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From the editor
Dear Readers 

Dear Readers, the third issue of Contempo-

rary Educational Leadership (CEL) which is in 

your hand contains a series of six papers. The 

first paper  by Jan Łuczyński and Grzegorz 
Mazurkiewicz from the Jagiellonian Univer-
sity. Authors started to write it in 2010 and after 

death of first author it was put away for more 
than three years when Grzegorz Mazurkiew-

icz revised it and updated. As you can see it is 

an example of long and ongoing discussion on 

the specificity of educational management and 
leadership that stresses the necessity of defining 
it on the basis of educational values. 

Second paper by Roman Dorczak from 
Jagiellonian University starts from the same 

assumption that leadership and ,management 

in education should focus on central value of 

individual development. It argues that building 
democratic school organizational culture that 

allows and supports full individual develop-

ment is (or should be) the central challenge of 
any educational reforms. To illustrate such the-

sis author refers to the example of educational 

reform and  to research on transformation of 

school culture that was  carried during that re-

form implementation.

Joanna Kotlarz, a doctoral student from 
Jagiellonien University, discusses in her paper 

the understanding of the concept of diversity 

in educational context. She argues  that under-

standing of that concept is highly contextual 

and needs constant attention and redefinitions 
to be adequate to changing reality of contempo-

rary schools. She also points out that education-

al leaders need such awareness and contextual-

ised understanding of diversity as one of main 

values influencing school work in contempo-

rary world.

Fourth paper by Joanna Poloczek form Jes-
uits University Ignatianum in Cracow raises 

the issue of trust in school leadership and man-

agement. She present results of the research on 

teacher’s understanding of factors contributing 
to trust or distrust between teachers and head 
teachers in schools with interesting findings that 
can be used as inspiration for both researchers 
and practitioners of educational leadership. 

Following paper by Michael Bottery and 
Nigel Wright from University of Hull as au-

thors say ‘…stemmed from the concern  about 
school leaders’ responses to the current glob-
al environmental situation.’ They present re-

sults of comparative study carried out in three 

countries: England, Poland and Finland asking 

school leaders about their perception of current 
environmental issue and placing tchem in the 

context of four educational codes. Results show 

that environmentl concerns are present in lead-

er’s thinking but also give some insight into in-

teresting differencies in responses of leaders in 

three countries. 

Last paper by Aneta Sztuka – Kochanek 
postgraduate student from Jagiellonian Uni-
versity, headteacher and practitioner of educa-

tinal leadrship, contains an example of interest-

ing research on  how teachers in Polish schools 

understand the role of headteacher. In her re-

search she focuses both on factors that are posi-
tive and negative from the perspective of a good 

school head or leader. Results that she presents 

can be very important from the perspective of 
those who think about leadership training  and 
development of leadership competencies. 

The content of that issue is a good example 

of issues important in the discussion on chal-

lenges in the theory and practice of educational 

leadership. Mixture of different perspectives of 

authors that range from internationally  well-

known professors, through doctoral students 

that start their journey in the field of education-

al leadership, to active school leaders that give 

practical perspective.

With hope that the readers of this issue 
will be inspired by them, so we invite them 
to read. 

Roman Dorczak
Editor–in-Chief
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Grzegorz Mazurkiewicz, Jan Łuczyński
Jagiellonian University, Poland

Abstract

The context of educational organizations 

changes rapidly and requires changes of schools 
as organizations as well as changes of whole 

educational systems. Paper tries to show the 

complexity of social and economic changes that 

are key elements of changes in school context 

in contemporary Europe. It then becomes the 
basis for the proposal of reconceptualization of 
educational management as a scientific domain 
that can help better to describe schools as or-
ganizations and stimulate their more adequate 
management and leadership making it possible 
to face challenges of complex school context  

Keywords: educational management, ed-

ucational leadership, educational challenges, 

schools

Introduction

Building an efficient public education sys-

tem is a very difficult task. States, ministries, 
non-governmental organizations and experts 

contend with it. The fundamental element of an 

educational system is well functioning schools. 

To say that a particular school is a good school 

we have to be deeply convinced that it imple-

ments sensible tasks consistent with valuable 
objectives, and also that this is done in the best 
possible way. Functioning in the social liquid 
modernity is an extremely difficult thing. De-

veloping and managing an institution which is 

not only expected to keep up with all the chang-

es but also to design them, is even more difficult. 
Yet, it is possible to work in schools in such 

a way as to get closer to the desirable state, it 
is possible to observe reality and respond skil-
fully to the external context, in accordance 

with one’s knowledge or intuition. In order to 

do so, first of all, one has to be aware of what 
is happening around. An awareness of the con-

text of one’s actions, openness to information 

from the external world and flexibility are the 
most desirable characteristics of people respon-

sible for school management today. We intend 
to present the issues concerning efficient edu-

cational management which are in our opinion 

of key importance for the pupils’ development.

In order to meet the numerous expectations 

education needs a vision of its own development 

as a social institution as well as effective solu-

tions at the level of management which will be 
a reflection of the context of a modern school’s 
functioning. A departure from inflexible pat-

Educational management and leadership in a 
changing context 
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terns, constant contact with reality, anticipation 

of needs and personalization of offers, as well 

as a humanistic style of management make up a 

specific method that could be called “sensitive 
management”. Its essence is the adjustment of 

the operating rules adequately to the needs of 
those whom one serves (in the case of education 

- the pupils’ needs), instead of following them 

only in accordance with studied patterns, or for 

some other reasons of secondary importance for 

the accomplishment of educational objectives. 
Constant changes and a profound social crisis 

make educational managing and reforming dif-

ficult, but these are also the reasons why one 
should be interested in the changing world and in 
what can be done with regard to these changes. 

The conditions of the school func-
tioning. The inevitability of change. 
Changes of political and social 
awareness.

he world has been changing ever faster, and 
recently this process has taken a disturbing di-
rection. We can observe more and more threats, 
such as the erosion of international institutions, 

treaties and agreements, or generally speaking, 

the order of the world. From the Polish perspec-

tive, the most important problem today is some 
disturbing cracks in the European Union. The 
idea of united Europe starts crumbling, which 
makes it necessary to attempt to reconstruct it 

as soon as possible. Against all odds we have 
to find a way to prevent the idea of united Eu-

rope from becoming just another exhibit in the 
museum of human naivety and faith in man. We 
have to make such Europe a fact, and not just a 

creation included in treaties and press articles. 

One of the elements having a decisive in-

fluence on our successful implementation of 
such vision and our subsequent putting it into 
practice is the way of thinking of the Europe-

an communities. It is the socialization and ed-

ucation processes that actually shape this way 

of thinking. The institution that is critical for 

their quality and results is the school. This is 
the institution in whose potential for educating 

wise and responsible people and potential for 

shaping the reality we still believe, although it 
disappoints us so often. This is so because the 
school looks back to the past and focuses on 
what was rather than on what will be. Schools 
should become a social space in which a vision 
of the future is developed, changes are pro-

posed and actions are planned. Attempts to re-

spond to external challenges will never offer a 

chance for authentic changes – it will always 

be only “catching up” with the world, and 
since we are disappointed with the world, one 

might hazard a statement that a school made 

to an external order will not be a school that 
can meet the present and future challenges.

The contemporary practice of responding to 

current problems and correcting mistakes should 
be replaced by future-oriented actions. Instead 
of preparing pupils for acting in a reality of yes-

terday and perhaps also today, schools should 

be preparing them to the life of tomorrow. We 
should not focus on continuing or defending 

the status quo, but - drawing conclusions from 
an analysis of the past and present reality - we 

should try to get into a habit of continuous de-

velopment and cooperation. The ever-growing 

expectations concerning the quality of educa-

tion have to enforce the perpetual question: what 
can be done in order to improve the situation?

It is worth thinking about what is ahead of 
us as well as about the context of the modern 
school’s activities. Th fundamental question 
which teachers face today is the following one: 

how to help young people to cope with the con-

stant and fast changes? How to prepare them 
for the future being aware that the future is now 
much more mysterious than in the times when 

our parents or grandparents were growing up? 
One of the possible strategies is the observa-

tion of what is happening around us and an at-

tempt to draw general conclusions, or to guess 

the modern trends. These conclusions can serve 

as a starting point for the development of strat-

egies and the search for specific solutions al-
lowing for the effective functioning of a school 

in a specific context. Each of the strategies 
should take into consideration the specific ac-

tivities of the school as an institution altering 

the social reality and influencing the individual 
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development of the pupils (Thornburg, 2002).

Readiness for social changes

One of the most serious challenges we face 

is the ageing of the population. Soon, for the 

first time in history, in the countries of the so-
called wealthy North, the number of elderly 
people will surpass the number of young peo-

ple. An additional trend is the decreasing pop-

ulation of the European nations ( Marx, 2003).  

A challenge which the educational systems 

will have to face will be their skilful recon-

struction and connection with other systems, 

in particular, in order to be able to influence 
the educational process in the poorer countries 

in which the population will be growing. A 
change in the age pyramid may influence the 
relations between generations, create another 
style of life and consumption, and another la-

bour market. New jobs and specializations will 
probably appear, and some of those already 
known (such as nursing, care of the elderly 

people, recreation services) will become even 
more popular. Such forecasting should already 

now be an inspiration for the people respon-

sible for the educational offer in our schools.
It is becoming more and more evident that 

civic engagement and the use of the social cap-

ital in accordance with the will of a particular 

community influence the communities’ suc-

cess to a large extent. Unfortunately, although 
schools use the adjective “democratic”, they 
still remain authoritarian institutions. It is not 

possible to prepare anyone for democracy in 
an imperative manner. Young people should 

be allowed to gain certain shared experience 
in group work for the benefit of other people. 
Perhaps that way we will succeed in educating 

a community able to live and work for sustain-

able development. Somehow the development 
of civil society makes it possible to eliminate 
discrimination and intolerance. For instance, 

fundamental changes related to the position of 

women in the society can already be observed, 
and they generate changes in economic and po-

litical customs as well as in the employment 

or consumption structure (World Bank Report, 

2004). Although these are exceptionally perma-

nent inequalities, the changing social awareness 
should also be reflected in the teaching style 
and the organization of the educational process.

Another important aspect influencing the 
form and function of schools is the change of 

the family model. Modern schools are forced to 

take up many functions which used to belong to 
an extended family in the past. Today, schools 

have to change their work organization - due to 

fact that children spend more time there in the 

afternoons - and the character of their activities 

- due to the insufficient educational competence 
of the parents, frequently being single parents.

One cannot forget that the recently culturally 

and ethnically homogeneous societies gradual-

ly become societies comprising many various 
national or ethnic minorities. We cannot afford 
to ignore that fact in schools any more. Coop-

erating with persons of different cultural back-

grounds becomes a more and more valuable 
skill. It does not only refer to the principles of 

good co-existence, but also to competitiveness 
on the labour market - those who have mastered 
the skill of working in a multi-cultural commu-

nity are simply more valuable employees. We 
should think about programming the educa-

tional process in such a way as to enable pupils 
to acquire the skill, as well as about the condi-
tions to be fulfilled in foreign language teach-

ing and how to solve the problem of religion 
teaching in schools ( EC White Paper, 2002).

Science, work, production

The so-called human capital, i.e. the soci-

ety members’ social and intellectual resourc-

es, is becoming more and more valuable for 
the societies’ success and wealth. The human 

capital has today a measurable economic val-
ue, often higher than, for instance, the nat-

ural resources. Knowledge and an ability to 
apply it in cooperation with other people is 

a new wealth of the post-industrial society 

(Uchida, Centron & McKenzie, 1996).  This 
has been a well-known fact for a long time, 
but why does it change the school reality so 
slowly? It compels one to take a critical look 
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at the educational process in many countries. 

The speed at which our knowledge is de-

veloped and extended as well as new discov-

eries may soon contribute to an even more 
rapid development of humanity. The increase 

of knowledge is difficult to grasp even today, 
and it keeps on accelerating. Nobody is able to 
follow all discoveries, new texts, or read arti-

cles published all over the world in thousands 
every hour. Such rapid increase of informa-

tion may either cause a blocking (suspension) 
of the system or a revolutionary breakthrough 
and development in many sciences, and sub-

sequently in our lives. Exploration of the uni-
verse and sea depths, new computers or robots, 
medicine interfering into our genes, and many 

more such aspects will soon determine the 

level of wealth or poverty of many countries.

One of the factors enhancing the significance 
of the change of attitude from the historical per-

spective to the perspective of the future is the 

constant growth of the importance of technol-

ogy, in particular, communication technology. 

The level of technological development will 

decide about the future of a given region of the 
world. It is inevitable and simultaneously sad, 
since it will probably be impossible to catch 
up with the leaders. Technology can exception-

ally accelerate the development or the fall of 

societies, depending on whether they invest in 

it or not. New technologies also determine the 

forms of social communication and the meth-

ods of acquiring knowledge. The development 
of technology precipitates the growth of a gulf 

between the rich and the poor countries, the so-
called developed and underdeveloped countries. 

Moreover, we will soon have to face the 

more and more difficult moral dilemmas related 
to the development of science and production 

possibilities. New discoveries and the develop-

ment of science will impose on us the necessi-

ty of deliberating and making decisions related 
to completely new ethical problems. Will the 
schools which today cannot cope with educating 

their pupils be able to meet another challenge?

Organization of the educational 

process and the labour market

The educational process is also subject to 
various transformations and trends. One of 

the most significant processes is the process 
of moving from mass standardized education 

to individualized education tailored to meet 

the needs of the pupils and the external sit-

uation. Schools should change their style of 

work: instead of teaching large groups of pu-

pils following similar curricula and educating 

an entire generation in the same manner, it is 

necessary to guarantee conditions for effective 

education of individuals and to inspire them to 

develop their careers independently. Due to the 

transformations on the labour market, the ne-

cessity of constant retraining, the absence of a 
sense of safety, gradually the way of thinking 

of a professional career and the method of pre-

paring to it starts changing. Nowadays, school 

graduates have to be specialists in a particular 
field and have solid general knowledge of in-

dividual learning and planning their own ac-

tivities. In view of the above, adult education 
is becoming more and more important as well. 

As a result of various educational reforms 

the time of staying at school has been extend-

ed, both with respect to the daily hours and the 
years of education. In most countries the age of 

starting obligatory education has been lowered 
and the majority of pupils continue their edu-

cation for a longer time than they used to in the 

past. There has been an evident growth of the 
number of children in nursery schools and the 
number of students. Simultaneously, the quality 
of education is now examined more attentively 

(OECD, 2012). It is a new task for the schools, 

one to which they have not been prepared so far. 
Another challenge is the fact that valued 

specialists become the subject of competition 
not only between particular companies, but be-

tween professions. This competition may lead 

to the decline of certain professions due to the 

lack of appropriate personnel. We should pro-

vide against a situation in which there will be 
no proper candidates for teachers. A conclu-

sion ensuing from this trend is the necessity to 
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make the teaching profession so attractive as 

to encourage the best candidates to choose it.
Some of the presented trends are reality, oth-

ers are only forecasts, but we should attempt to 
find solutions for tomorrow’s problems already 
today. This challenge is in particular topical 

in Poland, a country coping with a change of 

the system, a transformation of the most im-

portant aspects of social life, reforms of many 

institutions as well as illnesses undermining 

these institutions. One of the ways facilitating 

the facing of this challenge, i.e. making an at-

tempt to develop an educational model for the 

future, is the use of other countries’ experienc-

es and tailoring them to the Polish conditions. 

Modern schools have to be transparent and 
take responsibility for their actions. In a sense, 
they have lost some secrecy which used to fa-

cilitate the concealment of mistakes or objec-

tives in the past. Today, with more and more 

educated people looking closely at schools, 

the head teachers and teachers have to be top 
professionals in order to be able to defend 
their decisions . Social inequalities, exces-

sive consumptionism and the impact of mass 

media do not make their work any easier.

Educational policy in the European 

Union

The educational system is in the centre of in-

tense interest in many countries. In many coun-

tries it is also strongly criticized and therefore 

new initiatives related to the system improve-

ment and reforming are constantly being under-
taken. Although each EU state conducts these 
activities independently, many ideas and strat-

egies have certain common elements due to the 

free flow of people and ideas. Educational pol-
icy in the European Union is not subject to any 
regulations at the union level. At present, it is 

based on the provisions of the Maastricht Trea-

ty. Since it was agreed that education was one 

of the areas influencing the quality and form 
of economic integration, it was decided that:

The Community shall contribute to the de-
velopment of quality education by encour-

aging cooperation between Member States 
and, if necessary, by supporting and supple-
menting their action, while fully respecting 
the responsibility of the Member States for 
the content of teaching and the organisation 
of education systems and their cultural and 
linguistic diversity (OECD, 2001, pp. 37).

Each of the Member States developed 
their own educational system. Notwithstand-

ing this diversity, the states belonging to the 
Community determined their common priori-

ties in the area of education referring to each 

Member State. They comprise the following: 
1. equality of educational opportunities,
2. improvement of the quality of education,
3. a new model of a teacher,

4. an European educational ideal ( Dziewu    

         lak, 1994).
The equality of educational opportunities 

refers mainly to the children of various na-

tionalities, denominations and languages and 

immigrants’ children, physically or mentally 

disabled pupils, struggle against all kinds of 
discrimination, in particular discrimination 

of girls and women, and propagation of pu-

pils’ health and life protection. In Poland, an 

additional problem is the access to education 
of children from rural areas, and in particular 

those affected by structural unemployment and 
economic recession (Mazurkiewicz, 2005).

The improvement of the quality of educa-

tion is understood as the upgrading of the ed-

ucational process, i.e. a more effective way of 

functioning of the educational system. In order 

to improve the quality of education a reform of 
particular subject curricula and elimination of 
excessive encyclopaedic material from the cur-

ricula and school books is recommended and 
implemented. Some other possible activities in 
this area comprise the use of the latest scientific 
and technological developments in the educa-

tional process, in particular information and au-

dio-visual technology, as well as a differentia-

tion of the pace of learning of able and less able 
pupils, or different programme requirements. 
For over a decade, a reform of the system of 

vocational orientation and career planning 



Contemporary Educational Leadership Vol. 1, No 3/2014

12

counselling has been implemented in the Euro-

pean Union; its objective is the preparation of 
the young people for a more active and appro-

priate choice of a vocation in accordance with 

their aspirations and the community’s needs. 

A new model of the teacher presents a set 

of characteristics indispensable for modern 
teachers: academic education, a creative and 

innovation-oriented attitude and constant up-

grading and verification of the level of knowl-
edge. In order to create a universal new model 

of the teacher constant vocational improvement 

is necessary. This is also related to the previ-

ously mentioned rapid technological, econom-

ic and political transformations. A standard-

ization of the teacher training system in the 

European Union is currently being discussed. 
The final educational priority in the EU - 

the development of a European educational 

model - focuses on education for peace and 

democracy, foreign languages teaching, devel-

opment of a European information network, 

education in the spirit of religious, racial and 

social tolerance in accordance with the “Hu-

man Rights Convention”, and emphasizing the 

role of the European Union in Europe and in 
the world. One of the fundamental mechanisms 

of achieving these objectives has to be a youth 
exchange programme, which may become a ba-

sis for future activities in the area of education.

The presented objectives are the gener-
al directions of activities aiming at develop-

ing a good quality educational system which 
in an individualized and modern way will be 
able to educate European citizens aware of 
their responsibility for themselves and for the 
world, and capable of building a community 
that will allow us to live and work in peace.  To 

achieve this, several initiatives are required, 
which are necessitated by reality anyway. 

First of all, it is the development of a mod-

ern effective central administration system re-

quired in particular in order to set objectives, 
determine priorities and assess the schools’ 

activities. Decentralization taking place all 

over the world is a process having a positive 

impact on school management and on the ad-

justment of school activities to people’s needs, 

yet in the state and community perspective 

an institution coordinating local activities 

and setting a common direction is essential.

Secondly, it is an increase of schools’ au-

tonomy in order to ensure a reflection of both 
global and national trends and local needs. For 
that purpose, the parents’ and the local com-

munity’s participation in the school work and 

in local educational policy planning should 

be ensured. It is also important to enhance 
the role played by women in this process.

Thirdly, it is providing educational activi-

ties of proper quality by limiting the encyclo-

paedic material mentioned previously, shifting 

emphasis from school teaching to independ-

ent learning at home, and including prob-

lem-solving skills in the teaching curriculum.

The European Union’s educational policy 
seems to be fully focused on significant yet 
in a sense, technical matters. Emphasis on the 

levelling of educational opportunities, the im-

provement of the quality of education and the 
transformation of teachers into efficient profes-

sionals able to effectively support the pupils’ 
learning process leave the issue of education-

al objectives aside. No attempt whatsoever has 
been made to specify why these skills should 
be achieved. The fourth of the mentioned EU 
priorities - the development of the European ed-

ucational ideal - does not seem to attract suffi-

cient attention of the interested parties, perhaps 

due to their fear of being suspected of indoc-

trination or promotion of the only justified val-
ues. Hence the postulates of tolerance, mutual 
respect and cooperation, which however, re-

main slogans with little content in the light of 

certain social developments of the recent years 

(such as severe conflicts with ethnic and reli-
gious background periodically shaking up the 
so-called old EU states). These are accompa-

nied by the decision concerning educational 
policy being left to particular Member States. 
Although this seems to be a highly democratic 
solution allowing each EU member to develop 
an educational system based on its local histo-

ry, tradition or customs, it is in fact abandoning 
the idea of developing the European cultural 

community, which does not have to imply the 
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disappearance of local cultures. The weakness 

of the European educational policy ensues from 

the absence of discussion on the meaning of 
the words: “Europe” and ‘European” and an 
attempt to determine the foundations of a con-

tinental community other than a technologi-

cal and organizational efficiency required in 
order to compete with such continental pow-

ers as the USA and the Far East countries.
Education for the future cannot do without 

specifying the basic set of values common for 
all Europeans which would be implemented 
through the activities of various education-

al systems in particular Member States. The 
European Union, “our common European 
home”, will remain a set of international dec-

larations, agreements and other legal acts nego-

tiated by professional politicians - documents 
with a limited impact on individuals’ behav-

iour. For this large project to be successful, it 
is necessary to base education on solid foun-

dations rooted in European and non-Europe-

an intellectual and spiritual tradition, which 

seems to be a much more significant task 
than the technical solutions on which Euro-

pean specialists work with great effort using 

huge European resources in the course of it.

Educational management as a sep-

arate discipline of knowledge

The above deliberations clearly present the 
specific character of the social institution, i.e. 
education. The growing complexity of the so-

cial world, the multiplicity of new problems 
which need to be solved, and the solutions of 
which require a creative approach, place high 
demands on the preparation of the young peo-

ple for adult life. Education appears to be social 
service with a particular objective: the prepara-

tion of children and adolescents for a life in a 

world the form of which is at present impossi-

ble to predict. Such definition of the objective 
seems quite risky, though: an objective is a de-

scribable and desirable state of affairs that for 
some reasons is considered to be valuable, and 
thus worth achieving, despite all the required 
efforts. An objective presented as “the prepa-

ration for life in an unknown world” does not 

allow for pointing out the actual states which 

would have been achieved in education. Hence 
the vagueness, not to say - superficiality of the 
expressions used in the current discourse on the 

educational objectives: an increase of the pupils’ 
creative potential, development of their skills 

of continuous education, readiness for chang-

es, and certain similar characteristics which are 

to be the result - objective? – of contemporary 
education. The consequence of such state of 
affairs is the uncertainty of all participants of 

the educational system concerning the objec-

tives they serve. It is the direct consequence 
of the already mentioned absence of sufficient 
focus of both educational practitioners and the-

oreticians on the axiological foundations of 

education in modern Europe and in the world.

It seems that in such reality it is best to per-
ceive education as a social institution serving 

the pupils’ development. Presenting develop-

ment as an educational objective is commonly 
accepted in modern pedagogy remaining un-

der a strong influence of the progressive ide-

as deriving from J. Dewey’s works (Kohlberg, 
Meyer, 1993); yet this solution has a similar 
weakness as that described in the previous para-

graph: development being a process cannot be a 
desirable state. In the preamble to the currently 
effective Act on the Education System (1991), 
we can read that “a school should guarantee 
every pupil conditions essential for their devel-

opment”, which seems to be a safer solution, 
as the conditions essential for a human being 
to be guaranteed by a school can be described. 
The problem is, however, that the term “devel-
opment” (repeated frequently in the Act) is am-

biguous; in psychology one can find many var-
ious ways of understanding it (Dorczak, 2014). 

Thus, the above quoted fragment of the Act 
is a very general recommendation, as it is not 

specified at all how development is understood.
The idea of supporting the pupils’ develop-

ment requires some specification, albeit gener-
al, concerning the understanding of this process. 

It does not mean the acceptance of the one and 

only justified concept. There is a discussion on 
this issue going on in modern psychology and 
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it does not seem to ever come to an end. Still, 

it is necessary to answer the question concern-

ing individual development in order to carry out 

meaningful activities supporting the process. It 

is difficult to effectively support something that 
one does not understand or does not attempt to 

understand, as then one cannot specify the con-

ditions fostering it. For education understood 

as social service supporting the individual de-

velopment of pupils a discussion on individual 

development and an attempt to explain the pro-

cess is of key importance, because “an effective 
school” or “high quality education” are terms 
which should refer to the degree in which the 

educational system fosters the development of 

particular pupils, and what is even more im-

portant, the degree in which it is an obstacle or 
threat for those young people’s development. 

This problem deserves special attention. 
In all concepts of individual development a 

possibility of disorders or even hindering the 
process is taken into consideration. Human 
development, in particular in the mental and 

social sphere, is a highly complex process de-

pending on many factors. According to various 

data, although its particular stages and char-

acteristics can be described, the developmen-

tal cycle is different, unique in each person. 
Niemczyński (2000) points out a truly individ-

ual character of the process: there are no two 

identical ways of development. Therefore, one 

of its chief characteristics is internal norma-

tivity: the “correctness” of the developmental 
process can only be assessed in the context of 
its course, as there are no unequivocal index-

es which would make it possible to determine 
undoubtedly whether there is some progress 
of development or whether it was distorted. 

This observation constitutes a special chal-
lenge for education as an institution supporting 

individual development: it is not possible to 
base its functioning on actual solutions iden-

tical for all beneficiaries. It is highly proba-

ble that a solution useful for one person (or a 
group of persons) might turn out to be a threat 
for another one (or another group). Teaching 

arithmetic may be an example here: in order to 
understand arithmetical operations appropriate 

properties of thinking have to be developed (in 
Jean Piaget’s terminology called mental opera-

tions), a process which occurs between the age 
of 6 and 10 in the majority of people ( Piaget, 
Inhelder, 1993). Yet, in school teaching, every 
8-year-old is required to master the arithmetic 
skills provided for in the curriculum, which 

constitutes a huge difficulty for children devel-
oping at a slower pace. Unable to make use of 
the mental properties which have not yet devel-

oped in them, they are forced to meet the school 

requirements and learn arithmetic operations by 
heart, which is a tedious and not very effective 

method. A dangerous effect of such “support” 
of their development by the school is the chil-
dren’s unwillingness to study arithmetic and all 

similar subjects, which in turn constitutes a seri-
ous threat for their further education in general. 

The school activities disregarding the possibili-
ties and needs determined by a particular pupil’s 
individual development may actually become a 
threat for the process, instead of being support-
ive. The question concerning the percentage of 
school graduates and pupils being the victims 
of inadequate educational activities the effect 
of which is their development diverging from 

an optimal one remains without any answer.  

Education as a threat for development be-

comes particularly dangerous when apart 

from disregarding the problem of compre-

hension of the development process it shows 

tendencies to accomplish external objectives.  
This institution always has served and cer-

tainly always will serve many purposes. In 

the above mentioned preamble to the Educa-

tional Act one can find also such statements:

Teaching and upbringing, respecting the 
Christian system of values, are based on 
universal ethical principles. Education and 
upbringing serve the development of young 
people’s sense of responsibility, love for the 
country and respect for the Polish cultural 
heritage, with simultaneous opening to the 
values of other European and world cultures.
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Later it says that schools should:

prepare them [pupils – J.Ł. and G.M.] to 
fulfil their family and civic obligations 
based on the principles of solidarity, de-
mocracy, tolerance, justice and liberty.

School management versus other 

organizations management

At present, a serious threat for education 

supporting individual development is manager-

ism, an idea stating that management is a gen-

eral field of knowledge of corporate leadership 
regardless of the purposes the organizations 

serve and the processes they are to implement. 

Knowledge of organization and management 

based mainly on market organization studies 
is presented as universal knowledge describing 
all aspects of organizational life. This idea is 

accompanied by a belief that the use of such 
knowledge will have equally good effects re-

gardless of what an organization deals with and 

what purposes it serves. This attitude large-

ly ignores the distinct character of the content 

of organizational processes claiming that the 

functioning of each organization is subject to 
identical laws, and the occurring problems are 
basically identical (Szczupaczyński, 2004). 
Special emphasis is put on the economic effec-

tiveness of organizational activity and compli-

ance with formal and legal regulations. Without 
negating the importance of proper managing of 

all kinds of resources and following the rules 

of social interactions, it should be observed 
that they are the means for achieving the ob-

jectives of organizations. In the case of mar-

ket organizations the main objective of which 
is profit generation, the means and the objec-

tives are equated: measurable profit is obtained 
through proper management of equally meas-

urable means. In the case of public organiza-

tions to which public schools also belong, the 
category of profit cannot be applied since these 
organizations serve non-material and there-

fore non-measurable purposes. Any attempt to 
measure the quality of a school’s work shows 
what a difficult task it is. Whereas measuring 

the accomplishment of didactic tasks is rela-

tively simple (even though problems with ex-

ternal examinations or school evaluations prove 

that this simplicity is only apparent), measuring 

the effects of educational work seems infeasi-

ble. Hence, there is a gap between the material 
measurable expenditures on the functioning of 
public organizations and the non-measurable 
effects of their functioning, giving rise to a 

sense of uncertainty whether the expenditures 

have been “reimbursed” in the achieved results, 
whether they have not been wasted. Therefore, 
the popularity of managerism is growing. Ac-

cording to its supporters’ expectations, it should 

lead to the “ordering” of the public sphere, 
“rationalization” (i.e. reduction) of expendi-
tures and higher “quality of public services”.

Excessive focusing on the economic, for-

mal and legal aspects of public organiza-

tions’ activities leads to pushing the objec-

tive of such organization to the background.  
In the area of education an example may be 

the rationalization of the school network car-

ried out within the educational reform of 2000, 

which along with the establishment of junior 
secondary schools was to reduce the costs of 

education by closing down small and expen-

sive rural schools. The side effect of this op-

eration was the creation of conditions for a 

huge increase of educational problems, which 
is commonly mentioned by junior secondary 
school teachers working in large schools where 

anonymity and being removed from the previ-
ous educational environment together with the 

problems of growing up are the source of all 
kinds of difficulties. Contrary to the assump-

tions of the reform, the establishment of jun-

ior secondary schools has also contributed to 
the appearance of another selection threshold, 

making it more difficult for children from ne-

glected areas to have access to higher levels 

of education (Konarzewski, 2002). There are 

also other risks triggered by managing edu-

cation without taking into account the spe-

cific character of the objective in the form of 
supporting pupils’ individual development. 

The ensuing conclusion is the need of de-

veloping educational management as a hu-
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manistic discipline in which the fundamental 

reference point is the individual development 

of every human being examined from all pos-

sible perspectives. This knowledge should 
comprise all aspects of school management 

and the entire educational system manage-

ment. In order to acquire it, research has to be 
carried out in which organizational processes 

will be analysed through their specific con-

tent: learning, teaching and individual develop-

ment. This publication deals with these issues.

Signals from the Polish schools

It is difficult to evaluate the level of readi-
ness of the Polish educational system to meet 

the challenges that Poland has to face due to 

its accession to the European Union and con-

nected with the contemporary trends. There are, 

however, some alarming signals concerning 

the teaching results, attitudes, organization of 

the teaching process and the state’s education-

al policy. It is alarming that in such a signifi-

cant professional group there is a considerable 
number of teachers who do not proceed with 
their professional development ( Mazurkiew-

icz, 2003). Maybe even more worrying is the 
fact that educational management and leader-

ship is also in a crisis, focused on formal and 

maintenance issues rather than on teaching, 

learning and student’s development (Mazurk-

iewicz, 2011, Mazurkiewicz, 2012).  And it is 

in this area - education - that more and more 

significant changes take place. In the traditional 
model of teacher training “producing experts” 
in a particular field, and not experts in teaching 
and upbringing, professional improvement is of 
special importance. Unfortunately, it will not be 
possible for teachers to learn about the modern 
methods and theories if they continue to refuse 

to participate in improvement training courses. 

Obviously, several conditions have to be ful-
filled, such as the increase of the courses’ quali-
ty, but it is difficult to imagine teachers perform-

ing their work well without constant improving 

and updating of their knowledge and skills. 

The low level of advancement of other forms 

of improvement, in particular those implement-

ed within schools, is also a problem. The es-

tablishment of mutual support systems in order 
to solve the pupils’ and the school’s current 

problems, fostering the school’s development 
as an educational organization and constituting 

a foundation for teachers’ professional devel-

opment, is not satisfactory in the light of ex-

acerbating competition between pupils, teach-

ers and schools, enhanced by the quasi-market 
rhetoric dominant in the current educational 

discourse. Perceiving other pupils, teachers 

and schools as competitors in the struggle for 

a not easily available good (respectively: good 
marks, employment and promotion, and posi-

tion on the “local educational market”) does 
not foster the development of trust and respect 

for the partners, and without it offering and re-

ceiving real support in individual, professional 

and organizational development is not possible.
An even more alarming trend is some reluc-

tance or lack of interest in schools in a broad-

er perspective. If we can find a large group of 
teachers interested in increasing their teaching 

competencies, it is still very difficult to find 
any persons pondering upon the sense of their 

work, its main purpose or social function. Busy 

with their daily grind, overwhelmed by the re-

quirements of supervision, Polish teachers do 
not have time or space for any reflections and 
for asking the basic question: why do I teach or 
what do I want to achieve? Support in this area is 
a particularly significant task. One of the meth-

ods of encouraging teachers to meet this type 

of intellectual challenge can be the presentation 
of the results of research on education and a 

discussion of them. A reflection on one’s own 
practice, also based on the research results, is a 
chance for authentic professional development.

Conclusion

The processes mentioned in this text are 

manifold: revolutionary changes in morality, 

global communication and new technologies, 
competition between mass media and schools 
as socializing communities and sources of in-

formation about the world, destruction of the 
traditional mechanisms of control, families and 
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local communities, new extremities and world 

terrorism, huge changes in the labour market 
and the emergence of completely new profes-

sions, a necessity of constant improvement 

and changes of specialization, as well as many 

other phenomena of the recent years from the 

borderline between economy, sociology, psy-

chology, science and technology described by 
the prophets of globalization, post-modernism 
and an anticipated conflict of civilizations. It 
is worth remembering that the fundamental 
questions asked by people since the dawn of 
time are still topical: what does it mean to be 
human, what is the sense of human life, what 

role does one have to play in the world, is re-

ality purposeful or does coincidence rule the 

world? Avoiding a discussion of these issues 
in education for the sake of effectiveness and 

dealing with current problems leaves a void and 
uncertainty in the young people’s lives; a void 
which they more and more frequently fill with 
apparent values that do not foster their devel-

opment and their achievement of satisfaction, 

and that are sometimes a threat not only to 

their development but also to their lives (e.g. 
drugs). What can be done by schools then?

First of all, schools should be leaders in the 
process of changes, and a condition of success 

is their adjustment to the individual and social 

needs. Only a careful study of the context of 

schools’ activities can offer a chance for the 

creation of the future, not for the purpose of 

reacting to the present, but for the purpose of 
delineating new directions of development. 

Obviously, we will encounter extremely dif-
ficult questions such as: how to prepare peo-

ple for the unknown, or how to effectively 

individualize the educational offer, but only 
these schools that will make such attempts 

will have a chance to be well managed. The 
extremely difficult challenges and the reality 
of shortage in which schools function impose 

difficult terms, yet this is a strong argument 
for starting thinking about it already today.
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Abstract

What seems to be one of the core values that 
shapes our understanding of the main goals 

of educational institutions is development. It 

should be discussed on at least four different 
levels: individual, group, organizational and so-

cial. Individual human development should be 
seen as the most important precondition for all 

the other types or levels of development. Using 
L. Kohlberg’s theory of socio-moral develop-

ment, the paper discusses necessary organiza-

tional changes in schools necessary to create 

better conditions for individual development 
of all students, teachers and others involved in 

school life. It also offers a description of “in-

clusive” and “developmental” school culture 
supporting individual development of all. Pre-

senting the results of the research on percep-

tion of school culture among teachers of Polish 

schools, it tries to discuss the chances of build-

ing such organizational culture that comes from 

introduction of a new school evaluation system. 

Finally the paper looks at the implications for 

leadership. It suggests a definition of education-

al leadership as “developmental leadership” 
and tries to characterize that type of leadership.

Keywords: educational leadership, demo-

cratic school, development

Introduction

Thinking about the educational leadership 
paradigm adequate for the specificity of schools 
as organizations requires coming back to basic 
values and asking the question of core educa-

tional values. The answers for such questions 
that, at least, since late 1980s have dominated 
the discussion in the field of educational man-

agement underline such values as quality, ac-

countability or sometimes, more relevantly to 
the educational context, learning (McBeath, 

Dempster, 2009; Mazurkiewicz, 2011). Point-
ing out the limitations of such approaches that 

focus more on the values that are important 

from the perspective of state, society or school 

as organization, neglecting or undervaluing the 

interest of an individual that is taking part in 

educational processes, some authors suggest 

that educational leadership ought to be per-
son-centred (Fielding, 2006) and promote dem-

ocratic school climate that allows everybody to 
participate fully in school organizational life 

(Woods, 2004; 2005). Many authors argue that 

Leadership for democracy: developing 
democratic organizations
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the only acceptable answer about core value 
for educational organizations has to be strongly 
focused on individual human development and 

underline the necessity of creating schools as 

organizations that are managed or led to sup-

port individual development of students (Pia-

get,1977; Bottery, 1992;  Kohlberg, Meyer, 
1993). All other values have to be seen from the 
perspective of the development of all individ-

uals that constitute the school and all different 

aspects of educational management and lead-

ership have to be defined taking into account 
that fact of centrality of human development 

as the core educational value (Dorczak, 2009; 
2012). This assumption leads to the necessity 

of building a specific school climate or culture 
that would be inclusive, participative and dem-

ocratic and that would be able to support equal-
ly the development of all (Dorczak, 2013).

Development as the main educa-

tional value

Accepting that individual human develop-

ment has to be the central value underlying the 
development of educational management and 

leadership theory and practice is not enough. 

It is important how people involved in educa-

tional understand  individual development as a 

process because there are different way of un-

derstanding that process leading to completely 

different educational practices (Dorczak, 2012).  

Looking from the theoretical perspec-

tive, developmental and educational psy-

chology offers at least three different the-

ories of development that explain that 

phenomenon in a completely different way. 

Very popular theories, represented for exam-

ple by the behaviourist theory, claim that devel-
opment is completely determined by factors that 
are situated in the environment and the process 

of development is a gradual learning process that 

produces more and more “reactions”. During 
such developmental process all is determined 

by external forces and because of its nature, de-

velopment can be (or even must be) organized 
according to external plans. We can imagine 
how the traditional  thinking about education 

as a tool for knowledge transmission or more 

recent neoliberal approaches asking schools to 
‘produce’ students equipped with predefined 
sets of knowledge, skills and competencies use 

(or are a product of) such mechanistic under-

standing of individual human development. 

Other psychological theories claim that de-

velopment is a process that lets the already giv-

en abilities and talents develop gradually and is 
determined by factors that describe the process 
before it starts. All is determined by the already 
given talents and the role of education is to cre-

ate good conditions for the development of those 

talents. Nothing can be added from outside of the 
process, but also nothing can develop inside the 
process apart from the talents that had been al-
ready given before it even started (the most pop-

ular contemporary approaches use the concept 

of genes carrying human abilities and talents) . 
Both of the described theories define de-

velopment as a process that is determined by 
external factors that does not allow any auton-

omy. Fortunately, there are theories that de-

scribe development differently, underlining its 
autonomous character. Such theories argue that 

development can be best defined as an auton-

omous process that happens in the context of 

the environmental conditions and already given 

talents but in its nature is independent (or can 
be independent) from both factors, through the 
role of the autonomous activity of the human 

mind that allows to make the process really free 

and creative (Bottery, 1990; Dorczak, 2012).
Such understanding of development is rep-

resented by Lawrence Kohlberg who, building 
on Piaget’s theory (1966), developed a well-
known theory of socio-moral individual de-

velopment (Kohlberg, 1984). Having such au-

tonomous understanding of development as a 

basis, Kohlberg argues that schools have to be 
transformed into just and democratic commu-

nities in order to create proper conditions for 

such human individual development that can 

fully take place only if schools are organized 

in a way that allows every individual involved 

in that process to take an equally active part in 
all different aspects of school life and its work 

as educational organization. He also argues that 
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the existing schools present an organizational 

culture that does not really allow them to be 
organizations that are ‘development-friendly’. 
That leads to the recommendation that school 

organizational culture has to be transformed 
into a more participative, democratic and in-

clusive one. In his pedagogical experiments he 

proposed such school culture and described the 
process of its building  (Power, Higgins, Kohl-
berg, 1989). Looking at the existing schools 
and school systems in the second decade of 

the 21st century, it seems that more than thirty 

years after Kohlberg’s attempts his recommen-

dations are still waiting for being implement-
ed in more than experimental schools only.

Transformation of school culture as 

the necessary condition to support 

the development of individuals

Educational experiments of Kohlberg and his 
team suggest that in order to transform schools 

into organizations that really support individual 

development, a deep change of school organiza-

tional culture is needed (Anderson, 1982; Pow-

er, Higgins, Kohlberg, 1989). The main features 
of organizational culture that can serve well the 

needs of individual development of all involved 

in school life are: collegiality of such culture, 

participative character, focus on team work on 

different levels, inclusiveness and democratic 

process of decision making in different (all) 

areas of school work. Charles Handy describes 
such culture as focused on involving everybody 
in team work that, on one hand, through syn-

ergy maximises team work results but, on the 
other hand, also maximises the chances for in-

dividual development of everybody involved in 
school life (Handy, 1995). Others underline the 
positive emotional and interpersonal aspects 

of such culture that create good developmen-

tal environment (Deal, Peterson, 1999). Such 
culture also has to be inclusive in that respect 
that it involves everybody according to their 
potentials on one hand and needs on the oth-

er (Dorczak, 2013). It also has to be focused 
more on the value of the individual and of the 

democratic process than on organizational and 

formal values (Fielding, 2006). It has to create 
good environment for involvement of all in de-

cision making processes on equal terms by em-

powering people autonomously rather than dis-

tributing powers to them. Such culture can be 
called a fully democratic culture and is crucial 

both for individual development of an individu-

al and for the democratic development of com-

munity and society (Woods, 2004). Educational 
leadership theory and practice have to be rede-

fined and those features have to be taken into 
account in that process (Mazurkiewicz, 2011).

School culture of Polish schools and 

its transformation – research 

The existing school culture in most con-

temporary societies does not create good con-

ditions for human individual development be-

cause it can be noticed that it has features that 
limit or may even suppress the autonomous 

processes of development. The dominant pic-

ture of school culture around the world can 

be described as rooted in the mechanistic un-

derstanding of development and learning (De 

Corte, 2010) that leads to understanding educa-

tion according to the cultural transmission code 

that values the traditional vision of schooling 

with focus on teaching and not learning, cen-

trally predefined curricula, traditional passive 
teaching methods, testing and assessment done 

by external bodies, etc. Comparative analyses 
of educational systems around the world show 

that such culture dominates in school practice 

both at the level of leadership and management 
and at the level of teaching in classrooms  (Bot-

tery, 1992). More resent research carried out 
in Poland tried to find out if such traditional 
culture is really dominant in Polish schools. 

In that research, Charles Handy’s typology 
of four organizational cultures was used to-

gether with his questionnaire to assess school 
organizational culture. The questionnaire con-

sists of 15 questions asking about different as-

pects of school functioning such as: manage-

ment roles, styles of work of teachers, team 

work, work division, communication, deci-

sion making, motivation, conflict and problem 
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solving, relations with the external world, etc. 

(Handy, Aitken, 1996). It allows to find out 
how the respondents assess organizational 

culture of their organization (school). Handy 
proposes four types of organizational culture 

naming them using four Greek gods’ names.

The Zeus culture is characterised by a high-

ly centralised organizational structure with the 

school head teacher controlling everything and 

deciding about all aspects of school organisa-

tional life. Such culture is based on the charisma 
and power of a leader that is understood in tradi-

tional terms as a strong personality influencing 
others and forcing them to follow him or her. In 

such a culture one person dominates everything 

and all others have to follow him or her. Look-

ing from the perspective of individual develop-

ment, it is obvious that such culture does not 
create proper conditions for the development of 

all individuals except the leader who is ‘a Zeus’. 
The Apollo culture is described as a cul-

ture that is built on rules and regulations that 
determine every single step of all members 
of the organisation including the head teacher 

who is formally in charge. It is called some-

times a bureaucratic culture which underlines 
its highly formal character. Individual devel-

opment in such a culture is seen as a process 

which can be (or have to be) precisely pre-de-

scribed and controlled. It must be noticed that 
such understanding is typical for the traditional 

educational ideology dominant in educational 

thinking in most contemporary school systems.

The Athenian culture is described as team-
work culture that values participation and 

involvement of all members of the organiza-

tion, uses their potential and gives them the 

freedom of action in their work. Such possi-

bility of autonomous involvement of every-

body and using the potentials of all members 
of the organization create good environment 

for the individual development of all involved 

in organizational processes. It must be ar-
gued that it also creates the possibility (or at 
least a better chance) of such involvement of 
students in schools with this type of culture. 

The last type of organizational culture pro-

posed by Handy is called the Dionysian cul-

ture. It is a culture of independent individuals 

that define their own methods of work and 
work independently. It is a culture of total in-

dividual freedom that values individual work, 

decision making and stresses the necessity of 

satisfying individual needs. It looks as a very 

good culture for individual development but it 
is in fact not a very good context for both in-

dividual development and learning as they are 

highly social processes and cannot lead to good 

results when the necessity of placing them in 

social contexts is neglected (Vygotsky, 1978).

The research on school culture of Pol-

ish schools using the framework proposed by 
Handy was carried out between January, 2011 
and December, 2012. It consisted of two parts 
to show possible ways of transformation school 
culture towards a culture that is more adequate 
for the needs of individual development. The 

first part of the research aimed at finding out 
the organisational culture of randomly select-

ed Polish schools. The second part was car-

ried out with the participation of schools that 

actively took part in educational reform intro-

ducing evaluation to Polish school inspection 

system. The main idea of that reform was to 

replace traditional school inspection that con-

trolled schools from outside in a more tradition-

al style with evaluation system which involves 

all members of the school community in the 
process of collecting, understanding and using 

the data. The authors of the transformation of 

school inspection expected that it would con-

tribute to the transformation of schools into 
organizations with a more participative, inclu-

sive and democratic school culture that would 

support better the development of individuals 
within the democratic society framework of the 

21st century ( Mazurkiewicz, Berdzik, 2010).  

The results of the first part of the research 
show that unfortunately the bureaucratic cul-
ture of Apollo type dominates in teachers’ un-

derstanding of their schools’ culture and the 

positive (from the perspective of educational 

values) culture of Athena type is noticed only 

by one fourth of the respondents that took part 
in the study. See the results in Table 1 below:
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Type of organisational culture Number of subjects assess-
ing culture as such Percentage

Zeus club culture 309 20,20%

Apollo role culture 641 41,90%

Athena task culture 372 24,30%

Dionysus  freedom culture 188 12,29%

Not determined/ not complete 20 1,31%

Total 1530 100%

Type of organisational culture Number of subjects assess-
ing culture as such Percentage

Zeus club culture 108 7,06%

Apollo role culture 329 21,50%

Athena task culture 691 45,17%

Dionysus  freedom culture 359 23,46%

Not determined/ not complete 43 2,81%

Total 1530 100%

The second part of the research was carried 

out, as it has already been explained, as a part of 
a project introducing evaluation to Polish edu-

cational system. The project that introduced the 

reform focused strongly on training evaluators 

and school heads to do external and internal 

evaluation. Since its beginning in 2009 to the 
time when the presented research was carried 

out, in involved more than 400 Polish school 

of different type. The research done with the 

participation of a group of teachers from those 

schools shows that they assess the organization-

al culture of their schools quite differently than 
teachers from schools that were not involved in 

the project and had not experienced evaluation 

as a method of inspection. The results of that 

part of the research are shown in Table 2 below.
As it can be seen, the Athenian type of cul-

ture dominates and the less supportive (from the 

perspective of development) cultures of Apollo 

and Zeus type are much less present than in the 
study of randomly selected school that do not 

take part in the evaluation project. The results 

show that schools can be transformed into or-
ganizations of culture different from the bu-

reaucratic or person-centered types that do not 

serve the interests of individual development 

of students and all others working in schools.

Table 1. Organizational culture of randomly selected Polish schools according to teachers’ assessment

Source: Own research

Table 2. Organizational culture of schools active in the project on school evaluation according to     
                teachers’ assessment

Source: Own research
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Conclusion

Educational leadership that can be called as 
such only if it is based on educationally cen-

tral values of human individual development 

and learning has to be focused on the trans-

formation of school culture. The existing ed-

ucational organizations do not create positive 

environment for the full development of po-

tentials of all, they give such chance to some 

focusing on talents, though (Davies, Davies, 

2011). The transformation of school organi-

zational culture can be stimulated by reforms 
such as the reform of school inspection and 

the introduction of more interactive, partic-

ipative and democratic approaches such as 

school evaluation. They can create more a de-

velopment-friendly school organizational cli-

mate that is needed to support development 

of our democratic communities and society.
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Abstract

The purpose of this paper is to answer the 

question how the concept of diversity can be 
understood in educational context. As it is ar-

gued, basing on the literature review, the di-
versity notion proves to be very contextual 
and impossible to close in the frames of only 
one definition. An educationally adequate un-

derstanding of diversity and its complexity by 
school leaders and all others involved in edu-

cational processes is a key element when we 

think of properly using the diversity poten-

tial in supporting developmental processes in 

schools. On one hand, it requires but, on the 
other hand, enables flexibility in the organiza-

tion of those processes. This kind of flexibility 
and openness changes the educational perspec-

tive and  highlights the new role of education, 

which is the promotion of the joy of learning 

and the connection of this process to the indi-

vidual experiences of all. That is why under-

standing diversity seems to be one of the key 
elements important for educational leadership.

Keywords: diversity, diversity in education, 

educational leadership, leadership for diversity

Introduction 

School is a place where different children 

meet and learn and those children bring differ-
ent experiences to school, which are viewed 

as deficient when assessed under the main-

stream norms (Delpit, 2012). It is perceived 

as a huge challenge, which Polish schools 

take up implementing basic points of educa-

tion for diversity. The experience of the by-

gone era of socialism causes that the education 

of children from different backgrounds, with 
different families, different social capital, or 

financial status is treated as a problem, not as 
a challenge or a value for learning. Education 

in the twenty-first century should put greater 
emphasis on the transfer of the images of the 

world from different points of view. The need 

to take account of diversity in the curriculum 

is a result of desire to participate in the dem-

ocratic world where society is not only aware 

of the differences but also fully accepts them. 
Children live now in a different world than 

their grandparents and even parents. They have 

other schooling need. The skill they need are 

completely different from those their families 

needed. The demand for new skills, necessary 

for living in a world of technological complex-

The challenge of education in diverse environ-
ment: a review of literature on how we under-
stand the diversity in education?
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ity and global connectivity requires the rethink-

ing of many aspects of the school experience. 

A special role in this process is played by edu-

cational leaders, including formal and informal 

conceptualization of leadership in education.

School leaders should know how to cope 

with the phenomenon of diversity and how 

to shift their pedagogy to be more engag-

ing. Old solutions to old problems do not 
work anymore. New mindsets and new un-

derstanding of problems are required and 
this is what school leaders should learn.

The purpose of this analysis is to examine 

the problem of diversity in education in Pol-
ish context and answer the question why it is 
important from the contemporary perspective. 

This clarification is crucial because of two rea-

sons. Firstly, it was commonly assumed that Po-

land is a very uniform country and the existence 

of differences was denied as they are impercep-

tible. Secondly, the essence of the concept of 
diversity is too narrow. Its notion takes many 

forms and should be treated more broadly.
No mention is made of the fact that Poland was 

a diverse society already during the reign of the 

Jagiellonian Dynasty, when every third person 

was from a culturally different population. It is 

also worth stressing that the idea of the homog-

enous state has actually been strengthened after 
the Second World War and even cultivated dur-
ing the People’s Republic of Poland . Diversity 
in Poland is not a new topic, on the contrary to 

what we have believed so far (Madajczyk, 1998).
Thus, the perception of a Pole “from time 

immemorial” takes on a slightly different mean-

ing, and diversity in Poland had begun earlier 
than after 1989. It can be assumed that diversity 
issues are not new in the Polish reality but have 
existed for a long time. Changing the optics of 

thinking about diversity in Poland (not as a new 
one but returning) seems to be the first step to 
understand it. This historical aspect expands the 

research area on diversity in the Polish context. 

Until now, many of the researchers assumed 
that the problem of diversity started after Pol-
ish access to the European Union. In fact, it 

had started earlier but Polish entry to the UE 
structures could have strongly highlighted it.

The political debate in the European Union 
at the turn of the millennium concerned prob-

lems related to transnational cooperation, “cul-
tural diversity” and “multiculturalism” and the 
idea of a solution to these problems was inter-
cultural communication and intercultural dia-

logue. This policy was based on the strategies 
of “talking through difference” and drafting 
dialogue based on mutual respect for cultural 
affiliations. The European policy in this area fo-

cuses on promoting a coherent cultural identity 

among the member countries (Aman, 2012).
The leaders of the richest countries in Europe: 

Angela Merkel (Germany), Nicolas Sarkozy 

(France) and James Cameron (UK) officially 
admitted that their policy of multiculturalism 

was a failure. In addition, “the Ukrainian crisis” 
exposed the weakness of European policies in 

areas such as security, economy, foreign affairs 

and education and the huge problem of diversity 
of the Old Continent. On one hand, the process 

of integration and unification of the social life 
of community follows, on the other hand, paral-

lelly, the process of growth of huge differences 

occurs between regions or countries. Dealing 
with diversity has become one of the major chal-
lenges of the twenty-first century civilization.

Terms such as “cultural shock” (Oberg, 
1954), the “global village” (McLuhan, 1962), 
“McWorld” (Barber, 1995) do not surprise 
anybody and even passed into everyday lan-

guage, defining social relations and pushing 
for deeper reflection on this phenomenon.

The problem of diversity is not only sociolog-

ical or political but also educational. Following 
John Dewey who said “[e]ducation is a function 
of society and society is a function of education”, 

it should be emphasized that school is a key el-
ement in the process of developing the modern 

society (Dewey, 1972). School is a major – and 
probably the only one - institution intended to 
educate people for living in a diverse world.

Education in today’s diverse society has to 

face many tasks to properly shape this socie-

  1Official name of Republic of Poland during communism time in the year 1952 – 1989.
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ty. However, this process should be investigat-
ed in order to verify the school’s readiness to 

perform tasks for diversity education. Before 

we start searching for the answer about the 
function of school in the modern world, the 

notion of diversity should be conceptualized.

An attempt to define  diversity (se-

lected definitions)

One of the first metaphors defining the phe-

nomenon of diversity has already been used 
in 1780 and referred to the American socie-

ty. It was the metaphor of a cultural “melting 
pot”. It was believed that, despite diversity, 
society becomes very uniform – differenc-

es mix as in a mortar and form a harmonious 

entity. It took almost two centuries to change 

this view radically. It was recognized then 

that difference is the greatest value. The al-

ternative was a so-called “salad bowl,” which 
is a combination of different cultures while 
the autonomy of each of them is maintained.

In contrast to the American melting pot 

stands the concept of a “cultural mosaic” 
which was used by John Murray Gibbon and 
John Porter (“vertical mosaic”) to describe 
Canada as a country of diverse ethnic, lin-

guistic, regional and religious elements (Gib-

bon, 1938, Porter, 1965:  in Valee, 2011).
Diversity is a reality for many educators. 

The most obvious kind of diversity is repre-

sented in heritages, histories and cultures of the 

students and parents who have recently come 

to Canada, the United States, the United King-

dom and Australia from all over the world (…) 

The diversity that we are currently experienc-

ing is due to much more than simply immigra-

tion. (…) Contemporary diversity also extends 

beyond ethnicity. It continues to expand with 
the increasing number of choices, experiences 
and information available to us. (Ryan, 2003).

One of the first approaches to the problem 
of diversity has given rise to acculturation or 

to the process of exchange of cultural elements 

in case of mutual contacts. It was practiced in 

many different forms depending on the state. 

Paweł Boski basing on the work of John Berry 

presented four policy options of acculturation:

1. Exclusion – exclusion, different 

ethnic cleansing, eliminating the pres-

ence of minorities in the common area 

by deportation, expulsion, genocide, etc.
2. Segregation - separation, which is the 

specification and implementation of separate 
development paths of different races, ethnic 

groups, religious minorities in a given society, 

while maintaining the domination of one group.

3. Ethnic melting-pot - republic of cit-
izens, or the removal of links, origin and 

diversity in the pursuit of homogeniza-

tion, conversion to a new country nationals.

4. Multiculturalism – promoting inten-

sive relations between different groups and 
at the same time preserving the identity of 

each of them. Dissimilarity and diversi-

ty are affirmed, because each culture has to 
offer other specific values ( Boski, 2010).

Diversity could also be understood broadly 
and includes many variables that exist within 
and across groups that live in different environ-

ments. The most popular definition was created 
by James Banks who lists the following varia-

bles of diversity within the nation: social class, 
ethnic identity, race, language, abilities and dis-

abilities, religion, sexual orientation, gender. 
Due to these variables, diversity has become 
an issue because the particular groups from the 
list above are structurally or culturally advan-

taged (empowered) or disadvantaged (margin-

alized) within their societies (Banks, 2005).

A definition of diversity could also cover 
a larger territory. As Marylin Loden and Judy 

Rosener discovered, the social characteristic 

like gender, ethnicity, age, etc. could be de-

pendent on more external factors like work 

background, income, marital status, military 
experience, religious beliefs, geographic loca-

tion, parental status and education. These two 

researchers propose “The diversity wheel” con-

cept which assumes that anyone can describe 
themselves by going around the wheel and it 
shows how social reality shapes people’s lives 

(Loden, Rosener, 1991, in: Johnson, 2006).

On the other hand, Zygmunt Bauman notes 
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that in the midst of all these distinctions (like 

race, status) is one of the most important ones, 

the distinction between “Us” and “Them”. He 
claims that we can divide people into catego-

ries of those who are demanding different at-

titudes and different behaviors. Of course it is 
not a division in its literal meaning but it shows 
the difference between two opposite attitudes: 
likes and dislikes, trust and mistrust, confidence 
and anxiety, willingness to cooperate and hos-

tility. “We” means the group which I belong to. 
I understand everything that happens inside this 

group, I feel safe and comfortable there. This 
group is my natural environment where I want 

to be. “They” are the group which I cannot be 
part of or do not want to. I am suspicious of 

them and feel distance and fear (Bauman, 1990).
Underlying the concepts of diversity is the 

idea of dialogical human nature including “I” 
and “significant Other”. Human is capable of 
self-determination only through the “Other”. In 
this sense diversity contains a postulate of open-

ness to other cultures because every culture at 
some stage of their development has something 

valuable to offer to all people and therefore we 
are obliged to respect the value of all cultures.

Scientific definitions are characterized by 
a multiplicity of perspectives. It is impos-

sible to list all of them but to make it more 
complete the perspective of Samuel Hunting-

ton should be added; he notes that nowadays 
the “Other” could be the enemy of democra-

cy. This may be, for example, a Muslim who 
is perceived as an enemy of the Western civ-

ilization identity. The author stresses that di-

versity can be defined through the prism of 
violence, terrorism and clash between the Mus-

lim and non-Muslim worlds. In this context, 

the term “Other” is the embodiment of evil, 
the opposite of “Us” who are seen as a good, 
lawful, ethical society (Huntington, 1997).

The approaches proposed above are only 
an attempt to define what diversity is. It seems 
that it is impossible to create one general defi-

nition of diversity because of two reasons. First 
of all, when we follow the history and evolu-

tion of the notion of diversity we can see that 

it was changed in its history very often. For 

this paper we use the category as follows: the 

traditional approach to diversity which was 

strongly merged with the political context. A 

characteristic feature of this approach is using 

metaphors to describe social relations in each 
country and connecting it with specific politi-
cal strategies which were introduced as the of-

ficial policy towards immigrants, migrants, etc.
The second group of definition is called the 

academic approach for the purpose of this pa-

per. This approach goes beyond the traditional 
strategic thinking about diversity and inclusion 
of culture/cultural background as the most im-

portant factor shaping identity. Important at-

tributes of this approach are: broad meaning, 
interdisciplinary connection like anthropolog-

ical, sociological, philosophical or psycholog-

ical perspectives. This definition can also be 
neutral, non-evaluating its components but can 
also include positive or negative distinctions.

Researchers and authors who elaborate stud-

ies on diversity often create their own concep-

tual range of diversity resulting from their field 
of study, e.g. diversity and social justice (Ad-

ams, 2013), diversity and democracy (Ayers, 

2009), diversity and citizenship ( Banks, 2006), 
diversity and equality (Cooper, 2004), diver-
sity and privilege (Maher & Tetreault, 2009).

From the scientific perspective, diversity is 
more complicated than we used to think. First 

of all, it depends on our perception of diversi-

ty. Basically, diversity is what we understand 

as diversity. The logical consequence of this 
approach is a dynamic, contextual and rela-

tive definition which concerns relations. What 
is more, definitions can be wider or narrower, 
specific but also more theoretical or practical. 

According to Kurt Lewin, when we ana-

lyze human relations we should analyze every 

group that is part of this interaction. Over the 

past years, we realized that the problems of 
minorities are also problems of majorities. The 
problem of black people is also the problem 
of white people, the problem of Jewish is the 
problem of non-Jewish, etc. ( Lewin, 2010).

From this point of view, it is reasonable to 
create a proper and adequate definition which 
would be named practical or functional.  For 



Contemporary Educational Leadership Vol. 1, No 3/2014

3531

this study, the practical definition of diversity 
was based on interviews with people directly 
connected to diversity issues in their practice. 

The research group was school teachers and 

college faculties. During the seventeen indi-

vidual interviews (IDI) they were asked about 
their definition of diversity. Based on the anal-
ysis of individual respondents’ answers there 

was a practical definition of diversity created 
which is as follow: diversity is a cocktail of 

differences within people. This cocktail might 

be mixed with different ingredients (nation-

ality, race, gender, etc.) but tastes good only 
when is well prepared. For this preparation we 

need to recognize, understand and celebrate 
differences in the world and give opportuni-

ties for everyone to participate in the society.

The recognition of diversity is not a prob-

lem nowadays. All respondents agreed that 

in their practice they have to deal with var-

ious manifestations of social diversity.

“Diversity is kids with different back-
grounds, different walks of life. Diversity is 
also where the kids are come from. Nation-
al – you have some who are from the Mid-
dle East, who are from Europe and Asia. 
Diversity is also cultural background in a 
school as well.” [BGSU_IDI_4_19.08.14]2 

“For me I would say diversity is like a 
different culture background, doesn’t have 
to be like ethnic or economic, can be be-
liefs or lifestyles. I mean just having group 
of people or within a group of people - peo-
ple from different backgrounds, beliefs, eth-
nicity, whatever.” [BG_IDI_10_7.08.14]

It is not enough only to recognize diversity; 
it needs to be understood also. To understand 
particular situation of diversity respondents 

appealed to their personal or professional ex-

perience and they pointed out that knowledge 

e.g. about kids in classroom is basic compo-

nent in process of understanding diversity.

“Other aspect of diversity I see is economic 
diversity. We have parents who are single par-
ent and have two jobs and they do not have to 
do homework with the kids. The homework is 

not,  you know,  put the food in the table is more 
important that do the homework. And this kids 
who did not do homework and they need some 
help. They should be able to understand the con-
cept but they need somebody to give them a lit-
tle bit of guidance.” [BGSU_IDI_6_03.09.14]

Firstly recognized and after that under-

stood differences slowly stop being a prob-

lem. We start to see and celebrate values of 
those differences. It could be also understand 
as creating space or learning environment.

“We need to take an approach that rec-
ognizes those differences and celebrate 
or  appreciate those differences, so we 
need to be able to have schools systems 
that can welcome students, engage their 
differences.” [BGSU_IDI_17_12.08.14]

Giving opportunities might be the last stage of 
this process. It can be assumed that it could not be 
possible without first stages: recognition of prob-

lem, understanding based on knowledge and cel-
ebrating diversity in safe learning atmosphere.

“My classroom I so diverse. My classroom 
is rounded square hole depending on where 
the kids didn’t fit before. All the students in 
my room either they didn’t fit in the classroom 
– you know, they were kind of round peg in a 
square hole, or they didn’t fit in normal class-
room. They come to me. I can have kids who 
literally can not read. Can not recognize let-
ters, two kids who have low grades, they are 
of the charge. They do not fit anywhere else so 
the diversity what I see is how do I, how make 
things relevant for them, how make things 
challenging for them. I do not want to have 
kids just scape by.” [BGSU_IDI_6_03.09.14]

Summing up the discussion on the definition 
of diversity, it should be noticed that the notion 
of diversity initially was referred to something 

unknown, alien, incomprehensible, hostile, and 
even evil. Nowadays, we all participate in the 

culture of diversity and it depends on us how we 

are going to deal with it? People ask themselves 
how they should live in the modern reality, how 

they should teach their children life when reality 

is changing so fast. It seems that we should search 

  2This and next quotes come from the interviews. The transcription is original and could be ungrammatical.
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for the answer to this question in education.

The value of diversity education

Education for diversity, nowadays, is a “me-

ga-trend” in modern education, promoting the 

discovery of the coexistence of different cul-

tures. These cultures have coexisted for a long 

time but, sadly, it should be noted that often 
shut from one another, not appreciating each 

other’s different traditions, not understand-

ing the rank of values represented by another 
community. Modern education reveals the val-

ue of the “micro-world” in the context of the 
world “macro”, where different cultures can 
coexist and fully benefit from this coexistence.

Banks and Ayers link the concept of diver-

sity to the concept of democracy. According to 

Banks, democracy is a way of living together, a 

kind of government. It is a fragile and delicate 

system. We know failures of democracy from 
history. Many researchers claim that democracy 

is impossible without education (Banks, 2006).
The idea of teaching for democracy and so-

cial justice is also considered by Ayers: “Re-

spect for  persons,  for teachers  and  for stu-

dents, for parents and community members, is 
at  the  core  of good  democratic schools (…) 

democratic teaching encourages students to de-

velop  initiative and  imagination, the capacity  

to name  the world,  the wisdom to identify  the 

obstacles  to their  full humanity and  to the  hu-

manity of others,  and  the courage to act upon  

whatever the  known  demands. Education in 

a democracy is characteristically eye-popping 

and mind-blowing – always about opening doors  
and  opening minds as students forge their  own 

pathways into a wider world” (Ayers, 2009).  
It is also important what Ayers said about 

teaching for social justice: “might be thought  
of as simply a serious  approach to democracy,  

a kind of popular  education of, by, and  for  the  
people – something that  lies  at  the heart  of 

education toward a more vital, more muscular 

democratic society. It can propel us toward ac-

tion, away from  complacency, reminding us of 

the powerful commitments, persistence, brav-

ery, and  triumphs of our justice-seeking fore-

bears-women and men who sought to build a 
world that worked for us all.” (ibidem, p. 8).

Despite the increasing democratization of so-

cial life, we are not free from concerns. Antonia 

Darder claims that well-confirmed democracy is 
never guaranteed, even during great movements 

of people. As such, we are reminded that de-

mocracy is never given, but rather entails an on-

going emancipatory struggle for political voice, 

participation, and social action. In this context 

education continues to exist as a formative con-

tested terrain of struggle, given the potential of 

public education to serve as a democratizing 
force for the evolution of critical conscious-

ness and democratic public life (Darder, 2012).
As a result of the foregoing statements, it 

can be concluded that one of the most impor-
tant value of education is promoting education 

for democracy and social justice. This seems to 

be particularly justified in the face of growing 
crises such the recent “Crimea crisis”, which 
stroke the democratic values in Europe. The 

Ukrainian problems show how easily separatist 
groups can reach for power in a country with 

ethnical diversity and infirmity of the demo-

cratic system. Referring to the research which 

argues that democracy can only exist with ed-

ucation, it should be said that school should 
be a place where democratic values are shown 
and promoted. It is particularly important for 

young people who will later develop the dem-

ocratic citizenship. A logical consequence of 
this approach could be the assumption that 
school is the place where new generation can 

learn how to be prepared to meet with Oth-

ers, know what is accompanied by the inter-
action and be ready for dialogue with Other.

In this context, the importance of the prob-

lem of different value systems that operate 

and compete with each other is highlighted. 

According to Nikitorowicz, school should 

promote the idea of tolerance towards others. 

The diverse society gave tolerance a special 

importance, since the basic requirement is the 
respect and recognition of diversity. Tolerance 

as an idea is an expression of respect for the 

individuality and autonomy of the opponent, 

as well as the value of interpersonal, univer-
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sal, timeless and durable, involving intellec-

tual and emotional sphere. Shaping the atti-

tudes of tolerance is possible if our attitude 
to being different will be the result of respect 
and recognition, but without sacrificing our 
own needs and values (Nikitorowicz, 2009).

Creating open minded attitudes among 

children is one of the challenges of ed-

ucation. Shaping the attitude of tol-

erance should be the first step to this.
Lynch proposes another value of diver-

sity education which is respect for equali-
ty. “Education has the potential to become 
a place of resistance against injustice, both 
through the use of best practices, as well as 
the training itself.” (Lynch, Lodge, 2002). 

The main problem with the analysis of 
this issue is the fact that the Polish school is 

equal one-dimensionally, namely only in terms 
of equality in access to education. If a dis-

cussion on equality in school starts, the first 
argument which appears is mainly equal ed-

ucational opportunities, ensuring equal ac-

cess to education for all children. But tak-

ing care of quite different matter of equality, 
namely equality with respect and recognition, 
which should provide value and be shaped 
in school education, is equally important.

Inequalities with respect and appreciation 
for the field have their origins in the symbol-
ic, in patterns of interpretation, definition and 
communication. It is also important to say that 

the people on the margins of culture are de-

fined as “other” and treated as invalid or even 
inferior. They are subject to cultural imperial-
ism, which becomes invisible. However, when 
they become apparent, they start to be the sub-

ject of negative stereotypes and neglect. An 

example would be a group of children with 
lower financial status. The school expects that 
parents will invest in their children and con-

sequently the school will receive greater sta-

tus. Children from working class families are 

less seen than children from middle or high-

er class, which is more suitable for the pro-

file of a high standard ( Lynch, Lodge, 2002).
There are two practices that play an impor-

tant role in perpetuating inequalities in terms 

of respect and recognition: ignoring and hiding 

off and the division into different classes and 

schools. School curriculum and student assess-

ment methods are biased in most educational 
systems, including Polish. In a privileged po-

sition in this case are the students of the so-

called written language skills and mathematical 

logic. But the fact is that these abilities large-

ly depend on cultural conditions. The biggest 
differences are in the development of linguistic 

abilities in different cultures and social classes 
because of cultural differences, lifestyle, work, 
or a different pace of development. In one cul-

ture, oral traditions are stronger, and in others, 

written language is more important. Students 

who have not mastered fluent language skills 
are treated as unintelligent because of their 
way of communication and understanding 

of the world. The students are required to ad-

vance their language skills but are not taught.
Differences in communication codes, ac-

cording to Bernstein, are one of the dimensions 

of the selection held at the school. Teachers 

usually identify them with the high culture 

and, in the contact with students, use devel-

oped language code (non-emotive language, 

without gesture, without context, with com-

plex grammar construction). What is more, 
teachers require the same language from 
their students. This causes an immediate dif-

ference in educational opportunities of stu-

dents from middle-class and working-class.

According to Freire, the system of domi-

nant social relations creates a culture of silence 

that instills a negative, silenced and suppressed 

self-image into the oppressed. The learner 

must develop a critical consciousness in order 

to recognize that this culture of silence is cre-

ated to oppress. Also, a culture of silence can 

cause the “dominated individuals [to] lose the 
means by which to critically respond to the 
culture that is forced on them by a dominant 
culture.” Social domination of race and class 

are interleaved into the conventional educa-

tional system, through which the “culture of 
silence” eliminates the “paths of thought that 
lead to a language of critique” (Freire, 2004).

Silencing is the most common form of lack 
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of recognition in the education system. It in-

volves pushing a group on the margin primarily 

by failing to indicate its name. An example is the 
concept of educational policy which assumes a 

heterosexual society. Therefore, sexual minori-

ties experience a lack of recognition in schools. 

This manifests itself in the form of ridicule, so-

cial trauma, living in a constant lie, in a broader 
sense based on the assumption that Polish soci-
ety is culturally uniform. Each of the signs of 

the differences is taken as margin or “exception 
that proves the rule.” (Lynch, Baker, 2005).

Another form is the lack of recognition of 

class division. The students are expected to 

possess specific skills that schools do not teach 
them. Institutions do not recognize the cultur-

al dissonance between their customs and prac-

tices, and the customs and practices of pupils 

with different class origins (as well as ethnic 

and racial) contribute to failures in learning and 
a sense of alienation (Archer, Hutching, Ross,  
2002).

Emphasizing the need of taking account 

of the diversity in education is also evident in 

determining the redefinition of the role of the 
teacher. As Witkowski noticed “In the mod-

ern world, saturated otherness, it is very im-

portant that the teacher should abandon the 
role of arbitrator to act as a mediator, showing 
his students how to take care of the quality 
of the meetings with the Other”. (Witkowski, 
1997). This means that definition of teaching 
is changing radically and teacher role as well.

The selected issues do not cover all the 

problems in schools but they may indicate 
another very important role of education – in-

clusive mission. In this aspect the value of ed-

ucation should be removing students’ “handi-
caps” caused materially or socially and as a 

result reduce the polarization of society. What 
is more, promoting in schools values such as: 

tolerance towards others, respect for equal-
ity, democracy, the attitude of respect and 

appreciation for others is not easy. A num-

ber of related issues still need to be clarified.
The value of education from the per-

spective of critical pedagogy 

Questions about the place of education in 
the modern world, its role in the society, value, 

objectives, functions are nothing but a question 
about the meaning of its existence at all. The 
question “why do we need a school?”  is being 
repeated like a mantra. It is impossible to an-

swer this question without making the follow-

ing assumptions. First, people create a social 

reality that emerges from the interviews, con-

flicts, agreements and that is more subjective in 
beliefs, rather than in terms of objective facts. 
Secondly, the human functioning in this world 

seeks to radically change, because the social re-

ality requires a fundamental reconstruction. In 
this case the role of education is to discover the 

camouflaged mechanisms of power, domina-

tion and inequality, as well as alterations in con-

sciousness and social reality and a change in so-

cial reality (Sułkowski, 2012). To cope with this 
challenge, we should discover the ineffective-

ness of the conducted European policies and un-

mask the apparent educational policy for social 

diversity that does not actually work. Exposing 

the superficiality of the organization, including 
schools, in practice, results in an attempt to crit-

icize the status quo, and then to change public 
policy. In this direction goes the proposition 

of critical pedagogues who postulate to create 

the educational theory from “the best” pieces 
of modernism, postmodernism, radical theory 

and feminism discourse. This eclectic, complex 

project built on many fundaments is named crit-
ical pedagogy (Szkudlarek, Śliwerski, 2010).

The juxtaposition of those aspects re-

sults in a certain quality of critical pedago-

gy. Below are presented some common and 

important assumptions of critical pedagogy.

In theory, education is no longer meant to 

replicate societal inequities but rather to reflect 
the ideals of democracy, we know that such is 

not always the reality. Our schools have con-

sistently failed to provide an equitable educa-

tion for all students. The complex interplay of 

student differences, institutional racism and 

  3Is a paraphrase of a quote Ian Gilbert’s book - “Why do I need a teacher when I’ve got Google?”
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discrimination, teachers’ biases that lead to low 
expectations, and unfair school policies and 

practices all play a role in keeping it this way.

Focusing on the persistence of racism 

and discrimination and low expectations is 

meant in no way to deny the difficult fami-
ly and economic situation of many poor chil-

dren and children of color, or impact on their 

school experiences and achievement. Drug 

abuse, violence, and other social problems, as 
well as poor medical care, deficient nutrition, 
and a struggle for the bare necessities for sur-
vival harm children’s lives, including their 

school experience. The fact that poor children 

and their parents do not have at their disposal 

the resources and experiences that economic 

privilege would give them is also detrimental.

But blaming poor people and people from 
dominated racial or cultural groups for their ed-

ucational problems is not a solution to societal 
inequities. Teachers can do nothing to change the 
conditions in which their students may live, but 
they can work to change their own biases as well 
as the institutional structures that act as obstacles 
to students learning. As we have seen, racism 

and other forms of discrimination play a central 

role in educational failure, as does the related 

phenomenon of low expectations (Nieto, 2000).

Therefore, school is a place where critical 

education can happen and a place of “public 
sphere” where children can acquire skills im-

portant for their own lives. In this context the 

educational process should be seen not only as 
a process of one-direction knowledge transfer 

but also as a process of encouraging to self-ed-

ucation, the natural tendency of everyone to 

learn and to self-realization and of shaping stu-

dents’ responsibility for the learning process.
The next point is the issue of differences. It 

is understood as a process of creating individ-

ual identity based on diverse, complex, some-

times inconsistent intergroup relations. Differ-

ences are in the foreground in this approach.

The authors also underline that critique 
pedagogy has to create specific language and 
open space for a free exchange of ideas. In 

this situation, school is a place where peo-

ple can discuss their ideas in dialogue and 

express their individual and social freedom. 

From this point of view, it is very im-

portant to create a new form of knowledge 

which expands beyond the traditional frames 
of knowledge. In result, the process of learn-

ing should include everyday experience, very 

specific and  individual. This is the basic effect 
of empowerment and “validation of silenced 
voices” of people who are marginalized. The 

knowledge in this approach is of great im-

portance for difference and resistance which 

in this context are the base for emancipation.  
Critical pedagogy assumes also the changes 

in school leaders role. From this perspective, a 

leader becomes “the transformative intellectual-
ist” who is very active, critique and exposes his or 
her civil courage in social and political situations.

Last but not least, another assumption of 
critical pedagogy is “the policy of voice”. 
It is particularly important for diversity is-

sues. In this context, education should con-

centrate on the connection between individu-

al identity and social and political processes.

Conclusion

Shaping the global identity has become a 
fundamental challenge for education. Modern 

school faces a difficult and complex task – de-

termining the value of education for diversity.

There is lot of evidence that political solu-

tions to the problems of diversity failed, such 
as the aforementioned examples of the govern-

ments of France and Great Britain, which them-

selves admit the failure of their immigration 

policy. The confirmation of these words is for 
example the massacre in Norway in 2011 when 

an assassin killed students on Utoya Island and 
the riots in London in 2011. Policy understood 

as political strategy proved to be an ineffective 
tool in dealing with the issue of diversity not only 

in Europe but also in the United Stated where, 
in 2014, riots broke out in Ferguson, Missouri. 

Ferguson in Missouri is not only about race, 
it is about class. It is very deeply about class. 
(…) How did that happen? It did not just happen 
by accident. And that is in fact one of the  main 
thing try to get across. Very few of conditions 
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we look at did not happen just by accident. It 
happened by designed. Segregation in US hap-
pened by designed. [BGSU_IDI_3_21.08.14]

It shows us that riot acts all over the world do 

not happen accidently. It can be the symptom of 
something more important. In my opinion, this 

is the symptom of diversity problems which 
have never been solved – such as racism prob-

lem, segregation, social inequality and other.  
We can also observe changes in our society. 

For example The U.S. Education Department 
projected that by the autumn of 2014, the per-
centage of students who are white will be low-

er than of students who have been in minority 
groups so far (Strauss, 2014). In this situation, 

when “the majority become the minority,” edu-

cation has a new role to play in order to prop-

erly shape the society. An average child from 

different families, crossing the threshold of 

culturally diverse school, brings his own bag-

gage of experience and heritage that teachers 

tend to skip in the idea of justice and equality.
The diversity problem is not a new phe-

nomenon, although it is still considered as 

such in public opinion. However, I believe 
that public discourse does not play a substan-

tial role in the reflection on this problem. In 
my opinion, young people are not sufficient-
ly aware of the changes that have occurred 

in the world. The school in this case is a spe-

cial place because it starts a process of shap-

ing a young man to live in the new society.

Over the years, multicultural education has 

promised much and delivered little (May, 1999).
Critical multiculturalism – the first step in 

developing a non-essentialist conception of 

cultural difference is to unmask and deconstruct 

the apparent neutrality of civism that is suppos-

edly a universal, neutral set of cultural values 

and practices that underpin the public sphere of 
the national state. Civism, as constructed with-

in the so called “pluralism dilemma,” is not 
neutral, and never has been. Rather, the public 
sphere of the nation-state represents and re-

flects the particular cultural and linguistic habi-
tus of the dominant (ethnic) group (May, 1999)

The second step is to situate these cultural 

differences within the wider nexus of pow-

er relations of which they form part. It is one 

thing, after all, to recognize and describe cul-
tural differences as they affect the education-

al performance of minority groups. It is quite 
another to unmask the reproductive processes 

which underlie these and which lead the school 

to prefer certain cultural values and practices 

(those of the dominant group) over others. In 

this respect, the normalization and universali-

zation of the cultural knowledge of the majori-

ty ethnic group and its juxtaposition with other 

(usually non-Western) knowledge and practices 
should be critically interrogated (Nieto, 2000).

A critical multiculturalism needs both to 
recognize and incorporate the differing cul-

tural knowledge that children bring with 
them to school, while, at the same time, ad-

dress and contest the different cultural capi-

tal attributed to them as a result of wider he-

gemonic power relations. In short, culture 

has to be understood as part of the discourse 
of power and equality (Giroux, 1997).

The third, and perhaps the key step in devel-

oping a non-essentialist critical multiculturalism 

is to maintain a reflexive critique of specific cul-
tural practices that avoids the vacuity of cultural 

relativism and allows for the criticism (both ex-

ternal and internal to the group), transformation, 

and change. The reflexive position on culture 
and ethnicity is encapsulated by the distinction 
drawn by Homi Bhabha (1994) between cultur-
al diversity and cultural difference (May, 1999).

The concepts presented above bring us clos-

er to understand what diversity in the pres-

ent world is and how school leaders should 

not only understand this phenomenon but 
also implement it in the educational process-

es in schools. School leaders should be an in-

tegral part of the reflection on what J. Delors 
(1996)  named “learning to live together”.

The purpose of this paper was to answer 

the question how we understand diversity. As 
I tried to indicate, basing on the literature 

review, the diversity notion proved to be very 
contextual and impossible to embrace in frames 
of only one definition. This kind of flexibility 
and openness changes the educational perspec-

tive and highlights the new role of education 
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and educational leaders which is the promotion 

of the joy of learning and the connection of this 

process to individual experiences. According 

to Polish researchers, understanding and ac-

cepting diversity is not enough. Using it for the 
purposes of development is more important. 

That is the huge challenge and effort for edu-

cational leadership which should be built on the 
foundations of respect and freedom of speech 

for different groups (Mazurkiewicz, 2011).

This approach, on one hand, shows a 

new function of modern school leadership, 

and from the other hand, contradicts Albert 
Camus’s words that “school prepares chil-
dren to live in a  world which does not exist.”
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Abstract

The article describes the importance of trust 
in professional relationships between the head-

master and the teachers. The article also pre-

sents a group of factors determining trust in this 

relationship. The author characterizes the atti-

tudes and behaviours of the participants of this 
relationship with respect to the organization of 

school work, cooperation, mutual communica-

tion and participation of teachers in the activities 

of the institution. Finally, it presents the results 

of the studies related to the assessment of the 

determinants of trust by a group of teachers and 
activities proposed by them to strengthen trust.

Keywords: trust, organization of work, co-

operation, participation, communication

Introduction 

It is impossible to imagine proper interper-
sonal relations without trust between the par-
ties involved in them. Most of interpersonal 

relations, regardless of the context, duration 

and parties of the interaction, are based on 
trust. Trust also appears in the context of pro-

fessional relations – an employer trusting his/

her employees, and vice versa, or co-workers 

expressing mutual trust. Developing proper 

relations or aspiring to achieve common ob-

jectives would not be possible without trust, 
hence trust is so  important for the maintenance 

of a harmonious and orderly place of work. It 

is not easy to maintain trust on a permanent 

basis, therefore it requires constant attention.
School is also a place of numerous social 

interactions involving the participation of all 

subjects of the school community. Every re-

lation between particular subjects or groups 
is special and depends on many factors, be-

haviours and attitudes of the participants. The 

objective of this article is to characterize the 
determinants of trust in the relationship be-

tween the school head teacher and other teach-

Determinants of trust in the relationship 
between headmaster and teachers



ers. Apart from a theoretical part, the article 

will also present the results of a survey carried 

out among teachers who have been asked to 
indicate the important determinants of trust.

Trust - a characteristic of the term 

Trust is a term related both to political cul-
ture and cultural capital. It is also a significant 
aspect of a civil society, the basic component 
of the social capital and civilization compe-

tences (Sztompka, 2007). It is described as 
an element of emotional interpersonal re-

lations (Bugdol, 2010) and it refers exclu-

sively to people and things, objects created 
by people. Hence, we cannot speak of trust 
in natural phenomena but we can speak of 
trust in institutions, schools, a university, as 

these are human creations (Sztompka, 2007).

Just like other abstract terms, it is difficult to 
define trust explicitly. In management scienc-

es, trust is defined as an element of the social 
capital, a foundation of social interactions, an 

organization’s resources, expectations in re-

lation to others, a conviction of a favourable 
influence of other people’s activities on an or-
ganization. Trust is also mentioned in the con-

text of integration, uniting social groups in 

networks, the organization’s objectives or the 
measures applied to achieve goals (Bugdol, 

2010). In social sciences, trust is described as 
a certain manifestation of faith in present and 

future activities (Bugdol, 2006), or an assump-

tion that people behave in a specific manner 
(Luhmann, 1979, quoted in: Sztompka 2007).

P. Sztompka (2007) writes extensively on the 

term in his works. When we compare various 
definitions of trust, some recurring statements 
can be noticed, such as conviction, expectation, 
assumption (bet), belief, anticipation of other 
people’s future activities. There are also state-

ments indicating an individual’s attitude, a char-

acteristic of interpersonal relations, an attribute 
in a social and individual area, or a cultural re-

source used by people in their activities. P. Sz-

tompka writes that “trust is a bet on the uncer-
tain future activities of other people” (p. 69-70).

Trust is not a one-off act; it is a series, 

a sequence or a process of subsequent acts 
of trust based on previous positive experi-
ences. Defining trust, it is worth paying at-
tention to the role it plays in human life:

- it helps to “actively and constructively 
face the future,” 

- it facilitates cooperation in a world full of 

various roles and social functions (it bolsters 
the necessity of people’s interrelations in the 

contemporary world), 

- it helps us to cope with the world full of 

threats and risks, 

- it makes it possible to choose from the 
numerous opportunities in each aspect of life, 

- it helps us to find our place in a complex 
and obscure world full of institutional, organi-
zational and technical systems, 

- it helps us to deal with the ever-present 

anonymous “important strangers” who decide 
about many areas of everyday life, 

- it helps us to cope with the presence of 

various strangers (foreigners, tourists, immi-

grants, etc.) (p. 45-49). 

The determinants of trust in the re-

lationship between the head teach-

er and other teachers

While characterizing trust, special attention 
should be paid to the numerous determinants of 
trust. An analysis of literature concerning edu-

cational management allows for the distinction 

of head teachers’ and other teachers’ activities, 

behaviours in mutual relations, and manners of 
establishing relations, which in order to clear-
ly present the specific character of school re-

ality, different from the corporate forms of 

organization and functioning, I propose to 

describe with respect to the following areas: 
1. organization of the school’s work,

2. communication,

3. participation,

4. cooperation

Organizing, planning, ordering 

The way in which a school is organized de-

termines the atmosphere and relations therein. 
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Sztompka describes the conditions favour-
ing the occurrence and spreading of trust. He 
mentions macro-social factors (Sztompka, 

2005; Sztompka, 2007), which are also re-

flected in the school structure. They comprise:
1. Normative of coherence and certainty -

understood as properly formulated social stand-

ards, objectives and operation methods which of-
fer a sense of order, predictability, regularity and 
security. Chaos and anomia are the opposites to it.

A school also needs clear and coherent 

principles specifying the rights and obli-
gations of teachers, head teachers and pu-

pils. Generally accepted standards offer 

a sense of security and are a point of ref-

erence in case of any violation of order.

2. Transparency of a social organiza-

tion – its openness, possibility of inspec-

tion, simplicity of comprehension. The op-

posite is the secrecy of an organization.

In school, a transparent structure subject to 
inspection is also expected.

3. Stability and durability of social order 
– durability and stability of a social organ-

ization, an institution’s structure, daily life 

environment, in which potential changes are 

gradual, regular and predictable. The oppo-

site is instability, briefness and radical change. 
A sense of durability and stability is also 

necessary in educational institutions. The pro-

cesses taking place in school refer not only to 

teachers or head teachers but also to the pu-

pils. There is no space for sudden and ill-con-

sidered changes in a well-managed school, 

and all decisions are made taking into con-

sideration the pupils and the other subjects.
4. The authorities’ responsibility – when 

the authorities take into consideration the 

interests of the subordinates and morality, 
when they have clearly defined competen-

cies, and are subject to inspection. The oppo-

site is arbitrariness and lack of responsibility. 
In school, the head teachers are the au-

thorities. An ideal situation would be coop-

eration between the head teachers and oth-

er teachers, sharing power and, hence, also 

responsibility for decisions, or the teach-

ers’ participation in the school’s activities. 

5. Enforcing rights and imposing obliga-

tions – a reference to regulations concerning 

the principles of social interactions. The op-

posite is helplessness in the face of offences. 

6. Imposing obligations and meet-
ing them – as a community’s awareness of 

the penalties for the violation of the effec-

tive rules (the opposite is permissiveness). 

Authentic cooperation and clearly defined 
principles of social interactions are desirable in 
school reality. Both the teachers and the head 

teachers know their tasks and obligations as well 
as the consequences of their negligence thereof. 

7. Ensuring respect, integrity and au-

tonomy – subjective treatment of commu-

nity members. The opposite is objectifica-

tion of people and infringement of dignity. 

In school, subjective treatment refers not only 
to the pupil - teacher relation. Teachers carrying 

out their tasks cannot be objectified either. Mu-

tual trust and respect have to be an inseparable 
element of the head teacher - teachers relation.

The following conditions al-

low for trust enhancement as well: 

- a clearly and explicitly defined situation – 
comprehension of interaction frames,

- transparency and closeness of group/com-

munity members – “high density of relations 
filled with strong emotions, with a high level of 
long lasting interrelations,”

- “a sanctified nature of the place in which a 
relation occurs,”

- sanctions for trust abuse – preferably on 
an automatic basis, without any third parties’ 
participation (this triggers the mechanism of 

“self-enforcement of credibility”), 
- a probability of fulfilling one’s own ex-

pectations and needs (Sztompka, 2007, p. 210-

217). 

The remaining factors of trust contributing 
to efficient organizational management com-

prise consistency in undertaking activities, care 

for justice in the work environment, a prop-

erly defined organizational structure, direct 
relations between the superiors and subordi-
nates, clear and known regulations (standards, 

principles, rules of conduct), kindness and 

loyalty, compliance with standards (Bugdol, 
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2006), as well as good atmosphere at work, 
eliminating the causes of fear (Husein, 2013), 
a sense of safety, harmony of interests and the 

competencies of the parties (Jończyk, 2010).
Another trust-enhancing condition is also 

similarity to others (homophily). Using the 
same language in a foreign community, shar-

ing similar views (political or religious), sup-

porting the same sports teams or music groups, 

and manifesting a strong similarity of pro-

claimed values or evaluation criteria leads to 

the deepening of our mutual credibility, and 
thus we start trusting one another (Sztomp-

ka, 2007). Homophily in a school community 
seems to be quite natural. Teachers employed 
in a school accept its educational mission, 

principles, standards and values. They are also 

oriented towards the same objectives, i.e. train-

ing and educating, transferring accepted mod-

els of behaviour and conduct. In such a group, 
trust should be something completely natural.

Talking, informing, communicating

In a description of interpersonal relations, 

communication-related issues cannot be omit-
ted as both of the processes are interpersonal. 
Interpersonal communication has a relational 

character, which means reciprocity of giving 

and openness to the other party’s messages. 

Communication is defined as “a process of mu-

tual influence,” as it is our needs, expectations, 
goals and attitudes as well as the other per-

son’s reactions that influence it (Stewart, 2000). 
Proper communication is also one of the de-

terminants of trust. An ability to listen, a proper 
transfer of information, intelligible communi-
cation and feedback influence trust (Bugdol, 
2006). Communication between the head teach-

er and other teachers is the basis of daily meet-
ings, and therefore paying attention to its qual-
ity is one of the priorities in trust development. 

When expecting effective communication, it 
is worth focusing on the messages – “I-state-

ments” (expressing ourselves) should replace 

the common “you-statements” (Amodeo, Went-
worth, 2000). “You-statements” are blunt, they 
provoke defensive reactions, and they lead to a 

deterioration of the quality of communication 
and the increase of distrust. “I-statements” are 
reflective, they reveal us and allow us to avoid 
interpersonal tension and conflicts. “I-state-

ments” are honest and reveal our feelings, 

thus, they enhance trust. Trust development 

with the use of “I-statements” is the most ef-
fective when it is mutual. For communication 

to be most effective, one side of the process 
should be opened and the other side should be 
prompted to a similar reaction – the reciprocity 

of “I-statements” (Amodeo, Wentworth, 2000). 
Trust in communication processes is also 

enhanced by knowledge sharing. Trust emerg-

es during exchange processes – and it does not 

imply only making gifts to one another, but 
also sharing knowledge, information, ideas, 

etc. (Husein, 2013; Bugdol, 2010). The manner 
of transferring information is also significant – 
undoubtedly, unclear and obscure messages are 
frequently perceived as a disrespectful attitude 
towards the addressee (Czerepaniak-Walczak, 
1997). Knowledge sharing in school is impor-
tant not only because of the quality of the rela-

tions between the teachers and the head teach-

er, but also because of the pupils who are the 
main subjects of the processes occurring there. 
A proper transfer of information, clear messag-

es are the basis of an effectively functioning 
institution which has to take care of its pupils. 

Trust development is also possible due to 
transferring feedback information concern-

ing the teachers’ activities or work. A teach-

er may get feedback information from a pu-

pil, another teacher or the head teacher. Such 

information allows them not only to get to 

know themselves and their work better, but 
also to eliminate certain deficiencies or fail-
ures. It fosters the resolution of conflicts 
and misunderstandings and helps to devel-

op mutual relations (Tołwińska-Królikows-

ka, 2010), and consequently, to develop trust.
Feedback information transferred by a head 

teacher should be constructive (descriptive, not 
evaluating), and all comments should refer to 

these behaviours that can be corrected. The 
form of an opinion given by the person provid-

ing such information (the head teacher) is also 
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important. Any instructions should be given 
right after a difficult situation occurs, but nev-

er in the presence of other people. It is worth 

considering whether the information is useful, 

as only such information is promptly accept-

ed and applied in further activities (Brownell, 

2000). A skilful interpretation of messages 

fostering the development of a positive atmos-

phere is of some importance as well (Czerepa-

niak-Walczak, 1997). Discussions of important 
issues or resolution of problems should take 
place in a clearly defined time (which allows 
the teachers to prepare for it). Determining a 

particular time for contacts not only enhances 

trust, but also allows for the development of a 
safe environment, better understanding or cer-
tain intimacy (a chance for the other party to 

open up) (Amodeo, Wentworth, 2000). There-

fore, it is important for the head teacher to have 

some time for his/her co-workers. Determining 

duty or consultation hours or some time for dis-

cussions is a sign of openness and trust, and it 

gives the teachers a sense of safety. It also ena-

bles them to solve problems face to face, with-

out third parties’ participation, and it proves the 

head teacher’s respect for the other teachers and 

helps to develop trust. S. R. Covey pointed out 

a significant relation between trust, cooperation 
and communication. When trust is low, commu-

nication has a defensive character. People use a 

formal language and secure a possible retreat. 
Communication at this level is not effective, 

and therefore one of the parties or both of them 
always are on a losing side. Communication at 

a medium level refers to grown-up people who 

respect each other. It allows them to under-

stand each other intellectually, it is honest and 

authentic, yet there is no space for empathy or 

openness to new possibilities. Communication 
involving respect implies compromise-based 
solutions, when each party has to give up a part 

of their claims, requirements or assumptions 
(Covey, 2007). According to S. R. Covey, the 

highest level of communication characterized 

by the highest level of trust is synergy. Syner-
gy gives the parties of a communication pro-

cess authentic joy and satisfaction, also because 
both parties are winners. Moreover, synergy 

allows both parties to achieve more than they 
have expected. Synergy is a form of coopera-

tion the result of which is better than the sum 
of individual activities (Covey, 2007). Many 

authors stress the importance of reciprocity and 

cooperation in communication (Stewart, 2000 

; Covey, 2000). Undoubtedly, paying attention 
to these elements is crucial with respect to trust 

development in interpersonal relations. It is 

worth devoting time and efforts in order to de-

velop relations in a group, to establish contacts 
and to enhance communication. The work of 

a teachers’ team will be more effective, it will 
allow them to accomplish their objectives and 
it will certainly facilitate the teaching process.

Co-participation, participation, em-

powerment

An important element in school management 

is the teachers’ participation, or their involve-

ment in the decision-making process, which 

allows for a faster information flow or the use 
of the employees’ skills (Madalińska-Micha-

lak, 2013). Participation or empowerment is the 

method of human resources management which 

comprises psychological aspects and structur-

al empowerment, autonomy as well as the is-

sues concerning the elimination of fear in de-

cision-making processes. Empowerment is also 

understood as an ability to work independently, 
to grant decision-making freedom with respect 

to organizational matters, and the superiors’ at-

titude aiming at revealing the employees’ po-

tential. It involves such activities as delegation 

of power and the use of the employees’ knowl-

edge (Bugdol, 2006). The employees’ partic-

ipation in leadership not only allows them to 

develop their potential and skills, but also to 
maintain proper friendly interpersonal relations 

based on cooperation (Dorczak, 2013). Fur-
thermore, sharing power or empowering oth-

er people is a proof of trust in the co-workers.

Empowerment is also an ability to use the 
knowledge, experience and potential of oth-

er co-workers who together with the lead-

er (head teacher) take responsibility for the 
school. It also involves proper motivating of 
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employees (teachers) who want to create and 

develop the institution they are a part of (Ma-

zurkiewicz, 2011). “The level of leadership 
potential is higher in those organizations in 

which more employees take responsibility 
for actions, make decisions, play the roles of 

leaders supporting other employees, in which 

there is no fighting for power but efficient par-
ticipation in exercising power” (Mazurkiewicz, 

2012, p. 391). Sharing responsibility with oth-

er co-workers is actually empowerment. It al-

lows for the development of trust in employees 

and the development of a cooperating team in 

which everyone is responsible for something. 
Such community action allows for the de-

velopment of trust and achievement of common 

objectives by the means of dialogue. Involv-

ing employees in decision-making process-

es, improving the information flow between 
the head teacher and the other teachers not 

only means making use of their potential but 
it is also a factor increasing satisfaction with 

work (Tołwińska, 2011; Madalińska-Micha-

lak, 2013). Furthermore, sharing responsibility 
and empowerment facilitates the resolution of 

complicated problems – a team is more willing 
to share experiences and make use of them in 

their activities. Participation allows employees 

to actively take part in planning, encourages 

them to make proposals of changes and resolve 

problems at grass-root level (Tołwińska, 2011). 
In school, empowerment may be connected 

with the head teacher’s delegating certain tasks 

and decisions to other subjects (teachers). The 
person who controls and takes responsibility 
for the delegated tasks is still the head teach-

er, but sharing some tasks with other teachers 
he/she allows them to actively participate in 

the institution’s activities and enhances their 

sense of responsibility for its functioning. 
Moreover, empowerment does not have to be 
connected with long-term tasks. Teachers may 

be asked for assistance in performing particu-

lar tasks due to their knowledge and skills 

(e.g. a teacher with paramedic qualifications 
may conduct a first aid training course for 
his/her peers). It is the head teacher’s task to 

make rational use of the employees’ potential. 

Making use of the teachers’ potential is 

a chance for the development of both these 
teachers and the school in which they teach. 

They may become co-authors of the vi-
sion of the school and initiators of impor-

tant changes and decisions. The teachers’ 

participation stimulates their motivation and 

increases their autonomy, thus enhancing 

mutual trust and responsibility for the commu-

nity (Tołwińska, 2011; Mazurkiewicz, 2012).

Cooperation, joint action, team 

work

The diversity of roles and social func-

tions makes cooperation a necessity but it 
is also a challenge and uncertainty. The ne-

cessity of cooperation requires mutual trust 
which the participants have to be able to de-

velop and maintain (Sztompka, 2007). A be-

lief in mutual trust has a decisive meaning for 

the readiness to cooperate. Developing rela-

tions based on trust offers a chance to achieve 
common objectives (Jończyk, 2010). Trust 
is the starting point of cooperation and the 

foundation of human society (Precey, 2012).

It influences the team’s work and coopera-

tion. It also fosters learning (often reciprocal), 

enhances creativity of people who work as a team 

and not as individuals, and fosters information, 

knowledge and experience sharing, thus, it sup-

ports innovations. Trust influences the growth 
of the social capital which becomes more valu-

able, is used more effectively and increases the 
sense of belonging to a group (Bugdol, 2010).

The effectiveness of educational activities 

depends on the teachers’ and head teachers’ 

knowledge and experiences developed through 

cooperation and joint action. This requires mu-

tual respect and trust (Precey, 2012). The fac-

tors enhancing trust and based on cooperation 
include the following: taking the employees’ 

opinions into account, using and implementing 

their ideas, replacing mechanisms of control 

with trust (Husein, 2013) as well as coopera-

tion, involvement, use of integrating activities, 

strengthening of interpersonal relations (Bug-

dol, 2006). Sincere and persistent involvement 
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in an institution’s activities triggers creativity 

and synergy. Members of a team not only coop-

erate but they also become interdependent, as 
they make up a team which allows them to de-

velop individually and as a group (Covey, 2000).

Team cooperation and open communication 

should be the basis for management in educa-

tion (Mazurkiewicz, 2012). “Effective lead-

ership in the case of diversified intra-school 
groups requires inter-group trust. It means trust 
between the head teacher and the other teach-

ers (...). Trust is a condition for cooperation. 

Breaking this type of bonds in any part of the 
chain of inter-group relations (in particular, at 

the junction of the groups) causes the growth 

of uncertainty and risk. The loss of trust by the 
majority of members of one of the distinguished 
intra-school groups changes the perception of 

the school by outer groups – both those that 
are close to it and those that are far” (Kwiat-

kowski, 2010, p. 17). It is authentic cooperation 

then that influences the institution’s success, 
the atmosphere in it and its perception outside.

The manner of control is another important 

element of cooperation in school. In a group 

in which relations are based on trust, control 
has to be based on trust as well. In school, the 
head teacher’s control of other teachers may 

have various forms – it may be self-evaluation 
or mutual colleague evaluation (inspection) 

(Tołwińska-Królikowska, 2010). Control may 
have positive consequences and influence the 
improvement of trust. Mutual control allows 

both parties to find new solutions, establish 
standards and rules of conduct, react to inaccu-

racy, introduce corrective and preventive meas-

ures (Bugdol, 2006). Information exchange, 
improvement of an institution’s functioning and 

proposals of changes are elements of cooper-

ation which should be based on mutual trust.

A proposal of a survey concerning 

trust determinants

With reference to the above-mentioned 
trust determinants in the relation between 
the head teacher and other teachers, a ques-

tionnaire survey was carried out in order to 

specify the trust determinants in this relation. 

48 people participated in the survey: 41 

women and 7 men. There were 16 trainee teach-

ers, 16 contract teachers, 8 nominated teachers 
and 8 certified teachers among the respondents. 

The survey questionnaire comprised semi-
open-ended and open-ended questions referring 
to the trust determinants. These determinants 

were selected following an analysis of literature 

on the subject concerning organizational values 
and management in education. The respond-

ents’ task was to choose the factors that, in their 

opinion, foster trust development and those 

that lower the level of trust in the relation be-

tween the head teacher and other teachers. They 

could also indicate other factors and activities 

which contribute to trust enhancement or help 
to eliminate the factors lowering the trust level.

Trust determinants according to se-

lected areas

Following an analysis of the literature on the 

subject certain areas in a school’s or education-

al institution’s activity were distinguished and 

some actions, attitudes or behaviours were as-

signed to them (Table no. 1). The determinants 
mentioned in the survey do not exhaust the trust 

determinants in the relation between the superi-
or and the employees. The selection made here 

refers to the behaviours and attitudes appearing 
in the literature on the subject most frequently.

Factors lowering trust

The respondents’ task was to choose 5 of the 

factors lowering trust which, in their opinion, 

are the greatest obstacles in trust development 
and assign to them the values from 1 (does not 

foster trust development) to 5 (definitely does 
not foster trust development). The respondents’ 

answers helped determine a hierarchy of fac-

tors lowering trust as presented in Table no. 2. 
The respondents considered developing re-

lations and atmosphere at work based on fear, 
ridiculing others in public and the head teach-

er’s disrespectful attitude towards other em-

ployees as being the most unfavourable factors 
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for trust development. The factors lowering 

trust in the area of communication and coop-

eration were the most frequently selected fac-

tors with the largest number of points. It can 
be concluded that the manner of communica-

tion between the subjects and the principles of 
cooperation have a considerable influence on 
trust in this relation. Certain divergences can be 
observed in the evaluation of particular factors 
with reference to the variables. Women indi-
cated the factors in the area of communication 

and cooperation, while men those in the area of 

communication and work organization. Differ-

ences can also be observed with regard to the 
respondents’ professional advancement level. 

Teacher at the beginning of their professional 
career (trainee teachers and contract teachers) 

expect other types of behaviour and attitudes 

than teachers with considerable experience in 
didactic work (nominated and certified teach-

ers). Whereas factors in the area of commu-

nication and cooperation were unanimously 

indicated as factors lowering trust, only more 

experienced teachers noticed some problems in 
the area of participation and co-participation.

Factors enhancing trust

The respondents’ task was also to evaluate 

the factors fostering trust development. They 

were to choose 5 determinants and assign to 

them the values from 1 (fosters trust devel-

opment) to 5 (definitely fosters trust develop-

ment). The answers are presented in Table no. 3.
The respondents indicated joint prob-

lem-solving, negotiating and replacing control 

Table 1. Selected trust determinants in particular areas of activity

Source: Own research

Factors lowering trust Factors enhancing trust

ORGANIZATION OF THE SCHOOL’S WORK
- developing relations and atmosphere at work based on  
   fear
- no possibility of direct contact/ dialogue with the su 
   perior

- possibility of direct contact/ dialogue with the  
   superior 
- integrating training courses, trips
- eliminating the causes of fear and anxiety

COMMUNICATION
- no culture of knowledge sharing
- ridiculing others in public 
- public reprimands and admonitions 
- no possibility of discussions or dialogue 
- no possibility of presenting one’s opinion in public

- culture of knowledge sharing 
- developing internal communication 
- possibility of presenting one’s opinion
- individual penalizing, reprimanding (not in  
   public)

PARTICIPATION
- limiting empowerment, necessity of coordinating all  
   activities 
- imposing tasks and objectives 
- imposing readymade solutions 
- ignoring employees’ (teachers’) ideas

- negotiating, taking employees’ (teachers’) ideas  
   into account
- joint setting of tasks and objectives 
- delegating tasks, sharing power, responsibility  
   and tasks
- possibility of participating in discussions

COOPERATION
- the head teacher’s disrespectful attitude towards other  
  employees 
- no cooperation 
- blocking innovations, no support for new solutions 
- excessive control

- a partner relation 
- replacing control with trust
- joint problem resolving, negotiating
- supporting innovations and new solutions
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Table 2. Evaluation of the factors lowering trust

with trust as the factors fostering trust devel-

opment most of all. Determinants from the 

area of cooperation and participation scored 

the largest number of points. For the surveyed 
group, joint activities and the employees’ par-

ticipation in the institution’s life are those fac-

tors which allow for the development of trust.

An analysis of the factors enhancing trust 

shows that women consider cooperation to be 
more important, while men choose participa-

tion-related activities much more frequently. 
Trainee teachers stress the importance of coop-

eration, contract teachers – activities in the area 

of communication, while nominated and certi-

fied teachers – the manner of work organization 
and participation (the employees’ participation 

in the decision-making process, empowerment, 

their participation in setting tasks and objectives 
are the main trust determinants in the relation 

between the head teacher and other teachers). 

Elimination of distrust and trust 

enhancement - the respondents’ pro-

posals

Apart from providing an evaluation of the 

trust determinants presented in literature, the 

respondents were also asked to present some 

Source: Own research

factors lowering trust total sum of 
evaluations

number of 
indications

developing relations and atmosphere at work based on fear 114 30

ridiculing others in public 92 25

the head teacher’s disrespectful attitude towards other employees 85 39

no possibility of discussions or dialogue 66 24

excessive control 58 22

public reprimands and admonitions 51 14

ignoring employees’ (teachers’) ideas 44 15

limiting empowerment, necessity of coordinating all activities 43 12

no cooperation 42 15

no possibility of presenting one’s opinion in public 26 9

imposing readymade solutions 26 8

no possibility of direct contact/ dialogue with the superior 19 9

imposing tasks and objectives 14 6

others, which?4 14 3

blocking innovations, no support for new solutions 13 5

no culture of knowledge sharing 13 4

  4The respondents indicated some other factors lowering trust, such as: “no contacts with the employees”, 
dishonesty (“denying words which were spoken face to face”), “excessive subordination to the pupils’ par-
ents”, “minimal knowledge of the educational law and wrong interpretation of the legal regulations”.
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proposals of corrective measures and meth-

ods of enhancement of these determinants. 

Their answers were categorized and divided 

according to the previously described areas.
The activities enhancing trust and eliminat-

ing distrust referred above all to work organiza-

tion (84), activity in the area of communication 

(74) and cooperation (61). Only 14 answers re-

ferred to participation-related activities of the 

teachers. It is worth observing that the correc-

tive measures, apart from some temporary solu-

tions, comprised also some radical solutions 

aiming at the replacement of a head teacher. 

It is also very interesting that apart from co-

operation (indicated in the direct proposals), 

which by definition implies the head teacher’s 

and the other teachers’ cooperation, the respond-

ents indicated mainly activities which should 

be undertaken by the head teacher. Only a few 
proposals referred to activities undertaken by 
teachers or to reciprocal activities – 12 proposals 

concerning reciprocity and 18 direct indications 

of cooperation out of the total of 233 propos-

als (which is just 13% of the proposed activi-

ties fostering trust development in the relation 

between the head teacher and other teachers!).

Conclusions and recommendations

An analysis of the survey materi-

al allows for the following conclusions:

- A variable determining the perception of 

Table 3. Evaluation of the factors enhancing trust

factors lowering trust total sum of 
evaluations

number of 
indications

joint problem resolving, negotiating 86 29

replacing control with trust 71 22

negotiating, taking employees’ (teachers’) ideas into account 66 19

possibility of presenting one’s opinion 64 23

a partner relation 64 23

joint setting of tasks and objectives 63 25

possibility of direct contact/ dialogue with the superior 60 20

eliminating the causes of fear and anxiety 45 16

developing internal communication 40 12

individual penalizing, reprimanding (not in public) 38 13

delegating tasks, sharing power, responsibility and tasks 35 11

supporting innovations and new solutions 31 9

possibility of participating in discussions 23 7

culture of knowledge sharing 19 6

integrating training courses, trips 15 5

others, which? 0 0

Source: Own research
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trust is the respondents’ seniority. Teachers 

with a higher advancement level (nominated 

and certified teachers) value the factors in the 
participation area higher. Trainee teachers and 

contract teachers value the factors in the area of 

cooperation and communication most of all. It 

can be concluded that at the beginning of one’s 
professional career trust development based on 
cooperation and proper communication is the 

most desirable. Over the course of time, teach-

ers expect some proof of trust in the form of 

their participation in decision-making process-

es, an increase of their scope of responsibility 
or participation in the organization of the insti-

tution’s work. 

- The respondents observe and stress the im-

portance of activities in all the above mentioned 
areas (work organization, cooperation, commu-

nication and participation) to various degrees. 

- The surveyed group of teachers willing-

ly indicated activities eliminating distrust and 

those enhancing trust. Their proposals refer to 

the areas of activity in educational institutions. 

The indication of activities to be undertaken by 
the head teachers is alarming, though – activ-

ities to be undertaken by teachers or joint ac-

tivities were indicated only sporadically. It is 

astonishing because the respondents expect co-

operation and participation in the institution’s 

life, and yet they are conservative in their pro-

posals of relevant activities. 

The following activities can be proposed in 
order to develop and enhance trust in the rela-

tion between the head teacher and other teach-

ers:

- The head teacher should provide teachers 

with evident proofs of trust. The head teach-

er should find some time for his/her co-work-

ers on a daily basis. An individual approach, a 
possibility to talk face to face, and support are 
desirable behaviours with respect to trust devel-
opment. 

- In school, more attention should be paid to 
the manner of communication and information 

exchange. Contacts between the head teacher 
and the other teachers should most frequently 
have a direct form. Having a discussion con-

cerning problems, changes or current affairs is 

definitely more effective than providing infor-
mation in the form of oral or written messages 

eliminating any possibility of interaction. 
- The employees’ activities should be based 

on authentic cooperation. Effective and efficient 
methods of team work should be developed. 

- Teachers should participate in the school’s 

activities. Empowerment or assigning tasks in 

process or group management not only enhanc-

es trust but also is a source of satisfaction and 
responsibility. 

- The problem of trust in the relation between 
the head teacher and other teachers should be 
further explored, and the results should be ver-
ified in a larger group of respondents. Further-
more, the problem of trust in schools should 
not only be analysed with regard to the subjects 
organizing and implementing the teaching pro-

cess. The factors enhancing and lowering trust 

should also be diagnosed with regard to the re-

lations between the remaining subjects consti-
tuting the institution.
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Abstract

This study stemmed from concerns about 
school leaders’ responses to the current global 
environmental situation.   The issue was tack-

led by asking what priority they gave to envi-
ronmental issues in their schools by examining 
their perceptions about a range of educational 
values and priorities, based upon five educa-

tional codes. A questionnaire was therefore 
designed which asked principals and head-

teachers to place their ratings in three differ-

ent categories: (a) how they perceived govern-

ments’ priority in these areas; (b) how highly 
they prioritised them in practice, and (c) how 

highly they themselves valued these.   The re-

sults from England, Poland and Finland suggest 

that principals in these countries do value envi-

ronmental issues, but that there is considerable 
variation in the level of approval of different 

environmental concerns.   The results also sug-

gest that they believe that their governments 
hold similar values, though in all cases these 

principals held these beliefs more strongly than 
their governments.   However, and more broad-

ly, none of the ideological codes was rejected, 

though there were interesting differences in the 

support for different statements within each 

code.   The overall picture that emerged was one 

of pragmatic individuals whose core belief was 
one of passing on the ‘reins of responsibility’ to 
the next generation.   Finally, the results raise 

the question, despite a general approval of envi-
ronmental values, of whether judgements were 

sufficiently informed to facilitate the transfer of 
such responsibility at a level commensurate with 
environmental problems currently developing.

Keywords: educational values, educational 

codes, environmental issues, 

Introduction 

This paper stemmed from a concern that 

humanity is currently facing an environmental 

situation not encountered as seriously in its en-

tire history.   This may seem alarmist, but it is 
difficult to miss the increasingly worried tone 
from research and official bodies over issues of 
environmental sustainability.  Both Meadows 
et al.   (2004, xiv) and the WWF (2008) have 
reviewed the evidence and concluded that ‘...

Passing on the reins of responsibility? 
An international comparison of school 
leaders’ values.    

Mike Bottery, Nigel Wright. 
University of Hull, England
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humanity is already in unsustainable territo-

ry...’.   At the same time, respected commen-

tators like Cox, (2001), Flannery (2004), and 

(Lynas) 2008) have suggested that humanity 

is close to a number of global environmental 
‘tipping points’, such as the collapse of the Am-

azonian rainforest, the discharging of methane 

hydrates from the seas, the release of methane 

from the Arctic tundra, and the disintegration 

of the Greenland and West Antarctic ice-sheets 
- any or all of which could lead to irreversible 
climatic change.   It seems increasingly clear 

that governments and experts worldwide now 

accept that temperatures will rise, and possibly 
or probably to dangerous levels, resulting in 
floods, droughts, forest fires, and water shortag-

es.  The authoritative Stern Report (2006, p.v) 
and the massively influential IPCC (2007, p.16) 
both produce charts indicating how the world is 
likely to change as global temperatures rise at 
1˚ C at a time.   Stern argues that to avoid a 2 ˚C 
warming - which he admits (p.vi)would threaten 

up to 40% of all current species with extinction 

-  the concentration of greenhouse gases need to 

be stabilised at no more than 450ppm (parts per 
million), yet advocates stabilisation at 550ppm 
– as if the more desirable level is no longer pos-

sible.    Other highly regarded scientists like 
Rees (2005) and Lovelock (2006, 2009) be-

lieve that we have already reached disaster lev-

els, and that the situation may be irrecoverable.   
One might have thought that this kind of in-

formation would have been the cause of con-

certed attempts at changes in the values, cur-

ricula and practice of schools and universities , 

and that an Education for Sustainable Develop-

ment (ESD) would therefore have been the top 
of every educational agenda.   Yet change has 

been slow, and the reaction has largely been an-

odyne.  Shallcross and Robinson (2007, p.143) 
in their overview of the situation, conclude 

that ‘official curricula rarely mandate sustain-
ability, and teacher certification guidelines 
rarely mention sustainability.’ They continue:

‘There is also a lack of policy to support 
ESD, a lack of awareness of the importance 
of ESD; a lack of support from ministries of 

education, and a lack of communication of ef-
forts between ministries of environment, edu-
cation, health, agriculture and others.’(ibid)

In similar vein the UK National College 
for School Leadership (2007, p.43) pointed 

out that there is a serious mismatch ‘...   be-
tween what schools are saying about the im-
portance of sustainability and what they are 
doing.’ This supports the conclusions of the 

English official inspection body, Ofsted (p.5), 
that ESD was regarded by most schools in 
that country as a ‘peripheral issue.’ In New 

Zealand, Chapman et al.(2009, p.135) have 
reported that ‘the bulk of the initiatives are at 
primary school level and sadly do not go past 
the perennial projects of tree planting, lit-
ter schemes, worm farming and composting.’ 

These reports suggest that there may be se-

rious differences between what is happening 
globally, and what schools are doing to prepare 
their students to face these issues in the coming 

years.  This research looks at the views of school 

principals on this topic, in the belief that for such 
a concern to be actualised within the schools, 
it needs to be champi-oned by its leaders.

Research Rationale

1. Selecting an appropriate approach.

Whilst the initial research question was 
‘What value do school leaders place upon en-

vironmental issues?’, it was thought  unlikely 
that too many principals would say that they did 

not think this area was important.   A more im-

portant question then might well be ‘What pri-
ority do school leaders give to environmental 

issues in their schools?’ This question acknowl-
edges that there are many different constituen-

cies demanding different things of principals, 

where the job is as much about triage, priori-
tisation, and dealing with ambiguous and con-

flicting demands, whilst keeping a personal 
value perspective alive.   It might be the case, 
for instance, that whilst principals value this 

area highly, they may not , for a variety of rea-

sons, be able to give it the priority and impor-
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tance which research now suggests it deserves.   

That being the case, a questionnaire was de-

signed which examined the perceptions of school 

leaders in a number of countries about a range of 
educational values and priorities.   These were 

based upon five different educational codes, 
four of which were suggested by Bottery(1990), 
and which are briefly described below:

a. Cultural Transmission Code (CT): 
this values knowledge which is perceived as 

part of a country’s cultural heritage.   It tends to 

see the student as essentially a passive imbiber, 
one of many to be graded in their understanding 
and internalization of such knowledge.   Teach-

ers are therefore seen as guardians and trans-

mitters of appropriate values, and principals 

will similarly be transmitters, hierarchical su-

pervisors of those below them.   The core issues 
then are seen as the value of the past, selection 

by elites, and objectivist transmission.   
b. The Student-Centred Code (CC): 

this sees the curriculum as being based on 
each student’s individual experiences and in-

terests, each being active constructors of their 
own reality.   It sees education as the antithe-

sis of transmission,  an open-minded activity 

in which the processes of exploration and dis-

covery are vastly more important than the end 

product.   The teacher then must be a facilita-

tor and constructor of beneficial situations for 
the student, but in no way a transmitter, for he 
or she must always be ready for movement by 
the student from one area of interest to another.   

The Principal in similar ways is a facilitator for 

such student interests.   The core issues then are 

seen as the student being the focus, schooling 
being highly democratic, and learning being 
highly individual.   

c. The Social Reconstruction Code (SR): 
this sees schools as essentially concerned with 

pressing social issues which need to be re-

solved, and therefore the curriculum takes the 

form of topic- or problem-based issues.   In this 
situation, students are active and critical, and 

gain their educational identity through interac-

tion with others in social groups in which each 

is seen as a necessary contributor.   The teacher 
in such a situation is a facilitator, constructor, 

and selector of relevant problems, issues and 
materials, but also a guardian of what is to be 
retained from the past.   The Principal similar-

ly provides a context which is a mixture of de-

mocracy and guidance.   The core issues then 

are seen as being social and cultural critique, a 
focus on renewal and the future, and a critical 

active citizenry.

d. The Gross National Product Code  
          (GNP): 
this values an education which is conducive to 

the furtherance of national economic growth.   

It sees the student as being trained to fit into 
this economic endeavour.   Initiative and ac-

tivity are encouraged when these dovetail with 

ultimate occupational destinations.   The teach-

er is therefore a trainer, constructor, and trans-

mitter, a member of a hierarchy which begins 
at government levels and proceeds through the 

Principal to the teacher and on to the student, 

and which is underpinned by relevance to the 
prevailing economic demands.   The core issues 

then are seen as Education for a competitive 

economy, the teaching of economically rele-

vant skills, and an education for employability.   
e. In addition, an Environmental Sustain 

         ability Code (ENV) 
was developed.  This valued an education which 

recognised that the individual, social and eco-

nomic activities of human beings are practised 
within an environment with limited resources, 

and with a limited ability to absorb the effects 
of such activities, and that there is a  need to 

ensure that this environment is not depleted and 

damaged.   The student in this code needs to 

be critical, engaged, and future-thinking, whilst 
the teacher needs to be both selector of relevant 
issues, but also the facilitator of diverse view-

points, whilst the Principal needs to perform 

a role of guidance and facilitation.   The core 

issues then are seen as environmental sustain-

ability, ecological fragility, and long-term hu-

man impact.   

One further point needs to be made, as it 
helps to further explicate the questionnaire 
construction.  It was believed that all of these 
codes would only be fully operationalised when 
they addressed the knowledge, skills and atti-



Table 1. Questionnaire

Source: Own elaboration

This is emphasised by 
my government in its 
advice, guidance, and 
legislation

This is emphasised in my 
practice at the present 
time

This would be empha-
sised in my practice if 
it were just my deci-
sion

1. Students in my school 
need to learn about what 
constitutes a ‘good society’.
2. Schools should teach 
pupils how to distinguish 
objective fact from subjec-
tive opinion.  

Instruction:
Now please write a score (10-1) in each of the three cells for each of these statements, on a scale from: 
                                          10 = agree strongly through to 1 = disagree strongly 

tudes that  students would need.   This being 
the case, the questionnaire was constructed on 
the basis of the five codes, with three core is-

sues each, and each of these having attached to 

them three statements representing the knowl-

edge, skills and attitudes required for each is-

sue.   This gave 5 codes x 3 core issues x 3 

statements of skills, knowledge, and attitudes = 

45 statements in all.   Five verification, or ‘liar’ 
statements were also added in order to identify 

if any participants were simply mechanically 

choosing statements rather than reflecting be-

fore answering purposefully.   This then formed 

the basis of the statements in the questionnaire. 

2. Separating out personal values.   

By asking the respondents to read each of 

the statements and to provide a score for each 

statement using a scale 10 (strongly agree) to 

1 (strongly disagree), these questions were de-

signed to separate out views on  different ed-

ucational codes, purposes, and values.   How-

ever, answers to such statements might be the 
product of at least three different influences:

a. The extent to which their government  

            promoted this particular area;
b. The extent to which a variety of forces  

       - including government influence and per 
         sonal values – might combine to produce  
         a ‘composite score’.   

c. The extent to which these were the re 

          spondents own personally held values.

So we asked the principals to 

rate each statement on  the extent to 

which they perceived each item to be:
a. promoted by their government
b. emphasised in their own practice
c. reflected in their own values.
In the questionnaire, this looked like this 

(Table 1).
16 countries participated in this research.   

The initial draft of the questionnaire was  sent 
out to the team leaders in all these countries, and  

piloted there, and a variety of feedback was re-

ceived, which led to adjustments of wording in 

a number of questions, and to a refining of the 
scoring system.  Headteachers told us that they 
needed an opportunity for a more fine-grained 
response system than the original 5 point scale, 

and they were thus asked in the final version 
to rate items on a ten point scale.  This paper 
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Table 2. Responses received

Country Respondents
England 79
Finland 63
Poland 156
Total responses 298

Source: Own work

Table 3. Overview of item comparison results

Source: Own work

Country Number of significantly different pairs of items 
(total number of pairs 135) p< 0.05

England 118
Finland 85
Poland 131
Total responses 298

will describe, analyse and contrast the respons-

es for England, Poland and Finland, which are 

seen as different in a variety of ways. England 

is seen as largely being representative of a 
neo-liberal political and economic perspective 
over the last 30 years, Poland as being a coun-

try reasserting its independence and identity 

after forty years of Soviet domination, and Fin-

land as representative of a Nordic culture.  To-

tal responses for the three countries are shown 

in Table 6.  Subsequent papers will provide a 
wider national comparison of principals’ views.  

An overview of the data

The analysis of the headteacher data was 

begun with some exploratory and descriptive 
statistics.  Responses to all 135 variables were 
checked for normality of distribution using a 
One Sample Kolmogorov Smirnov Test.  Most 

were, but some item responses were not, nor-
mally distributed. Subsequent paired samples 
comparisons were conducted using a Wilcoxon 
signed-rank test.  Results from this enabled us 
to see where pairs of responses from headteach-

ers to items were significantly different.

More detailed analysis involved factor anal-

ysis as a standard tool in data reduction to en-

hance clarity.  The full data set from the three 

countries was analysed as one set so that com-

ponents extracted could be used for valid com-

parison between the countries.  Such analyses 
were performed based upon the following as-

sumptions and principles.  First on the assump-

tion that our headteachers had been asked to 
indicate their responses to each item in three 

categories, factor analysis was constrained ini-

tially to extract three components.  Because we 

were aware of the potential for overlap between 
these categories as was explained above, an 
Oblimin rotation was employed as we could not 
justifiably expect the three sources of influence 
impacting upon their understanding of each 

item to be perceived in an entirely orthogonal 
manner.   Finally, we conducted the analyses on 

a code by code basis since we had external va-

lidity for these and were interested to see how 

item responses from each of the three response 

categories were presented. 

Alpha scores in table 8 are at an acceptable 
level. In the factor analysis, 13 items were re-

moved from the total of 135. The remaining 
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Educational 
Code Components

Component labels
‘Headteachers’ perceptions of: ...’ Alpha 

value

ENV

ENV1
[39c,& b, 41c & b, 25 b &c, 16b 
&c, 28 b & c, 10b &c, 42c]

Personal and practice views on understand-
ing and appreciation of environmental issues 0.843

ENV2
[50a, b, c]

Personal and government views of ecological 
appreciation 0.945

ENV3
[42a,&b, 35a & b, 39a, 10a, 41a, 
16a]

Government views on understanding and 
appreciation of environmental issues 0.879

GNP

GNP1
[14c & b, 23c,29 c 7 b, 45 c & b, 
18c,,11c, 21c & b]

Personal & practice views of skills, knowl-
edge and appreciation of economic and 
employment issues

0.921

GNP2
[11a, 23a, 18a, 12a, 29a, 14a, 21a]

Government views of skills, knowledge and 
appreciation of economic and employment 
issues

0.884

GNP3
[48a, b, c]

Personal, practice and government views on 
the primacy of economic issues 0.873

SR

SR1
[34c & b, 46c & b, 37c,& b, 30c & 
b, 5c, 8c, 9c]

Personal & practice views on students 
critical empowerment for building a better 
society

0.851

SR2
[8a, 9a, 3a, 5a, 34a, 37a, 46a, 1a]

Government views of student critical em-
powerment for building a better future 0.884

SR3
[1b & c, 3b & c, 8b, 9b]

Personal & practice views on student em-
powerment for building a better society 0.822

CC

CC1
[31b & c, 40b & c, 36b, & c, 26b & 
c, 27b & c, 20b & c]

Personal and practice views on valuing 
opinions and the level of students current 
empowerment

0.870

CC2
[33a, b,& c, 24b & c, 22b & c]

Personal and practice views on promoting 
students personal interests 0.864

CC3
[36a, 26a, 40a, 20a, 31a, 22a, 24a, 
27a]

Government views on valuing student opin-
ion and their current level of empowerment 0.881

CT

CT1
[32b, c & a, 38 a, b & c, 7b & c

Government, personal and practice views on 
the primacy of accepted knowledge 0.880

CT2
[4a, 15a, 17a, 2a & b]

Government views on the value of wisdom 
and experience 0.782

CT3
[17c & b, 4b & c, 15c, 19c & b]

Personal and practice views on the value of 
wisdom and experience 0.783

Source: Own work

Table 4. Educational Codes and constituent components
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Source: Own work

Source: Own work

items were employed to form the basis for the 
subsequent analysis of the remaining valid 
items.

An initial pass at these data led us to rank 

those valid items and to explore those rated 

most highly (the ‘top ten’) and those rated least 
highly (the ‘bottom ten’).  What the graphical 
presentations of these data show is that there is 

no predominance of any one code either in the 

‘top tens’ or in the ‘bottom tens’. 
It is clear from this that whilst principals 

believed that GNP statements and values were 
important for government, this emphasis is 

not reflected in either their own personal be-

liefs, or in what they said they actually did in 

practice.   All three columns however, showed 

a representation for environmental concerns, 

child-centred issues and for issues of social 

reconstruction, with just one endorsement of 

a cultural transmission issue in the ‘practice’ 
column. So whilst there are some continuities 

between the three columns – and a support all 
the way through these for environmental issues 

- there were some real differences in emphasis.   

For Poland as Table 6 illustrates, the result 
was interestingly different from the English 

England
top ten

rank col a items col b items col c items
1 1 3 3
2 11 1 9
3 3 9 37
4 23 36 36
5 37 25 5
6 41 8 25
7 8 37 8
8 36 40 50
9 18 17 1

10 50 50 40

Table 5. England ‘top’ items.  (Educational codes are shown by colour: pink= SR; red= GNP; 
                 green= ENV; blue = CT; yellow = CC)

Table 6. Poland ‘top’ items.  (Educational codes are shown by colour: as above)

Poland
top ten

rank col a items col b items col c items
1 4 10 10
2 15 4 17
3 10 3 3
4 41 17 15
5 46 36 4
6 38 8 18
7 39 9 9
8 37 2 8
9 36 16 16

10 17 39 39
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data.

In all three columns the preponderance of 

choices rests within the cultural transmission, 

environmental, and social reconstruction codes.   

As will be demonstrated in subsequent papers, 
results from other ex-Soviet countries suggest 

a trend where countries coming out from un-

der the Soviet yoke re-emphasise their cultural 

history, by facilitating changes in their socie-

ty from a centralised economy and polity to a 

more free-market and democratic one, and by 
remedying the environmental neglect seen un-

der the Soviets.

The Finnish overview is equally interesting 
as shown in table 11. Any preconception that 
a Nordic country would have a pronounced 

emphasis on environmental issues is not borne 
out by these data.   Whilst environmental con-

cerns appear in all three columns, there is a pre-

ponderance of both social reconstruction and 
child-centred concerns, and GNP and cultural 

transmission items are also apparent.

Comparing Column scores

This overview was developed further 

by studying the actual statements made,  in 
terms of the  ten most highly scored and 

the  ten least scored statements in all three 

countries.  This finer-grained examination 

produced findings which result in a deep-

ened understanding of this overall picture.

a. Items with an upward scoring trend.   

A first observation from comparing the three 
scores was that on the vast majority of state-

ments in England(40/45), Poland(45/45), and 

Finland (43/45), the movement in scores from 

column to column shows an upward trend from 

government to personal scores, and that there 

were statistically significant differences be-

tween these.  In other words, the principals in 

all three countries gave higher personal scores 

to statements about educational values than 
they believed their governments would, re-

gardless of which educational code they were 

being asked about.  In England, interestingly, 
this also included GNP statements.  This does 

not appear in Table 9 because whilst headteach-

ers gave higher personal scores to GNP issues 

than to their perception of governmental views, 

they ranked even more highly issues from oth-

er codes, and therefore the GNP issues did not 

appear as highly in their ‘personal’ rankings.  
The overall finding from this upward trend 

in scores suggests that these individuals believe 
that they hold stronger commitment to a wide 

variety of beliefs than they perceive their gov-

ernments do.  It is not clear entirely why this is 

the case, but may be in part due to the fact that 
governments have other concerns which are not 

Source: Own work

Table 7. Finland ‘top’ items.  (Educational codes are shown by colour: pink= SR; red= GNP; 
                 green= ENV; blue = CT; yellow = CC)

Finland
top ten

rank col a items col b items col c items
1 12 3 10
2 10 10 12
3 4 40 40
4 3 36 3
5 8 20 9
6 15 8 8
7 34 9 20
8 46 25 36
9 10 34 34

10 36 31 15
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as strongly shared by principals, such as targets, 
inspection, funding arrangements, or the re-de-

velopment of the system. With such different 
concerns, it may be that governments, by their 
lack of discussion of code values and issues 

in circulars and official literature, may tacitly 
send out a message that such value issues are 

presently not a central concern.   Whilst this 
clearly needs further research, the overall mes-

sage is clear: the results strongly suggest that 

school leaders in this sample didn’t believe that 
their governments gave the same importance to 

many educational issues as they personally did.

b. Items with a downward scoring trend.   

In England and Finland there were a rela-

tively small number of ‘downward scorings’, 
though there were none in the Polish scores.  

These are scores where individuals assigned 

greater scores to their perception of what gov-

ernments value than to either the applied or the 

personal columns.   In England these were for 

statements which expressed the view that (a) 

students should contribute little to their school 
(b) that students should accept teachers’ opin-

ions (c) two statements supporting an absolutist 
epistemology (d) and that the main aim of school 

should be in creating a economically skilled 
workforce.   On all these, whilst the respondents 

believed that governments would give them low 
scores, these principals gave them even lower 

scores.  In other words, they disagreed more 

strongly with these statements than they felt 

their government did – which suggests again 

that when principals value things, they think 

their government values them less, and when 

they disapprove of things, they think that their 

governments do not disapprove quite as much.   
In Finland there was only one downward scor-

ing, which expressed the view that students 

need to accept our ignorance about the impact 
of much of our behaviour on the environment.  
There are no downward scorings in the Polish 

data.  Whilst these downward scorings don’t 
contradict the overwhelming trend in scores, 

they do suggest that there is more difference be-

tween the views of English principals and their 

government, than in either Poland or Finland.  

 

c. Evidence of mediation?

Finally, in both England and Poland, there 

are no instances where column b is not an inter-
mediate score between those for columns a and 
c.   This is interesting because it seems highly 
plausible to interpret such a pattern as these in-

dividuals ‘mediating’ government beliefs in or-
der for school practice to be more in line with 
what they believe needs to be done.  One needs 
to be careful here, however, for it cannot be as-

sumed that the scores in the ‘practice’ column 
are the result of a simple interaction between 
‘government’ and ‘personal’ columns.  Thus, 
in Finland, whilst 33 statements have upward 

movements in scores from ‘government’ to ‘ap-

plied’ to ‘personal values’, 12 statements have 
scores where the applied score is lower than 

the government score, and two applied scores 

which are higher than either government or 

personal scores.   This suggests that it would 

be inappropriate to assume that the only things 
acting upon the applied scores are government 

pressures and personal values.   In countries 

with more devolved systems like Finland, lo-

cal educational and political pressure may be 
significant factors in influencing the scoring 
of items in the ‘practice’ column.   There may 
therefore be a number of other factors influenc-

ing scoring items in the application column be-

sides those of government and personal philos-

ophy.   Again, this is an area for further research.

Comparing the top ten and bottom 

ten statements

In this section, the top and bottom ten state-

ments for the three countries are discussed. 

Personal responses (col c items) will be dealt 
with first, then headteachers perceptions of 
government emphases (col a items) and finally 
their perceptions of their current practice (col b 
items). 

a. Top Ten Personal responses.

These choices (Table 7) seem to reflect per-
sonal support for student responsibility and 
student empowerment, the need for students to 

contribute to building a better world, a need for 
developing students’ criticality, and of needing 

to care for the environment.

This table (Table 8) demonstrates that whilst, 
as in the English scores, there was a similar 

mixture of ecological values, student responsi-

bility and empowerment, there was also a much 
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clearer reference to the country’s cultural herit-

age and work values.

Here, whilst the highest ranked personal 
statement concerns the valuing of all life (as it 

is in the Polish items), the other statements are 

concerned with students valuing their heritage, 

the need for students to take responsibility in 
helping build a better society, and of develop-

ing student empowerment and criticality.

Despite variations in the three countries’ 

responses, there does seem to be an overall 
pattern of these school leaders viewing their 

principal job as one of passing on the reins of 
responsibility to their students, and that to do 

this students need to be provided with  sense 
of empowerment, and to believe in the mission 
of building a better world.  These will neces-

sitate an appreciation of the state of the world 

they will inherit, including an appreciation of 

environmental issues.   In England and Finland, 

this is further endorsed by a belief that students 
need to develop critical awareness: this is not 

replicated in the Polish items.

England Headteacher top personal statements

rank Item 
number Item statement

1 3 Students need to understand that they have responsibilities to society as well as rights from 
it

2 9 Students must be given the feeling that they can make a difference for the better
3 37 Students need to understand that they should contribute towards building a better world
4 36 Teachers need to value the opinions of their pupils
5 5 Schools must create curricula which invite discussion and debate
6 25 Schools need to teach their pupils  how to treat their local environment with care
7 8 Schools should teach their pupils the skills they will need in building a better society
8 50 Students need to know that all life on the planet is interdependent
9 1 Students in my school need to learn about what constitutes a ‘good society’

10 40 Students should be encouraged to value their own opinions

Table 8. England personal top items

Source: Own work

Poland Headteacher top personal statements

rank
Item 
number Item statement

1 10 Students should be taught to value the lives of all creatures
2 17 Schools should teach their pupils how to show respect for their elders

3 3 Students need to understand that they have responsibilities to society as well as rights 
from it

4 15 Students need to value their cultural heritage
5 4 Students need to know about the history of their country
6 18 Schools need to teach their pupils the skills they will need in future work situations
7 9 Students must be given the feeling that they can make a difference for the better
8 8 Schools should teach their pupils the skills they will need in building a better society
9 16 Schools need to teach students how best to dispose of waste products

10 39 Schools should teach pupils how to save energy supplies

Table 9. Poland personal top items

Source: Own work
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b. Bottom Ten Personal Issues.  

The rating of many of these statements re-

flects the top personal responses presented 
above; namely, a rejection of epistemological 
absolutism, authoritarianism, and student dis-

empowerment.   The rejection of an over- em-

phasis on student-chosen learning is explicable 
within a framework of an empowerment for 

responsibility.  There also remains a continu-

ing concern over the prioritisation of economic 

productivity as the major school focus.

This is another interesting list in that whilst 

there is concern about students’ disempower-

Finland Headteacher top personal statements

rank Item 
number Item statement

1 10 Students should be taught to value the lives of all creatures

2 12 Schools must concentrate on teaching curricula which will be useful to students in later 
life

3 40 Students should be encouraged to value their own opinions

4 3 Students need to understand that they have responsibilities to society as well as rights 
from it

5 9 Students must be given the feeling that they can make a difference for the better
6 8 Schools should teach their pupils the skills they will need in building a better society
7 20 Schools should teach children how to take responsibility for running things at school
8 36 Teachers need to value the opinions of their pupils

9 34 Schools should be structured in ways which help their students become active critical 
citizens

10 15 Students need to value their cultural heritage

Table 10. Finland personal top items

Source: Own work

England Headteacher top personal statements

rank
Item 
number Item statement

10 14 Students should know about things which will help their country develop economically
9 24 Students should concentrate on learning how to do things that are important to them
8 27 Students should know how to chair committees

7 28 Students need to accept that we are ignorant of the impact of much of our behaviour on 
the environment

6 33 Students should spend most of their time learning about things that they think are im-
portant

5 19 Students in my school should be taught to accept the opinions of their teachers

4 48 Students need to understand that the main aim of learning is to create a skilled national 
workforce

3 38 Students need to understand that the things they are taught are not matters of opinion but 
of fact

2 32 Schools must teach only those curricula materials where there is certainty about their 
truth

1 7 Students in my school need to know that they cannot contribute much to curricula con-
tent

Table 11. England personal top items

Source: Own work
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ment, and about an authoritarian approach to 
schooling, there is also a concern not to em-

power students too much, and to not encourage 

too much criticality.   Similarly, whilst the top 

personal statements suggest that some environ-

mental issues are espoused, this list suggests 

that there are clear limits as to how far (or how 

deep) such endorsement should go.  

Poland Headteacher top personal statements

rank
Item 
number Item statement

10 32 Schools must teach only those curricula materials where there is certainty about their 
truth

9 19 Students in my school should be taught to accept the opinions of their teachers

8 28 Students need to accept that we are ignorant of the impact of much of our behaviour on 
the environment

7 50 Students need to know that all life on the planet is interdependent
6 26 Students should learn in their own way
5 30 Students should learn to be critical of curricular materials, rather than just to accept them

4 33 Students should spend most of their time learning about things that they think are im-
portant

3 7 Students in my school need to know that they cannot contribute much to curricula con-
tent

2 27 Students should know how to chair committees

1 48 Students need to understand that the main aim of learning is to create a skilled national 
workforce

Table 12. Poland personal top items

Source: Own work

Finland Headteacher top personal statements

rank
Item 
number Item statement

10 38 Students need to understand that the things they are taught are not matters of opinion but 
of fact

9 45 Students need to appreciate how important a healthy economy is
8 24 Students should concentrate on learning how to do things that are important to them
7 27 Students should know how to chair committees
6 22 Schools should concentrate on providing curricula in areas of interest to the student
5 19 Students in my school should be taught to accept the opinions of their teachers

4 48 Students need to understand that the main aim of learning is to create a skilled national 
workforce

3 7 Students in my school need to know that they cannot contribute much to curricula con-
tent

2 33 Students should spend most of their time learning about things that they think are im-
portant

1 28 Students need to accept that we are ignorant of the impact of much of our behav-iour on 
the environment

Table 13. Finland personal top items

Source: Own work
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This list suggests that there is a rejection of 

student passivity without pandering too much 

to students’ wishes; that there are limits to en-

vironmental concerns; that a balance is needed 
between helping to create a workforce without 
making this a school’s overriding aim; and the 
rejection of the idea that valid knowledge only 

comes from those in authority.   

All in all, then, whilst there are national var-

iations, the pattern pointed out above – of fa-

cilitating the students in taking on the reins of 

responsibility – is a strong theme for all three 
countries’ school leaders.   

c. The top ten scores for perceptions of govern-
ment emphasis

The perceptions reflect many of the princi-
pals’ own emphases, particularly in terms of 

building a better world, and of environment 
concerns, and there is also a clear perception 

that pupil’s opinions should be respected by 
teachers and not, as some might imagine, a gov-

ernmental belief that students are simply there 
to be passive imbibers of curricula delivered by 
teachers.  However, there is also a perceived 
governmental emphasis on economic issues not 

seen in the principals’ personal responses.  

These scores suggest that Polish principals 

think their government gives a heavier empha-

sis than do English principals of their govern-

ment to national and ecological issues, with 

England Headteacher top personal statements

rank
Item 
number Item statement

1 1 Students in my school need to learn about what constitutes a ‘good society’
2 11 Schools need to teach skills which enable pupils to contribute to their national economy

3 3 Students need to understand that they have responsibilities to society as well as rights 
from it

4 23 Schools need to teach pupils the skills to make them employable
5 37 Students need to understand that they should contribute towards building a better world
6 41 Students need to know that global warming is a developing problem
7 8 Schools should teach their pupils the skills they will need in building a better society
8 36 Teachers need to value the opinions of their pupils
9 18 Schools need to teach their pupils the skills they will need in future work situations

10 50 Students need to know that all life on the planet is interdependent

Table 14. English headteachers’ perceptions of the top ten government scores

Source: Own work
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some concern for valuing a variety of opinions.  

However, neither they nor their government 
make economic concerns a top ten issue.  There 

seems to be an emphasis about how issues of 
national culture and patriotism are expressed, 

and may be a reflection of Poland’s reassertion 
of such values after Soviet rule.  

This table suggests perceptions of a gov-

ernmental mixture of valuing the past and the 

country’s heritage, in part to help build a better 
society, as well as the valuing of all life, with 

students needing the skills and a sense of re-

sponsibility to do this; but students also being 
encouraged to express their own views.

d. The bottom ten scores for perceptions of gov-
ernment emphasis

These results suggest that English head-

teachers believe that their government has a 
dislike of epistemological absolutism and au-

thoritarianism, and a rejection of the idea that 

Poland Headteacher top personal statements

rank
Item 
number Item statement

1 4 Students need to know about the history of their country
2 15 Students need to value their cultural heritage
3 10 Students should be taught to value the lives of all creatures
4 41 Students need to know that global warming is a developing problem
5 46 Students need to know about the past and the present in order to build a better future

6 38 Students need to understand that the things they are taught are not matters of opinion but 
of fact

7 39 Schools should teach pupils how to save energy supplies
8 37 Students need to understand that they should contribute towards building a better world
9 36 Teachers need to value the opinions of their pupils

10 17 Schools should teach their pupils how to show respect for their elders

Table 15. Polish headteachers’ perceptions of the top ten government scores

Source: Own work

Finland Headteacher top personal statements

rank
Item 
number Item statement

1 1 Schools must concentrate on teaching curricula which will be useful to students in later 
life

2 11 Students should be taught to value the lives of all creatures
3 3 Students need to know about the history of their country

4 23 Students need to understand that they have responsibilities to society as well as rights 
from it

5 37 Schools should teach their pupils the skills they will need in building a better society
6 41 Students need to value their cultural heritage

7 8 Schools should be structured in ways which help their students become active critical 
citizens

8 36 Students need to know about the past and the present in order to build a better future
9 18 Students should be encouraged to value their own opinions

10 50 Teachers need to value the opinions of their pupils

Table 16. Finnish headteachers’ perceptions of the top ten government scores

Source: Own work
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humanity lacks a knowledge of its effects on 

the environment.  It is also interesting to note 

that two GNP statements are included in this 

figure – that the main aim of education is to cre-

ate a skilled workforce and that students should 

be fully responsible for their own economic 
welfare:  which does not agree with caricatures 

by critics. Whilst these individuals indicate that 
they feel more strongly about nearly all the is-

sues than they feel their government does, there 

is no indication here of their seeing their gov-

ernment as uncaring, dictatorial or repressive.  

Indeed, the results suggest that they believe 
they share many values. 

If limits to student empowerment are en-

dorsed in the other two national samples, they 

are particularly pronounced here, with eight 

different cautions against student activism, crit-

icality and debate, and against a learning fo-

cused upon student interests; only with respect 
to students uncritically accepting teachers opin-

ions is there a more liberal attitude.  There are 
individual cautions about schools’ roles in cre-

ating a national workforce, and critical views 

on some environmental statements.  These 

statements overall suggest a  heavy emphasis  

on a conservative role for students which prior-

itises their responsibilities to society over per-
sonal choice. 

The Finnish governmental perceptions are, 

like the English data in this section, rather more 

varied and liberal than the Polish perceptions.  
Whilst there is a similar rejection of too much 
concentration on what students want to do, 

and a caution of economic concerns being too 
dominant.  Finally, whilst there is a rejection of 

an authoritarian epistemology, there is also an 

(anomalous?) rejection of a limited understand-

ing of human effects upon the environment. 

Discussion

a. A balanced view of educational codes?

In the light of the results and comments so 

far made, it is worth repeating that in England, 

Poland and Finland, the top ratings for columns 

a, b, and c, all help in identifying what these 

England Headteacher top personal statements

rank
Item 
number Item statement

10 48 Students need to understand that the main aim of learning is to create a skilled national 
workforce

9 21 Students need to understand that they, not the state, should be responsible for their eco-
nomic welfare

8 22 Schools should concentrate on providing curricula in areas of interest to the student
7 35 Students need to know that many actions take a long time to have an appreciable effect
6 24 Students should concentrate on learning how to do things that are important to them
5 27 Students should know how to chair committees

4 28 Students need to accept that we are ignorant of the impact of much of our behaviour on 
the environment

3 38 Students need to understand that the things they are taught are not matters of opinion but 
of fact

2 32 Schools must teach only those curricula materials where there is certainty about their 
truth

1 33 Students should spend most of their time learning about things that they think are im-
portant

Table 17. English headteachers’ perceptions of the top ten government scores

Source: Own work
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Poland Headteacher top personal statements

rank
Item 
number Item statement

10 50 Students need to know that all life on the planet is interdependent
9 19 Students in my school should be taught to accept the opinions of their teachers

8 28 Students need to accept that we are ignorant of the impact of much of our behaviour on 
the environment

7 5 Schools must create curricula which invite discussion and debate
6 22 Schools should concentrate on providing curricula in areas of interest to the student
5 24 Students should concentrate on learning how to do things that are important to them

4 33 Students should spend most of their time learning about things that they think are im-
portant

3 48 Students need to understand that the main aim of learning is to create a skilled national 
workforce

2 26 Students should learn in their own way
1 27 Students should know how to chair committees

Table 18. Polish headteachers’ perceptions of the top ten government scores

Source: Own work

Finland Headteacher top personal statements

rank
Item 
number Item statement

10 14 Students should know about things which will help their country develop economically

9 38 Students need to understand that the things they are taught are not matters of opinion but 
of fact

8 21 Students need to understand that they, not the state,   should be responsible for their eco-
nomic welfare

7 24 Students should concentrate on learning how to do things that are important to them

6 48 Students need to understand that the main aim of learning is to create a skilled national 
workforce

5 27 Students should know how to chair committees
4 22 Schools should concentrate on providing curricula in areas of interest to the student
3 19 Students in my school should be taught to accept the opinions of their teachers

2 28 Students need to accept that we are ignorant of the impact of much of our behav-iour on 
the environment

1 33 Students should spend most of their time learning about things that they think are im-
portant

Table 19. Finnish headteachers’ perceptions of the top ten government scores

Source: Own work
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principals saw as the positive aims they had 

for their schools, and the extent to which they 

differed from their governments on these, and 

how in England and Poland at least, they appear 

to be mediating these governmental emphases.   
The bottom ratings for a, b, and c, unsurprising-

ly, seem largely the reverse.   Thus as all three 

leadership groups believed that a degree of stu-

dent empowerment was important, they tended 

to reject statements which denied students any 

empowerment – and they believed their gov-

ernments felt the same way, a  view they sug-

gested was reflected in their practice.   However 
this does not seem to be an issue of empower-
ment vs. no empowerment, because the scores 
suggest that these individuals believed that stu-

dents could be empowered too much (such as 
having the power to run committees) or could 

be empowered for the wrong reasons (such as 
to choose what they wanted to study).   This 

kind of positioning on an empowerment spec-

trum was evident in all three columns across all 

three national samples.  

It is also important to note that any statement 

rejections appear to be rejections of the particu-

lar issues focused upon in those statements, and 

do not seem to be a rejection of the educational 
code which that a statement represented.   Thus 

in England a cultural transmission statement 

only appears once in the ‘top ten’ of all three 
columns.  However, it is clear from the scoring 
of other cultural transmission statements that 

the code is not rejected as such. It seems that 

the idea of singing the national anthem can be 
rejected without the idea of valuing one’s cul-

tural heritage also being rejected – and both are 
possible elements of a cultural transmission 
ideology.   This variation of scores within an 

educational code may be due to variations in 
what is seen as the best expression or practice 
of this code.   For example Polish responses to 

singing the national anthem are very supportive 

– with a mean ranking score of 4.66.  In Fin-

land, it received a more relaxed mean ranking 

score of 28.66.  In England, it received a rank-

ing of 44.33.  What this strongly suggests is that 
whilst there are national variations in the valu-

ing of particular expressions of a code, no edu-

cational code is totally disvalued in any of the 

three countries.   This is perhaps unsurprising, 

as all the codes have something important to 

say about universals in human societies, even if 
they are expressed differently: all societies need 

to be concerned about passing on their cultural 
heritage, about adjusting to changes, about pre-

paring their children for work, about caring for 
the environment in which they live, and appre-

ciating the individual nature of learning.   How-

ever, societies will have differential emphases 

upon codes, depending upon the geographical, 

historical, political, economic and cultural is-

sues at any particular moment in time.   This 

is highly likely to reflect the messy reality of 
practice rather than the neatness of abstract the-

orising, and is likelier to be closer to the reality 
that educational systems and their leaders face.

b. Pragmatic application v. Academic specific-
ity.  

 These scores may then reflect a real differ-
ence in focus between academics and principals 
(and probably governments).  It is clearly a part 
of the academic role to analyse issues and con-

cerns in a manner such that abstract categories 
can be developed from them, and that these cat-
egories help to provide the information from 

which theories and explanations of underlying 

causation and functioning may be derived.   Yet 
reality and practice may in fact be much more 
blurred, and whilst academics may abstract a 
number of different educational codes, and ar-
gue that for a variety of reasons and values, one 

educational code is ‘better’ than another, indi-
viduals concerned in dealing with the pragma-

tism of practice, such as principals/principals 

and governments, may well understand such 

conceptual separation and valuing, but nev-

ertheless believe that the values and purposes 
underpinning all of these codes should have 

some part to play in the practice of schools as 

they attempt to produce a ‘rounded’ individual 
who has the qualities needed to cope  with the 
world of the future.  This may then explain why 

no codes are specifically rejected in any of the 
three countries, even if individual statements 

within them are. 

c. A consonance of headteacher/principal and 
government views?

When looking at the results across the five 
different educational codes reviewed, there are 

strong indications that these principals believed 
that their governments held similar values, 

though in most cases these principals held these 
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beliefs more strongly than their government.  
In England and Poland there was a statistically 

significant difference in a large majority of the 
scores provided between their own ratings and 
those ratings they assigned to government, sug-

gests that there may be an issue of morale here.  
In Finland, the differences were not as marked, 

and suggest a greater correspondence between 
the views of principals and their government.  

However, it should be stressed that the over-
all picture is one where principals and gov-

ernment seem to share a similar attitude to the 

core mission of schools – to empower students 

in order to help them take on the reins of re-

sponsibility for running their country in future 
decades.   Taking on such reins, it would seem, 

means that a number of different issues need to 
be addressed – including the requisite attitudes, 
knowledge and skills to deal with the social, 

political, economic and environmental issues 

which will confront these students in the future 

– and which are largely reflected in the general 
support for all of the five codes addressed in 
this questionnaire.  

d. Views and Values on Environmental Issues.  

This figure may be viewed in three different 
ways.  First, one can compare scores between 
the three countries.  When viewed this way, 
there are clearly some statements whose rank-

ing across all three countries are largely shared.  

Questions 16, 28, 35, 39, 42 all share reasona-

bly similar values (highest rank minus lowest 
rank <11) across the three countries, even if 

their approval ratings vary strongly between the 
questions.   There are however clear national 
differences for questions 10, 25, and 50.  Thus 
whilst Polish and Finnish ranks suggest very 

strong support for valuing the lives of all crea-

tures, the English ranking is much lower.  There 

is also a considerable spread of support across 
all three countries for caring for the local envi-

Table 20.  Mean positional rankings for environmental statements across all three columns. Where  
              differences in rankings are pronounced, details of government, personal and practice co 
                   lumns are given in brackets below the mean number.  

Statement England mean 
ranking

Poland mean 
ranking 

Finland mean 
ranking

10.   Students should be taught to value the lives of all 
creatures

19.66
(27, 11,11) 2 1.66

16.   Schools need to teach students how best to dis-
pose of waste products 13 11 18.66

25.   Schools to need to tech their pupils how to treat 
their local environment with care 7.33 21 14.33

28.   Students need to accept that we are ignorant of 
the impact of much of our behaviour on the environ-

ment
41.66 37.0 46.0

35.   Students need to know that many actions take a 
long time to have an appreciable effect 33.66 23.0 26.66

39.   Schools should teach pupils how to save energy 
supplies.  18.33 10.33 12.66

41.   Students need to know that global warming is a 
developing problem

13.33
(6,17,17

15.0
(5,24,16) 17.33

42.   Schools should teach pupils how to estimate the 
long term effects of their actions. 25.33 30.0 22.33

50.   Students need to know that all life on the plan-et 
is interdependent.  9.33 37.66 17.66

Source: Own work
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ronment; and finally whilst perceptions of the 
need to understand the interdependence of all 

life are largely supported in England and Fin-

land, it receives poor support in Poland.

This variation of support within particular 

codes applies to Environmental Issues as well.  

Table 18 shows that there is considerable vari-
ability, not only between countries, but in the 
rankings between the three columns.

A second way of viewing this data is to 

ask how favourably different statements were 
viewed.  Looked at in this way, statement 10 on 

valuing all life is viewed very positively in Po-

land and Finland, but much less so in England.   
Statements 16 (disposing of waste products) 
and 39 (saving energy) – both essentially prac-

tical activities may be seen as ‘good’ ratings, 
whilst statements 35 and 42 – both concerned 
with understanding long-term consequences - 
could only be judged as fair.  Statement 25 on 
caring for the local environment has fair scores, 

but as noted the variation between countries is 
marked, with Poland giving the poorest mark, 

a score replicated on statement 50, on the in-

terdependence of all life, where the Polish val-

ue is markedly divergent from the two other 

national scores. The very low rating across all 

three countries for statement 28, on our lack of 

understanding of our environmental impact, is 

concerning, as historically humanity has been 
either ignorant or unconcerned about its effects 
upon the environment, and this attitude persists 

in some quarters today. 
Finally, simply providing the mean position-

al score for statements 10 and 41, on  – valu-

ing all life, and appreciating the development  

of global warming - doesn’t do justice to the 
large variation in government, personal and 

practice column scores.  Thus whilst the Polish 

and Finnish scores suggest very strong support 

for valuing the lives of all creatures, the Eng-

lish scores is not only much lower overall, but 
suggests a considerable divide between percep-

tions of governmental ratings of this issue, and 

personal and practice ratings.  Responses on 

students needing to know about global warm-

ing are fairly homogeneous in Finland, but 
show considerable variation between perceived 
high government approval for this in England 

and Poland, but much less support from princi-
pals themselves, and in terms of their practice.  

These statements clearly need further investi-

gation, but the responses to the global warming 

issue suggest that these individuals do not take 

this issue as seriously as their governments do, 

and if this is replicated in the other countries’ 

responses, then it would be something for envi-
ronmentalists to be concerned about.   This will 
be dealt with in a further paper. 

All in all, these scores suggest that whilst 

there are some national commonalities, there 

are also marked differences between them, 
and a small number of differences between the 
columns in particular national scores.  Final-

ly, there are some statements which achieve a 

comparatively good positional score, but there 
are others which do rather poorly, and with re-

spect to responses to the view that our igno-

rance of the impact of much of our behaviour 
on the environment, worryingly so.  Indeed, if 

the driving force behind many of the principals’ 
views on this questionnaire was the passing on 
of social responsibility, it raises questions as 
to whether these educational leaders are suffi-

ciently informed not only about environmental 
sustainability, but also about its links with so-

cial and economic sustainability, to be in a po-

sition to really effect such transition.  The depth 

of principals’ views in this area is a largely un-

explored topic, and these results suggest is an 

urgent area for further investigation.    

Conclusion: Environmental values 
and the reins of responsibility. 

This study began with a specific concern in 
determining the level of interest which prin-

cipals have with issues of environmental sus-

tainability.   With respect to this concern, the 
evidence from this study suggests that prin-

cipals value some elements in this area quite 
highly, but the results also suggest that there is 
considerable variation in the rating of different 
statements on this issue, and of whether these 

individuals possess sufficient depth of under-
standing to lead in developing an area which 

is impacted by social and economic factors.  
Those who come to the notion of Sustainable 
Development, and a corresponding Education 

for Sustainable Development (ESD) for the first 
time could be forgiven for believing that it is pri-
marily concerned with environmental sustaina-

bility, yet a principal reason for environmental 
concerns increasingly lies in the unsustainable 
demands of modern societies for energy and the 

extraction of  resources, caused by a culture of 
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consumption, which in its turn is driven by an 
economic model underpinned by the need for 
growth (Speth, 2008; McKibben, 2007; Ham-

ilton, 2004).  Many of the current threats to en-

vironmental sustainability may then be created 
by unsustainable societal practices and an un-

sustainable economic philosophy.  Such surviv-

ability, however, is not dependent solely upon 
the nurturing of a benign natural environment 
and of more sustainable social practices.  It will 
also depend upon how the current resources 

are distributed, how the richer nations help the 
poorer to attain a reasonable standard of living, 
and how the less fortunate are helped to deal 

with the consequences of climatic change.  An 
Education for Sustainable Development then 
needs to recognise the interrelationships be-

tween these three areas of sustainability, and 
leaders of schools need to understand these 

complexities and their implications if they are 

to pass on the reins of responsibility in a timely, 
appropriate and informed manner.  This seems 

an important area for future research.
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Abstract

There are numerous ways of describing and 
understanding the role of school headteachers. 

One of the most important points of view is that 

of teachers. Their perception, understanding 

and expectations towards school heads create an 

important basis for all processes of educational 
management and leadership in schools and can 

decide as to their effectiveness. This is why it 

is important to describe the understanding of 
school headteachers’ role from that perspec-

tive. This paper presents the results of small-

scale research carried out with the participation 

of teachers from Polish schools. The image of 

school head qualities that is emerging from that 
research, showing both positive and negative 
elements, can be treated as a good basis for the 
development of school leaders competencies.

Keywords: headteacher, teachers, leader-

ship, leadership competencies

Introduction 

Head teachers have always stirred up many 
emotions, both positive and negative ones. 
Who is a head teacher really? What duties does 
he/she have? What are his/her characteristics? 
What are the most common characteristics of 
head teachers? What are the least common 
characteristics of head teachers? Which charac-

teristics of head teachers are the most impor-

tant according to teachers? Do these character-
istics help head teachers in their work or are 

they obstacles? What are the relations between 
the teachers’ place of work and the choice of 

a head teacher’s characteristics? How does 
a head teacher benefit from his/her position? 
Does a well functioning institution depend on 

its head teacher? If yes, then what influences 
this? If not, then on whom else does it depend? 
What influences it? All these questions and 
many more come to my mind when I think of 

head teachers. Who is a head teacher, really?
The paper consists of three parts.

  5John C. Maxwell, The 21 Irrefutable Laws of Leadership:  Follow Them and People Will Follow You.  Wy-

dawnictwo Studio EMKA, Warszawa 2008, p. 142..

You have to love your people more than you love your position.5

A school head teacher in a teacher’s perspective 
- or how teachers perceive head teachers
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Part one focuses on the many various 

tasks and roles performed by a head teach-

er. Part two presents my research methodol-

ogy and the most interesting research results.

The many aspects of a head teacher

A head teacher’s tasks and roles

A head teacher should be simultaneously 
a teacher, manager and organizer capable of 
providing creative and independent pedagog-

ical supervision and developing remarkable 
concepts aiming at the improvement of an in-

stitution. Apart from the responsibility for the 
functioning of an educational institution and 

its employees, a head teacher’s characteristics 

should comprise professional skills, the knowl-

edge of work organization principles, expe-

rience, the knowledge of human psyche, the 

work environment and the code of ethics. 

A head teacher should perform various func-

tions and tasks, such as: 

- cooperating with the school’s or institu-

tion’s supervising authorities and ensuring the 

transfer of information;
- organizing the institution’s work in accord-

ance with its statute, comprehensive education-

al plan and internal regulations, in cooperation 

with other teachers, pupils and parents; 
- cooperating with the community; 
- cooperating with schools, supervising au-

thorities and parents with respect to the one-

year obligatory pre-school preparation cours-

es, compulsory education and the obligation to 
learn; 

- keeping documentation of the teaching 

process in accordance with the educational law 

regulations;
- creating material conditions for the imple-

mentation of didactic, educational and tutelary 

tasks; 
- cultivating the school’s traditions;
- implementing activities aiming at the insti-

tution’s development;
- developing the school’s/ institution’s ped-

agogical supervision plan, its implementation 

and documentation; 

- inspecting didactic classes and other ed-

ucational activities conducted by teachers as 
well as other activities ensuing from the insti-

tution’s statute; 
- creating a safe learning environment for 

children in and outside the school;
- creating conditions for pro-health activi-

ties; 
- providing psychological and pedagogical 

assistance to pupils; 
- providing social assistance to pupils in a 

difficult financial situation;
- collecting information concerning other 

teachers’ work and evaluating their work or 

professional achievements; 
- issuing administrative decisions;
- organizing the educational process in order 

to fully accomplish the kindergarten’s/ school’s/ 

institution’s tasks;
- taking up preventive and educational meas-

ures in the school/ institution;
- analysing the results of promotion, tests, 

examinations, retake examinations and external 

examinations (this applies to schools only);
- diagnosing pupils’ educational achieve-

ments;
- creating conditions for planning the 

school’s/ institution’s activities with consider-

ation of pupils’ educational needs;
- enabling the development of scholar-

ly, sport and artistic skills of children/ pupils 

through a proper didactic approach and extra-

curricular activities;
- integrating disabled pupils into the educa-

tional process;
- creating conditions for individual work and 

behaviour evaluation of pupils through teach-

ers’ didactic and educational activities;
- planning and organizing teacher board 

meetings and the school’s/ institution’s council 

meetings;
- complying with the competencies deter-

mined by the teacher board and the school’s/ 
institution’s council;

- implementing tasks compliant with the 

teacher board’s and school council’s resolu-

tions;
- suspending the implementation of any un-
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lawful resolutions made by the teacher board; 
- executing orders and suggestions of the su-

pervising authorities;
- implementing tasks indicated by the chief 

education officer in order to diagnose a particu-

lar problem in the school/institution. 
In the Polish literature on the subject, the 

term “educational manager” is frequently used. 
What does it mean? It means a head teacher 
who can – on behalf of the school’s owner (a 
local government, social organization, natural 

person) create conditions and provide inspira-

tion for a constructive search of new methods 

and forms of an institution’s educational and or-

ganizational activity, i.e. make independent and 

constructive decisions concerning the people 

he/she manages and the use of the school’s cap-

ital and material resources – and take responsi-

bility for such decisions (Gawrecki, 2003). 
In the Western European literature, on the 

other hand, the term “educational leadership” 
is deeply rooted, i.e. it is believed that a head 
teacher should be both an educational manager 
and an outstanding teacher.

The former and the latter should perform 

specific roles; the head teacher – manager 
should be:

- A strategist determining the direction of ac-

tivities, the initiator of changes;
- A manager assigning tasks and coordinat-

ing their implementation;
- A financial officer responsible for financial 
matters;
- An arbiter settling and mediating in dis-

putes;
- A diplomat promoting the school in the 

community and cooperating with various en-

tities.  

A head teacher - teacher should be:
- A teacher demonstrating mastery in didac-

tic, educational and tutelary activities;
- A mentor supporting other employees’ pro-

fessional development;
- A counsellor offering professional advice to 

pupils, parents and other employees;
- An ambassador upholding the teacher’s 

ethos and participating in various profession-

al groups’ works;

- An advocate advocating educational inter-

ests in the community.

A head teacher – manager and a head teach-

er – leader are two different roles which are 

not mutually exclusive, though. The differ-

ences refer to their different tasks and skills. 

A leader is innovative and willing to change 

the former rules of conduct and habits, and 
his/her tasks comprise the determination of an 

ambitious and far-reaching objective as well 
as the activation of other employees in pur-

suit thereof, while a manager concentrates on 

managing implemented processes, on com-

paring results with objectives, and correcting 
any deviations.

In order for an organization to function ef-

fectively, both leadership and management are 
necessary, as the former is essential for intro-

ducing changes, while the latter – for achieving 

results systematically. Management and lead-

ership together guarantee systematic changes, 

and leadership with management – the main-

tenance of a proper level of an organization’s 

compliance with its community. 

What is leadership and what is manage-

ment? Leadership, as it has already been stated, 
is most often defined as a process of influencing 
others in order to achieve an organization’s ob-

jectives jointly (Mazurkiewicz, 2012). Despite 

the many various definitions of leadership, four 
ways of its perception are the most frequent: 

1. Leadership as a characteristic;
2. Leadership as a skill;
3. Leadership as a social relation;
4. Leadership as a social process.

With respect to leadership as a character-
istic, it concentrates on a person’s individual 

traits, most frequently those connected with a 
person’s nature and predispositions. 

With respect to leadership as a skill, empha-

sis is put on leadership skills. Leadership is un-

derstood here as an ability to involve others in 
the process of achieving an objective within a 
system or community. 
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In leadership as a social relation, emphasis is 

put on relations between leaders and their sup-

porters.

And leadership as a social process implies a 

series of changes taking place in a specific pe-

riod of time. Leadership consists in expressing 

a vision, influencing other people’s achieve-

ments, building a strategy, encouraging people 
to cooperate as a team and providing an exam-

ple as well as motivating others in their activ-

ities. 

Such understanding of leadership is certain-

ly not exhaustive, as there are many other inter-

pretations of this term. 

With regard to management, it comprises 
activities (such as planning, decision making, 

organizing, motivating, controlling) oriented 

towards an organization (human, financial, ma-

terial, informational) and intended to achieve 

an organization’s objectives in an effective and 
efficient manner. 

Management is usually defined in terms of 
four functions: 

- Planning – or determining an organiza-

tion’s objectives and the best method of achiev-

ing them.

- Organizing – or grouping activities and re-

sources in a logical manner. 

- Motivating – or leading people, which is 

the main element of relations between a superi-
or and his/her employees.

- Controlling – or observing an organiza-

tion’s progress in the implementation of its ob-

jectives. 

It is interesting that more and more authors 

of publications are unwilling to contrast lead-

ership and management. Instead, they claim 

that leadership and management are insepara-

ble despite the differences between them. These 
differences refer to the development of a pro-

gramme, organizational work, work with peo-

ple, and results. 

With respect to the development of a pro-

gramme, management’s function is to plan and 

specify a budget and allocate resources, while 
leadership is responsible for the determination 
of directions and the creation of visions. 

A difference can be observed in work with 

people as well; in leadership, it is important to 
present a vision and convince people to share 

it, while in management, the important things 

are employing, staffing, giving orders and re-

warding.

Organizational work differs too; manage-

ment comprises planning of details, resolving 

problems, controlling, monitoring, while lead-

ership focuses on motivating and inspiring, as 

well as helping people to take risks. 

The results are different: change is the re-

sult of leadership, while order and consistent 

actions – of management. 

John P. Kotter (1990) accurately characteriz-

es the difference between leadership and man-

agement. He emphasises the need to maintain 
a balance between leadership and management, 
and furthermore presents a model showing 

probable effects of typical leadership – man-

agement arrangements, depending on the pow-

er of processes. He claims that an organization 
that succeeds in maintaining a balance between 
leadership and management can develop prop-

erly. According to him, strong leadership and 

strong management guarantee a well organized 

and motivated team that can be successful. 
The conclusion is that it is best to combine 

leadership and management instead of separat-

ing them. It is worth remembering not to put 
special attention to either management or lead-

ership, as this leads to errors. 

Head teachers’ characteristics, skills 
and managing styles s

As it has already been said, a head teacher 
should have managerial skills. Robert L. Katz 
divided these skills into technical skills, social 

skills, and conceptual skills. 

Technical skills are those which are required 
in order to efficiently organize a school’s cur-
rent educational, administrative and economic 

activities. Social skills are manifested in inter-

actions with school employees, parents, rep-

resentatives of a local community, and pupils 

(Gawrecki, 2003). 

Conceptual skills refer to the ability to make 
right decisions, analyse and resolve problems, 
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anticipate future events, deal with all organiza-

tional matters, balance risks related to the ac-

complishment of objectives, arrange problems 
in a hierarchy, etc. (Szczupaczyński, 1998). 

Another vision of a head teacher is present-

ed in Cz. Plewka and H. Bednarczyk’s (2008) 
work; they claim that a good head teacher is 
one who:

- is distinguished by a unique individual style 
which does him/her credit;
- is dynamic and balanced;
- has a positive attitude to people;
- is a well-mannered person;
- takes his/her employees’ problems serious-

ly;
- continuously develops, i.e. increases his/her 

qualifications on a permanent basis;
- takes care of his/her appearance and repu-

tation. 

Now I intend to present the characteristics of 

a head teacher included in S. Tokarski’s book 
entitled “Managing People” (1997). These 
characteristics have been selected in a question-

naire carried out among active head teachers.   

I present them in the order of their significance 
for the surveyed head teachers:

- Decision-making abilities;
- Leadership;
- Integrity;
- Enthusiasm;
- Imagination;
- Willingness to work hard;
- Analytical skills;
- Ability to understand others;
- Ability to identify opportunities;
- Ability to face difficult situations;
- Ability to adjust to changes promptly;
- Readiness to take risks;
- Resourcefulness; 
- Ability to speak clearly;
- Mental acuity; 
- Ability to administer effectively;
- Open-mindedness;
- Endurance;
- Readiness to work for many hours;
- Ambition;
- Consistency in pursuing objectives;
- Ability to write clearly;

- Curiosity;
- Ability to use numbers;
- Ability to think in an abstract way.
These characteristics have been selected by 

the head teachers themselves in the question-

naire; now let me present the characteristics of a 
leader. As I have already said, to be a good head 
teacher one has to be a manager and a leader 
as well. The characteristics I intend to discuss 

have been described by John C. Maxwell. They 
are the 21 characteristics of an effective leader:

- A strong character which should be continu-

ously developed;
- Charisma, or an ability to attract people;
- Involvement; it is important not to forget the 
goal;
- Good communication skills; a leader has to 
be able to share his/ her knowledge, ideas and 
enthusiasm;
- Competency is a leader’s ability to say, plan 
and do a particular thing in such a way that 

others know that you know how…

- Courage;
- Perceptiveness;
- Concentration;
- Generosity; according to the author, giving 
is the top level of life;
- Initiative, since success is related to activity;
- Ability to listen; a leader should listen to 
other people’s voices;
- Passion; when a leader shows his/her pas-

sion to others, he/she usually arouses passion 

in others.

- Positive attitude;
- Problem solving;
- Good relations with others;
- Responsibility;
- Self-confidence;
- Self-discipline;
- Service to others, or putting other people 

first;
- Desire to develop; to lead others, you have 
to learn constantly;
- A vision to achieve only what you can see 

ahead ( Maxwell, 2008).

I will return to the characteristics, as they 

have been used as a determinant in my research 
concerning head teachers. 
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Apart from a head teacher’s characteristics 

and skills, his/her management or leadership 

style is also important. A management or lead-

ership style is the superior’s way of behaviour 
with respect to his/her subordinates, which 
most frequently reflects his/her personality and 
beliefs concerning proper personnel manage-

ment. 

However, leadership style is often the result-
ant of the superior’s and his /her subordinates’ 
personality traits as well as the hierarchy of the 

employee team. 

Let me describe some selected leadership 
styles, according to two authors. Firstly, I will 

discuss leadership styles presented by R. Lip-

pitt and R. K. White (1939): styles presented by 
R. Lippitt and R. K. White (1939): 

1. The authoritarian style – the leader has 

all power and responsibility, makes decisions 
on his/her own, and determines tasks and the 

manner of their implementation without other 

people’s involvement. One-directional commu-

nication, i.e. from the top to the bottom, takes 
place. Order and predictability are certainly the 
merits, but the absence of employees’ initiative 
and independent thinking is a drawback.

2. The democratic style – the leader em-

powers others, but he/she is responsible for 
the task implementation, control measures and 

intervention which are to guarantee the ac-

complishment of the team’s objectives. Subor-
dinates have a lot of freedom with respect to 

task division and implementation in this style. 

Two-directional communication takes place: 

between the leader and his/her subordinates. 
Employees’ involvement and their participation 

in the decision-making process are the merits, 

while a time-consuming manner of decision 

making is a drawback.
3. The laissez-faire  style – the leader is in 

favour of broadly understood empowerment, 
leaving his/her subordinates complete freedom 
in making decisions concerning task division 

and implementation. Horizontal communica-

tion is dominant: between group members. The 
merit is that this style makes it possible to re-

solve certain problems without the leader’s in-

terference.

R. Likert (1981) presented different leader-
ship styles; he distinguished: 

1. The oppressive-authoritarian style – 

there is a limited information flow between the 
superior and his/her subordinates, the leader 
sets the objectives and checks the results. He/
she motivates employees by means of penalties 
and threats. Absence of trust is characteristic.

2. The paternalistic style – limited cooper-

ation between the leader and the other employ-

ees and the employees’ limited possibilities of 
commenting on the leader’s orders. Rewarding 

only loyal employees. Limited trust in employ-

ees. 

3. The consultative style – a two-directional 

information flow, i.e. the leader is interested in 
the employees’ problems, cooperation and trust, 
which are motivating factors for him/ her. The 

leader trusts the employees, asks their opinions, 

but makes final decisions on his/her own. 
4. The participating style – considerable 

cooperation within the team, joint decision mak-

ing; the employees feel co-responsible, which 
is a strong motivation for them. The leader has 

complete trust in the employees, which in fact 

leads to actual co-management. 

Presentation of the research meth-

od and its results

Let me state the objective of my research 
once again: the presentation of a head teach-

er’s characteristics and the perception of a head 

teacher by other teachers. I concentrated on the 
most important characteristics of a head teach-

er. My main research problem was the percep-

tion of a head teacher by other teachers. The 
specific research problems were as follows: 

- What are the most common characteristics 
of head teachers?

- What are the least common characteristics 
of head teachers? 

- Which characteristics of head teachers are 
the most important according to teachers?

- What are the relations between teachers’ 
place of work and their choice of a head teach-

er’s characteristics? 
In my research, I used the diagnostic survey 
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method, a questionnaire technique and a survey 
questionnaire as a research tool. “The diag-

nostic survey method is a method of gathering 

knowledge of the structural and functional at-

tributes and the dynamics of social phenomena, 
opinions and beliefs of selected communities, 
the intensification and directions of develop-

ment of certain phenomena and all other phe-

nomena not attributed to particular institutions 
– of educational importance – based on a spe-

cially selected group representing the general 

population in which such phenomenon occurs”. 

Surveys comprise all kinds of social phe-

nomena important for the educational process, 

as well as the social awareness, opinions and 

beliefs of certain communities, the growth of 
these phenomena, their tendencies and inten-

sification. I mean all phenomena not attributed 
to particular institutions, but rather dispersed 
among a community. The objective of a survey 
is to detect such phenomena and to present their 

structural and functional attributes.
The techniques most frequently used in a 

diagnostic survey are an interview, a question-

naire, personal documents analysis, statistical 

techniques, etc. I used a survey questionnaire 
consisting of 5 questions. The answers to these 
questions were to present a head teacher’s char-
acteristics as perceived by other teachers. They 
were also supposed to indicate the most impor-

tant characteristics of head teachers according 

to other teachers. The questionnaire includes 
the 21 characteristics of a leader mentioned 

by John C. Maxwell in his “The 21 Irrefutable 
Laws of Leadership. Follow Them and People 

Will Follow You”. 
The survey was carried out among teach-

ers in Małopolska, the majority of them being 
teachers in the city of Kraków. It was carried out 
in the end of April and at the beginning of May, 
2014. The survey comprised 124 participants: 

31 kindergarten teachers, 31 primary school 

teachers, 31 junior secondary school teachers 

and 31 secondary school teachers. There were 

both men and women among them. 
The results are presented below (Diagram 

1) The first diagram presents the characteristics 
attributed to head teachers by all the teachers. 

Diagram 1. The characteristics of head teachers of educational institutions chosen by all teachers par 
                      ticipating in the survey 

Source: Own research
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The most frequently mentioned character-
istic is self-confidence. Let me mention the 
remaining characteristics in the order of their 

popularity: a strong character, good relations 

with other people, involvement, a positive at-

titude, responsibility, courage, and an ability 
to listen to others. They are followed by good 
communication skills and initiative, a desire to 

develop, competency, charisma, concentration 

and problem solving skills. The less frequent-
ly chosen characteristics included passion and 

self-discipline, perceptiveness and generosity, a 

vision and service to others. 

The characteristics of head teachers most 

frequently chosen by other teachers include 
self-confidence, a strong character and good re-

lations with other people. The majority of the 

surveyed teachers chose these characteristics. 

The least frequently chosen characteristics of 
head teachers, according to other teachers, are 

service to others, a vision, perceptiveness and 

generosity. The diagram presents these results. 

With regard to the answer to the question 
concerning the important characteristics of an 

educational institution’s head teacher which 

are not included in the questionnaire, the teach-

ers mentioned the following: decision-mak-

ing skills, an ability to share their power and 
responsibility, an ability to admit to having 
made mistakes, an ability to think in an abstract 
manner, to understand other people, sincerity, 

truthfulness, resourcefulness, efficient admin-

istration skills, leadership, endurance, con-

sistency, respect for others, open-mindedness, 

integrity, ambition, willingness to work hard, 
good manners, an ability to adjust to changes, 
enthusiasm, honesty, justice, an ability to iden-

tify opportunities, an ability to speak and write 
clearly, imagination, mental acuity, readiness 

to take risks, analytical skills, objectivity, trust 
in innovations, an ability to cooperate within a 
team, compliance with a code of ethics, an abil-
ity to motivate other teachers and parents. 

According to the teachers, the ten most im-

portant characteristics of a head teacher are: 

- Leadership;
- Responsibility;
- Good communication skills; 

Diagram 2. The characteristics of head teachers chosen by the kindergarten teachers participating in  
                      the survey

Source: Own research
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- Decision-making abilities; 
- Involvement;
- Ability to listen to others; 
- Desire to develop; 
- Good relations with others; 
- Charisma,

- Passion. 

The remaining characteristics were chosen 

less frequently. Perceptiveness and generosity 
were not mentioned at all. 

Let me now discuss the answers to the final 
question, i.e. What is the relation between a 
teacher’s place of work and his/her choice of a 

head teacher’s characteristics? The results are 
presented in the diagrams below (Diagram 2). 
The four diagrams show the answers provided 

by typical teachers from a particular institution. 
The institutions comprised a kindergarten, a 

primary school, a junior secondary school and 

secondary schools. 

Let me start with the diagram concerning the 

kindergarten teachers and the characteristics of 

head teachers of these institutions. As it can be 
seen, the majority of head teachers here have 

the following characteristics: a strong charac-

ter, self-confidence and a desire to develop. 
These characteristics prevail. None of the sur-

veyed teachers mentioned service for others as 

a head teacher’s characteristic. 

The primary school teachers’ choices are 

presented in the diagram below (Diagram 3). 
Most of the teachers chose self-confidence, 

and then a positive attitude, initiative, and good 

communication skills; not a single teacher 
chose service to others. 

Diagrams four and five present the charac-

teristics chosen by the junior secondary school 
teachers and the secondary school teachers. 

The junior secondary school teachers chose the 

following characteristics: involvement, a pos-

itive attitude, problem solving, responsibility, 
self-confidence and good relations with other 
people; a vision was not mentioned at all. 

The secondary school teachers chose 

self-confidence, a strong character, involvement 
and good relations with other people. The least 

frequently chosen characteristics were percep-

tiveness, generosity and problem solving.

Diagram 3. The characteristics of head teachers chosen by the primary school teachers participating  
                       in the survey

Source: Own research
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Diagram 4. The characteristics of head teachers’ chosen by the junior secondary school teachers par 
                      ticipating in the survey.

Source: Own research

Diagram 5. The head teachers’ characteristics chosen by secondary school teachers participating in  
                      the survey.

Source: Own research
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Conclusion

Summing up the survey, I would like to high-

light the fact that in view of the choices made 

by all the surveyed teachers, head teachers are 
self-confident persons with a strong charac-

ter, having good relations with other people, 

involved and having a positive attitude. Head 
teachers’ passion, self-discipline, perceptive-

ness, generosity, vision and service to others 

were chosen the least frequently. 
In the surveyed teachers’ opinion, the most 

important characteristics of head teachers are 

self-confidence and a strong character, and the 
least frequently mentioned ones – a vision and 
service to others. 

The teachers mentioned the following most 

important characteristics of head teachers in the 

order of their importance: leadership, responsi-

bility, good communication skills, an ability to 
make decisions, involvement, an ability to lis-

ten to others, a desire to develop, good relations 

with other people, charisma, passion. 

It is significant that some of head teachers’ 
characteristics such as self-confidence and a 
strong character, which were mentioned quite 
often by the teachers, are not included among 
the characteristics above. 

With respect to the type of institutions in 
which the surveyed teachers work, certain 

differences can be observed. The kindergar-
ten teachers claim to have self-confident head 
teachers, with a strong character, who want to 

develop. But they do not have any vision and 

they do not serve others. 

The primary school teachers claim they have 

head teachers who are self-confident, have a 
positive attitude, good communication skills 

and initiative, but little vision and little will-
ingness to serve others. A vision and service to 

others are the two least popular characteristics, 

similarly to the opinions of the kindergarten 

teachers. 

The junior secondary school teachers most 

frequently chose such characteristics as in-

volvement, a positive attitude, problem solv-

ing, responsibility and self-confidence. They 
claimed that their head teachers did not possess 

self-discipline, and in particular – a vision.

The secondary school teachers claimed 

that their head teachers were self-confident, 
involved, had a strong character, and good re-

lations with other people. But perceptiveness, 

generosity and problem solving are the least 
frequently mentioned characteristics here. Re-

gardless of the perception of head teachers by 
other teachers and the differences in such per-

ception, the important thing is that head teach-

ers have the same tasks and obligations despite 
the different characteristics they possess. It is 

the characteristics, though, that guarantee their 

success in their professional work. A head 

teacher should be dynamic, successful, bal-
anced, with a positive attitude to people, friend-

ly, cheerful, with a sense of humour, well-man-

nered and thoughtful of his/her employees. It is 

important for him/her to continuously develop 

and improve qualifications, as well as to have 
an individual style, a good reputation, and to 

be a mediagenic person. It is perhaps the most 
important for a head teacher to lead others, or 

to motivate and influence others to make them 
willing to change things.

A good leader is aware of the conditions 

in which he/she acts, is capable of managing 
changes in an organization and of understanding 

what is happening in the community in which 

he/she acts. A good leader should constantly be 
involved in the learning process, which allows 

him/ her to keep pace with changes by using 
diversified sources of knowledge. A leader can 
identify the strengths of his/her activities as 

well as the activities of people cooperating with 

him/her. Let me conclude with a statement of a 

great importance to me. Each leader is aware of 

his/her potential, tasks and of the influence he/
she exerts on other people and organizations, 

and therefore, each leader takes responsibili-
ty for his/her actions as well as other people’s 

actions – people cannot act and cooperate in a 

team without a leader.
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