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From the editor
Vol. 1, No 4/2014Contemporary Educational Leadership

Dear Readers 

Dear Readers, the fourth issue of Con-
temporary Educational Leadership (CEL) 
published in 2014 contains a series of six 
papers. 

The first paper by Ulrich Hammer-
schmidt from Waldblick-Oberschule 
Freital-Niederhäslich, Saxony in Germa-
ny points out the necessity to understand 
schools as social systems. It describes spec-
ificity of schools as organizations seen from 
such perspective and gives some directions 
on thinking about  fundamental qualities, 
capacities and leading capabilities for suc-
cessful educational leadership in schools. 

Second paper by Małgorzata Jaśko 
from Teacher Training Centre in Małopol-
ska tries to show the role of teachers in 
school management and leadership pre-
senting. She argues that schools need more 
teacher’s leadership and tries to show how 
can it be implemented using the example 
of teacher’s involvement in evaluation pro-
cesses.

Rafał Otręba from Group of Secondary 
Schools (head of school but also university 
lecturer) focuses on empowerment as the 
main task or competency of school lead-
ers that can contribute to school organiza-
tional development. He illustrates his text 
with examples from research on thinking 
of school heads about empowerment and 
argues that understanding of such concept 
(mental models) creates basis for the pro-
cesses of empowerment in schools.

Danuta Elsner, freelance consultant on 
educational management since early nine-
ties active in the field of educational man-

agement and leadership in Poland  and 
Europe describes how headteacher’s par-
ticipation in a network can help to build 
practice of educational leadership in 
schools. She presents her thoughts in the 
context of educational projects focused 
on leadership and school development 
she was working with. 

Next paper by Antoni Jeżowski from 
Higher Vocational School in Głogów, 
Poland presents an example of very de-
tailed study on effectiveness of schools 
expenditures on a city level that tries to 
use test results and other indicators such 
as Educational Value Added. His paper 
seems to be a good example of such anal-
ysis that could be used in the debate on 
school work quality.

Last paper by Michael Bottery and 
Nigel Wright from University of Hull 
refers to the paper published in previous 
issue of our journal and  presents their re-
search on how educational leaders in nine 
European countries but also Hong-Kong 
and USA think about different education-
al values. They show results of that study 
with special attention to environmental 
challenges school leaders face. They un-
derline that in order to create sustainable 
future  a greater recognition of complex-
ity of challenges our society faces  and 
competency of how to deal with the chal-
lenges it presents, is then required from 
educational leaders.

The content of that issue ranges from 
very detailed examples of research on 
school effectiveness to more general pa-
pers raising the issue of understanding 
schools as organizations. Most of authors 
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raise very practical questions about ed-
ucational leadership and management 
showing results of their research done 
with participation of school leaders. 

We hope that the readers of this issue 
will be inspired by those examples to un-
dertake similar studies, so we invite them 
to read.

Roman Dorczak
Editor–in-Chief
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Ulrich Hammerschmidt
Waldblick-Oberschule Freital-Niederhäslich, Saxony, Germany

Educational leadership a necessity of understanding 
schools as social systems

Abstract

The article describes schools as a so-
cial system with three fundamental sys-
temic features: high complexity, self-ref-
erence and loose coupling. Accepting 
these theoretical basics, the article ex-
plains the organizational logic of teach-
ing and learning, comparing and con-
trasting schools with other  organizations, 
such as factories, bureaucracy, “creative 
organizations” (e.g. marketing agencies). 
Finally, the article describes the logic of 
schools as a “mixed logic.” On the ba-
sis of this thesis, the article describes 
educational leadership as a leadership 
focused on the teaching and learning 
processes but switching between these 
processes with different logics. Further, 
it presents fundamental qualities, capaci-
ties and leading capabilities for success-

ful educational leadership in schools.

Keywords: educational leadership, 
school, social systems

Introduction

There are numerous publications on 
educational leadership from different 
perspectives: pedagogical, psychologi-
cal, social, political, best practices and so 
on. Based on the theory of social systems 
and the functional logic of schools, edu-
cational leadership is an integral element 
of school. On the other hand, every pub-
lic school is a part of a huge bureaucratic 
system, dominated by expectations de-
termined by the logic of administration. 
Moreover, the methods and instruments 
of school inspections are improvisation-
ally adapted from those mostly made for 
the logic of factoring or project manage-
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ment. In this “systemic schizophrenia,” 
the principal of the school is the central 
figure to decide as to the direction and the 
kind of interactions inside the school: the 
school as a house of learning, teaching and 
friendly cooperation or a “penal institution 
for education.” In fact, the decision is not 
trivial for principals and much empirical 
research shows us that the real activities 
and the mental models of principals are 
often characterized by managerial and, 
even more often, administrative thinking 
(Mazurkiewicz, 2012). Choosing the first 
direction, we have to look for three “main 
chain links” for educational leadership:

- Clearly communicated principles and 
values,

- Leading an organization as leading 
people with their special skills, aims and 
motives,

- Professional development and 
self-reflection and learning in collegial 
settings and networks.

The ideas and theses of the paper are 
based on existing empirical studies on 
leadership and real experiences of the 
author, who has worked for more than 
twenty years as a principal in two dif-
ferent schools and as a consultant for 
organizational development in schools. 

1. School as a social system – a de-
scription based on the theory of so-
cial systems
 
1.1. Does educational leadership need a 
theory?

Looking at the literature on leader-
ship, we will find a lot of models, meta-
phors and descriptions of best practices. 
We find significantly less valid empirical 
studies that examine the relationship be-
tween leadership and quality of schools. 
There are some notable exceptions from 
Northern America, such as the work by 
Leithwood, Louis, Anderson and Wahl-
strom (2004). We find even less attempts 
of theoretical studies. This is because 
leadership in schools is a very young idea. 
Until the 1980s, the perception of leading 
schools in German lands was more or less 
the idea of a principal who is a teacher 
with special tasks in administration. It 
was only in the context of the discussions 
about “self-efficacy” and “autonomy of 
schools” in the early 1990s that we can 
observe an increasing interest in “leading 
schools” as a topic for specialised research. 

The call for a theory, delivering clear 
models and verifiable hypotheses can be 
found for instance in Fend (2008) and 
Schlee (2014). We follow the basics of 
the theory of social systems because of 
its subject-specific and interdisciplinary 
universality (Willke, 2000). This funda-
mental, abstract and universal theoretical 
basis promises interesting conclusions 
with respect to our subject, but it may not 
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be the best place here to discuss the em-
pirical validation of the theoretical basics.

1.2. “Complexity” as a trait of schools

Contrary to a simple machine with “in-
put-processing-output” logic (such as the 
behavioristic theories of the 1960s), a large 
number of inner sense-finding processes, 
based on mental models of the members 
of the system, occur in schools as social 
systems. The first important distinctive 
mark is “complexity.” Schools consist of 
many “parts” (students, teachers, lead-
ers, office workers, employees…). They 
are connected by networks (classes, staff, 
staff divisions, conferences, courses, for-
mal and informal groups, etc.), either 
separate or overlapping each other. All 
of these parts will be explored further in 
sections 3.3. and 3.4. Therefore, we can 
observe the following consequences:

- School does not work in the logic 
of cause-effect relationship. Most of the 
processes in schools are “out of control” 
from outside. Direct and detailed steering 
is only possible in acts of administration 
and separate processes such as projects.

- The number of degrees of freedom 
is high and diverse. So the alignment of 
the activities is a central problem of lead-
ership in school. On the other hand, it is 
essential to find fields of activities for di-
verse interests, talents and motivations 
of teachers and students to allow them to 
fulfill themselves.

- The central problem of educational 
leadership is to find the balance between 

the required reduction of complexity 
and the alignment of activities on one 
hand and the spontaneity and diversity 
of activities on the other hand. There are 
many possibilities: through force (laws, 
regulations, directives, prohibitions,..), 
through agreements (quality standards, 
process descriptions, employment con-
tracts, building regulations, and decisions 
of conferences, ...) or by “sense-making” 
(joint guiding principles, traditions, cor-
porate identity, school programs, con-
cepts, trainings, common festivals and 
celebrations, rituals...). 

- Educational leadership seen from 
this perspective means the reduction of 
complexity by creating and handling in-
ternal regulatory instruments but it does 
not mean the “mastery” of all situations 
that occur in school or even of the ac-
tions of individual people. Leadership 
provides rather a means of processing the 
complexity for the actors in the system, 
thus, it enables the confident handling of 
uncertainties.
(Hammerschmidt, 2013, p.57)

1.3. “Loose couplings” as a characteris-
tic mark of schools

In 1976, Karl Weick created the con-
cept of „loose couplings” between the 
elements and the sub-systems of a com-
plex social system, trying to characterize 
the special properties of systems, such as 
hospitals, schools, social societies and 
others (Weick, 1976). His considerations 
are plausible when we realize that for 
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more than 99% of the time, school lessons 
are “closed room events.” The possibili-
ties of control and direct influences from 
outside are very rare. Another indicator 
of loose couplings is the frequently oc-
curring great divergence of development 
levels between classes with comparable 
social and gender structure. That means:

- Loosely coupled systems cannot be 
directly controlled, 

- The effects of actions can often be 
remarked with more or less delay. 

- The importance of “inner guidance” 
(values, norms, ethos, responsibility, 
quality of communication) rises with 
weaker stringency of the couplings.

- Leadership is not possible in the 
traditional conception of stringency and 
comprehensive control. But the impor-
tance of leadership rises to the same de-
gree with regard to the design of the pos-
sibilities of actions and the opportunities 
of development of the participants of the 
organization (aims, tasks, conceptions, 
projects…), the design of networks and 

the safeguarding of a common sense in 
all actions that happen in the organiza-
tion. Finally, it is important to secure the 
existence of the school in the context of 
the system environment (parents, inspec-
tion, administration, economy, commune, 
against concurrent schools).

(Hammerschmidt, 2013, p. 59)

1.4. “Operational closure” and mental 
models as bases of decision-making in 
schools

The third system property of schools 
to be considered here is the “operational 
closure” (also: autopoiesis) (Willke, 2000, 
p. 57; Krieger, 1998, p.38 ). Contrary to 
trivial machines, following the linear cau-
sality of cause-effect mechanisms in their 
work, operations occur in complex sys-
tems that create a specific “sense.” They 
reconstruct and adapt the environment to 
the special environment of the system. 
The model describes a social (a school 
or classroom) and psychic system (stake-

Figure 1. Model of a social system as „operational unity“

Source: Own elaboration according to H.Willke
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holders such as teachers and students) 
as three concentric circles (Figure 1).

The outer circle presents the level of 
specific actions in direct contact with 
the environment of the system. Here, we 
can observe processes, in which the sys-
tem tries to perceive the environment, to 
understand it considering the contexts, 
to define its own image against the en-
vironment, and to realize own projects 
or to adapt them to the environmen-
tal influences. This circle is responsi-
ble for the “self-defense” of the system. 
At the same time, it is flexible and re-
sistant. We can call it school’s  resil-
ience against environmental influences 
(e.g., inspections, public critics, etc.). 

The next circle contains elements im-
portant for the internal regulations: the 
history, the kind of speech (how rele-
vant subjects are discussed), the inter-
nal regulation system (programs, con-
cepts, shared visions, models, ideas, 
basics of leading, contracts etc.) and the 
self-understanding of the system (phi-
losophy, ethics, understanding of quali-
ty etc.). Here, the system creates its own 
sense in contrast to the environment.   

The innermost circle is the “centre of 
self-regulation” and in psychic systems  - 
a “mental models.” It is the part of our-
selves that has an important influence 
on what we do and how we act. How-
ever, we do not have direct access to it. 
All these three circles are connected in-
side between their elements and outside 
between one another. The consequences 

regarding our subject “leadership” are:
- The people we have to lead are ac-

tive as to responding to their environment 
(and the requirements of the leader), 
while stable actions and motivations are 
strictly coupled to the definition of sense.  
We have to accept that the intentions of 
the leader and the teacher are not the same. 
Then, we must speak out our intentions 
and try to find an acceptable tradeoff.

- The mental models lead us whether 
we like it or not. In our communication, 
we must discover the intrinsic motiva-
tions of the teachers.

- We must try to connect organization-
al processes of sense-finding with the in-
dividual definitions of sense. This is mod-
erated communication about what we do 
and why we do it

- The teacher’s profession and its de-
velopment are different to other profes-
sions: changes in pedagogical actions are 
not only connected to some knowledge or 
skills. Professional changes for teachers 
are often connected to new definitions 
of sense and the disconcerting of their 
own mental models. Therefore, changes 
in teaching-learning cultures sometimes 
cause an existential disquiet. The leader 
can only support the teachers in finding 
their own ways. 

- The way to support the common 
sense making is to support the collegial 
reflection about the lessons and the colle-
gial consulting. 
(Hammerschmidt, 2013, p. 60)



1.5. The logic of schools as a mixed logic

Trying to find the principles of educa-
tional leadership, we have to describe the 
typical functional correlates and process-
es in schools. Vertically, school typically 
is at the lowest level in the pyramid of hi-
erarchies, with the ministry at the top and 
two or three levels of administration in 
between. The inner logic of this system is 
defined by and “administration act.” This 
function and the processes connected to 
it are stringent, controllable and easy to 
operationalize. The ways of communi-
cation are tight and strict, from the top 
downwards as instruction and back from 
the bottom as report. So in practice, we 
need to imagine schools as the lowest and 
smallest part of a giant bureaucracy. The 
central processes in schools do not play 

an important role here: from the point of 
view of the bureaucratic hierarchy, the in-
ner logic and function of school is a blind 
spot (Rosenbusch, 2005). There are many 
administrative processes in schools (man-
agement, budget, credentials …) which 
follow the logic of administration but at 
the “heart of schools” are the learning/
teaching processes that are the basis of 
teacher-student interactions. The charac-
teristic of the logic of these processes is 
shown in figure 2. The most important for 
our study are: high complexity, loose cou-
plings and dominance of mental models.  

Finally, typical processes, follow-
ing the logic of projects, take place 
in school as well (see figure no 2).

So in reality, we do not find only one 
logic in school: the logic of schools is a 
mixed one. But the central logic must be 
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Figure 2. Different kinds of logic in organizations

Source: Own elaboration



the logic of educational processes and to 
secure that is the central task for education-
al leadership (Hammerschmidt, 2014).

2. Conclusions for leadership

Overall, complexity, loose couplings 
and operational closure are the main 
three characteristics of school as a so-
cial system. The task and the objective 
of leadership must be to use these traits 
for the development of the organization 
on one hand and, on the other hand, to 
cope with the related challenges. We look 
after “main chain – links” of effective 
educational leadership, concluded from 
the systemic characteristic of our subject. 

The first conclusion, respecting the 
complexity, is to strengthen the “intrin-
sic leadership” (ethos, moral, motiva-
tion …) on the one hand and to try to 
reduce complexity by lean administra-
tion through clear roles, functions and 
norms on the other hand. That means 
that classical management and adminis-
tration are important supporters but not 
the essence of educational leadership.

The second conclusion is to strengthen 
couplings between the teachers by cre-
ating smart substructures, networks, and 
cooperative consultation. The object is to 
support professional reflection and advice.

The third conclusion is to assign 
for everybody to the most appropriate 
roles and activities, respecting individ-
ual aims, motivations, mental mod-
els and to align it with the mission and 
assignment of the own organization.

2.1. Principles and values of educational 
leadership

When we accept that classical leader-
ship, based on control and direct influence 
on the processes inside the organization, 
is ineffective and not usable for leading 
schools as places of teacher-student inter-
action on its own, we must accept that the 
alternative principles evade measurability 
and operationalization. The central point 
is the triad of responsibility, trust and ap-
preciation (Sprenger, 2000; Neubauer, 
Rosemann, 2006). The responsibility of 
everybody in a loosely coupled, complex 
system is the “main column” of alignment 
to the objectives of the organization activi-
ties of largely autonomously acting teach-
ers. What are the basics of responsibility?

- Loyalty of the employees towards 
the organization and the leader and of the 
leader towards the employees

- Professional competence and deci-
sion – making authority

- Intrinsic motivation  
- Information and communication
- Identification and integrated regula-

tion (alignment between organizational 
objectives and 

self -concept)
- Appropriate and inspiring tasks and 

empowerment coming from the leader
- Readiness to do important things
- Practicing a participative leadership

(Neubauer,W., Rosemann, B., 2006)

12
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Imagining responsibility as the “main 
column” of educational leadership, trust 
is the “groundwork” that gives the stabil-
ity for standing. Reflecting on the litera-
ture, we can understand trust as a special 
quality of interpersonal relationships and 
trusting somebody as a personal social 
capability, connected with concrete sit-
uations and contexts (Neubauer, Rose-
mann, 2006). The empirical validation 
of conditions helping confidence-build-
ing in organizations is rare. But there 
are many experience-based outcomes:

- Professional and administrational 
competence of the leader

- Integrity and fairness
- Open communication
- The leader gives trust first
- Clear and communicated leadership 

mission
- Control as a helping feedback
- Not identifying those guilty for fail-

ures, but trying to solve the problem
- Failure as an opportunity for learning
- Open and straight information policy
- Not emphasizing the power-based 

distance
- Last but not least: “Power must risk 

trust so as not to lose it.” 
(Neubauer, Rosemann, 2006, p.143)

The next stage of building our 
house of educational leadership 
is building the roof: appreciation. 

Appreciation is tightly connected to 
trust and motivation. A feeling of mutu-
al appreciation, respect and honoring the 
good results of others are the precondi-

tion for sustainable intrinsic motivation. 
High expectations of the leader towards 
the teachers are one of the strongest fac-
tors of appreciation. And at the other 
end – appreciative control and feedback.

We want to explain four other ba-
sic principles of educational leadership:

- Orientation on teaching and learning 
as the most important processes in the 
school, connected with high expectations 
concerning the quality of the lessons

- Long term thinking and strategy and 
clear aims for the short and middle term 
development

- Accepting the evolutionary character 
of school development, looking for the 
“flow” 

- Take advantage of “the opportuni-
ties of the moment”, the most important 
changes and “jumps” in the school devel-
opment are connected with unique chanc-
es.

2.2. Leading an organization as leading 
people

When we start a new series of train-
ings to prepare teachers to become prin-
cipals we ask for their expectations. On 
the top there are “efficiency in admin-
istration,” “legal certainty” and “what 
can we do with weak teachers.” It is an 
indicator that structures, functions and 
failures are the most important things in 
the awareness of “young” principals. The 
agenda of principal meetings is mostly 
full of administration and legal questions. 
Issues of leadership – not at all. When 
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we speak about the staff, we sometimes 
forget that it is about people. We often 
forget that structures and functions are 
only the framework and the scaffolding 
for people to develop themselves and to 
discover their aims and motives in align-
ment to the aims of the organization. 

Respecting the operational closure of 
psychic system (like people), we have to 
bear in mind that the strongest motivation 
is inner: we cannot motivate anybody, 
we can only try to avoid demotivation 
(Sprenger, 1999). Sprenger explains three 
dimensions of achievement: willingness, 
capability, and possibility. Further, he 
asks who is responsible for what. His 
answer is that the employee is fully re-
sponsible for his willingness to achieve 
something. The responsibility for the ca-
pability is shared: the leader is responsible 
for providing the opportunities to learn 
new subjects and skills and the employ-
ee has to spend time and energy to reach 
new aims and to develop his- or herself. 
At last, the leader is fully responsible 
for giving his employees the possibility 
to achieve something (Sprenger,1999).  

The consequence of Sprenger’s view 
is that we have to focus on the selec-
tion of people and tasks that we distrib-
ute among them. In schools, it seems 
to be clear: teachers have to teach and 
to educate learners. But there is a wide 
range of additional tasks and duties. 
We can distinguish between “explor-
ers,” who need new challenges and who 
like to discover unexplored areas and 
we have to find new “playgrounds” for 

them. We should also try assign creative 
projects to them; like a teacher trying 
new methods of instruction to students. 

The second type is the “racecar driv-
er”. He or she typically likes to drive with 
high speed straight to the goal. Teachers 
of this type like competition, risk and the 
most direct way to the “finish line.” He or 
she does not like uncertainty, irregularities 
and contemplation. We should try to find 
typical management tasks like projects, 
cooperation with partners and organi-
zation of events and public relationship. 

The third type is the “allotment gar-
dener.” He or she very much likes tidi-
ness, routine, clear rules and full control. 
He needs tasks like: accountancy, long 
time and routine organization, control, 
organization of structures and planning.

Each type is necessary in schools. We 
need them to vary the methods of in-
struction beyond lecture activities but the 
students like all of these types for their 
personality development. The task for 
the leader is to give them all a chance, 
regardless of their own preferences and 
mental models. If we put the explorer 
in the small garden, he will die of bore-
dom. If we give the gardener access to the 
highway, he will sit down at the border 
with resignation and wait for the next bus. 
If we put the racer in the jungle he will 
cut down the trees and… build a highway. 

In conclusion, to lead a complex, 
loosely coupled system we must make 
sure that everybody in our organiza-
tion is able to work with a maximum of 
self-reliance and in effective networks.

14
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2.3. Professional reflection and self-re-
flection 

The central point of school is the inter-
action between teachers and students in 
the teaching-learning process. When we 
ask what the “product” of school is, we 
believe it is competencies and education. 
But it is not! The first and foremost product 
of school is the act of teaching and learn-
ing. Indeed, this act tries to “produce” ed-
ucation but the effect is uncertain. We can 
only tell from our own experience and 
from empirical studies what works and 
what does not. And secondly, the teach-
ers (and the students) are producers of 
that act themselves. So they are involved 
in the “production process” (instruction) 
as both subjects and objects at the same 
time. This is the reason of the difficulty 
of changing and developing processes in 
lectures. Changing the manner of teach-
ing is not only training some methods 
but it is a deeper process which calls into 
question the inner regulation processes 
and, sometimes, the teacher’s own mental 
models. So it becomes an existential issue 
for the teacher to change his or her own 
actions. That includes professional and 
reasonable feedback and self-reflection, 
which are very important for the teacher 
to be a “researcher of his subjective the-
ory.” But most of the feedback in schools 
is connected with hierarchy, control, and 
assessment. This kind of feedback rare-
ly works! The reaction of the teacher is 
mostly to show the desired behavior tem-
porarily. The best manner to organize a 

helping environment for the teachers’ re-
flecting and self-reflection processes is to 
build a collegial network and routine of 
mutual class observations and shadowing 
as well as collegial consultation (Schlee, 
2012, Hammerschmidt, 2015,)  or build-
ing structures of learning in organization-
al contexts (Mazurkiewicz, G., 2011).

3. Conclusions

Educational leadership comes as 
a dorect consequence when we un-
derstand school as a social system. 

Accepting the topics of such kind of 
organization, we have to accept a wide 
range of indirect control, diverse pro-
cesses, strong influence of mental mod-
els and different kinds of logic. School 
development as an evolutionary process 
and the role of leadership under these 
conditions are quite rarely researched. 
So the significance of “catching the 
chance of the moment,” using unfore-
seen, not planned conditions and pos-
sibilities and their systemic effects is 
rarely reflected in empirical studies.

It needs theoretical models and more 
empirical studies about the correlation 
between mental models of leaders, their 
basics of leadership, and the effects of 
concrete actions. The literature on lead-
ership is commonly a compilation of best 
practice and receipts. But the behavior of 
the so-called educational leaders is often 
the behavior typical for an administra-
tor, a controller, a lawyer or an inspector. 

Considering the system environment, 
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we have to explore how school supervi-
sors and inspectors have a functional or 
sometimes dysfunctional influence on ed-
ucational leadership. In fact, quite often 
the attempts of the principals to realize ed-
ucational leadership are nearly (systemic) 
subversion. One of the central questions 
is whether the tendencies in educational 
systems (not only in Germany) like out-
put-orientation, focusing on law, new in-
spection systems, orientation on measura-
ble competencies, and other issues of New 
Educational Governance support educa-
tional leadership in schools or damage it.
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Teachers’ leader functions - an institutional and or-

ganizational approach

ed in Polish schools, have been presented.
Two opposite forms of power shar-

ing in an educational institution have 
been presented: empowerment based 
on hierarchical structures and distrib-
uted leadership, less formal and more 
democratic. Empowerment as a form of 
power sharing has been known to head 
teachers and applied in accordance with 
procedures and organizational princi-
ples effective in an educational insti-
tution. The process of delayering hi-
erarchical structures in an educational 
institution, or distributed leadership, is 
another step in a head teacher’s initia-
tion in the role of an educational leader.

Keywords: teacher as a member of a 
school community, teachers’ leader func-
tions, empowerment, distributed leader-
ship, internal evaluation
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Abstract

The article focuses on teachers as mem-
bers of a school community participating 
in the management process of schools as 
educational institutions and organizations.

An institutional approach to an ed-
ucational institution implies that it is 
treated as an element of a larger whole, 
and therefore, we may speak of a state 
system, or an educational system. In 
the organizational approach, we refer to 
school as a specific institution accom-
plishing the general objectives of an 
educational institution in various ways. 
We refer to the internal conditions, to 
what is individual and what results from 
the school’s organizational culture.

In order to illustrate the teachers’ leader 
functions, certain activities related to in-
ternal evaluation, introduced by the min-
ister’s regulation and already implement-
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A teacher as an educator, a teacher of a 
subject and a member of a school com-
munity

Teachers’ work is particularly com-
plicated. It comprises many functions 
and tasks described in literature1,  ed-
ucational reports and normative acts. 

Educationalists distinguish various 
teachers’ functions. Molesztak, Tchorze-
wski and Wołoszyn distinguish teachers’ 
obligations and duties towards pupils, 
towards themselves and their profession, 
towards other teachers and the commu-
nity (Molesztak et al., 1994). It has been 
emphasised that a teacher’s work is not 
only classroom work with a particular 
group of pupils2. According to Madal-
ińska-Michalak, “the solutions advocat-
ed in contemporary school management 
concepts stress the importance of teach-
ers’ greater participation in the school 
life. Teachers are not responsible only 
for the accomplishment of specific di-
dactic, tutelary and educational tasks” 
(Madalińska-Michalak, 2013, p. 33).  
Schratz appeals to teachers to change 
the paradigm from “I and my class” 
to “We and our school” (2014, p. 14).

The educational effects depend not only 
on what a particular teacher does, how he/
she works with the pupils, but also on the 

teachers’ board joint work, on a consensus 
of opinions concerning the school’s ob-
jectives and tasks (Arends, 1994, p. 49).

Apart from teachers’ functions relat-
ed directly to their work in a classroom, 
Arends distinguishes also their organi-
zational functions in a school commu-
nity, such as cooperation with other col-
leagues, pupils’ parents and superiors. 
He claims: “Teachers, just like represent-
atives of other intellectual professions, 
are expected not only to fulfil their ba-
sic function (teaching pupils), but also 
to participate in the management of the 
institution” (ibid., p. 432). According to 
him, the key organizational functions of 
teachers are “their interactions with oth-
er adults in the school aiming at general 
planning and coordination” (ibid., p. 502). 

Teachers’ functions may also be ana-
lysed in the context of school as an organ-
ization and a social institution. The notion 
of school as an institution is used with ref-
erence to external situations, in particular 
– to its fulfilling the needs of a commu-
nity, while the notion of a school as an 
organization refers to the internal condi-
tions, the establishment of internal struc-
tures and their interrelations, links, coop-
eration principles aiming at the school’s 
success as an organization3. The school’s 
organizational culture, just like any other 

  1 “If we look at a teacher’s work from the angle of dissertations dedicated to it, it will turn out that there is no other 
profession on which so many theoretical and research works have been written” (Fudali, 2006, p. 169). name of Repub-
lic of Poland during communism time in the year 1952 – 1989.
  2 Research on teachers’ teams was initiated in Poland after World War II. R. Miller’s article (1962, pp. 175-201) was 
one of the earliest works in this field in which research focused not on individual teachers, but on teachers’ teams (pos-
itively or negatively cooperating).
  3 An organization is “a group of people working together in a structured and coordinated fashion to achieve a set of 
goals” (Griffin, 2002, p. 35).
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organizational culture, is a system com-
prising various elements (such as behav-
iour patterns, thinking patterns, or sym-
bols) with specific interrelations between 
them (Madalińska-Michalak, 2013, p. 39).

Schulz also mentioned these two di-
mensions of schools (the institutional 
and organizational dimension) (1992, 
p. 56). A similar approach to the under-
standing of schools and their tasks can 
be found in Łuczyński. Discussing the 
educational aspects of modern schools 
he writes: “A school is a social institution 
established and maintained by the state” 
(Łuczyński, 2011, p. 32). In the organi-
zational approach, we refer to a school 
as a specific institution accomplishing 
its general objectives in various ways. 
A school is then a specific organization-
al unit of a system (ibid., pp. 88-89).

 In school management practice, a 
new different understanding of educa-
tional leadership is also important. Re-
ferring to Fullan, Michalak speaks of “a 
chain of command” and the necessity 
of appointing teachers’ teams, broaden-
ing teachers’ autonomy, making teach-
ers really responsible for their work, 
and claims that “the belief that leader-
ship is exclusively connected with the 
head teacher is insufficient at present” 
(Madalińska-Michalak, 2011, p. 129).

The school’s and teachers’ functions and 
tasks within the internal perspective refer 
to various spheres of the teachers’ activity. 

 Tuohy (referring to Rashford and 
Coghlan) mentions four levels of 
teachers’ participation in the organiza-

tional culture of a school (individual, 
team, inter team, whole organization).

Level I – the individual level – 
comprises the relations between the 
teacher and the school in which he/
she teaches (Tuohy, 2002, p. 59).

Level II – a team, or “(…) a typ-
ically formal group defined in terms 
of face-to-face interactions, com-
mon objectives, psychological aware-
ness of other members, and self-defi-
nition as a team” (…) (ibid., p. 61).

Level III – a group comprising any 
number of teams which must function 
together to accomplish school goals; 
according to Tuohy, good information 
flow going beyond the boundaries of 
particular teams is necessary in order 
to implement projects at a range be-
yond their direct contact (ibid., p. 63). 

Level IV – organization – “relates to 
the organizational goals, policy and strat-
egy level, which constitutes the fusion of 
all three levels together to form a work-
ing cohesive organization” (ibid., p. 64).

A school is a dynamic structure: “An 
individual’s attitudes and behaviour can 
affect the working of the team, group and 
the entire school. The development of one 
level gives rise to a changed context and 
perspective of other levels” (ibid., p. 67).

Basing on the division of teach-
ers’ participation in the school life 
presented above, we might describe 
the structure of leader functions in 
a school of a hierarchical character.

With respect to the particular levels of 
teachers’ participation in the school life, 
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the following functions can be mentioned:
- a leader of a teachers’ team (level II);
- a leader of a project group compris-

ing various teams and subjects within a 
school (level III);

- a school leader responsible for the 
implementation of a specific field/aspect 
of work at the school level; for instance, 
a problem leader responsible for the qual-
ity/evaluation of the school work (level 
IV).

A teachers’ team leader and a problem 
leader responsible for the quality/evalu-
ation of the school work will be present-
ed in the remaining part of the article.

System changes and the introduc-
tion of new legal regulations are among 
the basic external factors influencing 
the school development and the ap-
pearance of new teacher functions 
(apart from the development of peda-
gogical and organizational theories). 

The teacher functions ensu-
ing from the educational reform im-
plemented in Polish schools in 
the 1990s comprise the following:

–  a probationary teacher’s tutor (men-
tor),

– a leader of a cluster team (subject 
team);

– a leader of a tutors’ team;
– an intra-school teacher training lead-

er whose tasks comprise coordination of 
teacher training activities, examination 
of needs connected with teachers’ pro-
fessional development and organization 
of certain forms of teacher training in 
accordance with the school’s priorities 

(cf. Reform…, 1998, p. 64, Szempruch, 
2001, pp. 10-11).

Such teacher functions as a leader/
chairperson of teachers’ teams, mentor 
or intra-school teacher training leader 
are formal functions (teachers perform 
tasks ordered by the head teachers for the 
benefit of the school and its community, 
and they are assessed for those). Not all 
of them have a legal status, though (e.g. 
intra-school teacher training leader). Yet, 
ever since the time of implementing the 
educational reform in Poland, this func-
tion has been popular.

The fundamental areas/groups of com-
petencies of a teacher – a member of a 
school community – ensuing from the so-
cial, political and educational transforma-
tions comprise the following:

– social competencies, including team 
work, an ability to establish 

and maintain contacts with the school 
head teacher, other teachers and pupils’ 
parents;

– leadership, organizational compe-
tencies – resulting from the performance 
of new teacher functions: teachers’ team 
leader, problem leader responsible for the 
coordination of the school’s work with 
respect to developing a quality system or 
intra-school teacher training (intra-school 
teacher training leader);

– legal competencies; if teachers want 
to be autonomous in their activities, they 
have to know their rights, and participat-
ing in the development of various school 
documents, they have to know the legal 
bases thereof;
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– specialist competencies connect-
ed with the quality measurement of the 
school work (developing research tools, 
conducting surveys and analysing their 
results, etc.) (cf. Jaśko, 2006, pp. 237-
241).

The necessity to appoint various types 
of teachers’ teams in schools has been 
mentioned in the Polish educational law 
for a long time (Regulation…, 2001). 
Pursuant to the legal regulations, a chair-
person appointed by the school head 
teacher at the team’s request leads the 
work of the team. Teachers’ team lead-
ers (leaders of subject teams, educational 
teams, leaders of teachers in a particu-
lar department, leaders of problem and 
task-oriented teams) support the head 
teachers in the school management pro-
cess. The author’s own research indicates 
that the basic tasks of leaders of perma-
nent teachers’ teams defined as statutory 
teams comprise the following:

– planning the team’s work (often to-
gether with the other team members);

– documenting the team’s work (se-
mester reports, annual reports, team 
meeting reports);

– participating in team members’ train-
ing (selecting teachers to conduct peer 
lessons, organizing internal trainings);

– presenting the team work results to 
the teachers’ board;

– monitoring and evaluating the team’s 
work (often together with the other team 
members).

Problem and task-oriented teams ap-
pointed for a particular school year have 

a less formal character than the subject or 
educational teams. Their leaders do not 
have to account for the team meetings 
or document the task implementation in 
details. The final effect, i.e. the fulfilment 
of the specific tasks of the team, such as 
the internal evaluation carried out within 
a determined scope, is the most important 
(this refers to the tasks of one of the most 
popular problem and task-oriented teams 
– the internal evaluation team).

A teachers’ team leader should lead 
others and support them in the implemen-
tation of their common objectives. As an 
educational leader he/she should have 
the skill of convincing others and ena-
bling them to express their potential (cf. 
Mazurkiewicz, 2011, p. 55). The school 
leaders’ autonomy also depends on em-
powering teachers to make their own de-
cisions, as well as on the atmosphere of 
co-responsibility for the school’s work 
and its effects.

Problem leaders responsible for quality/
internal evaluation

Teachers’ functions related to their 
participation in the school life may 
ensue directly from tasks imposed 
on schools by the state, defined and 
specified in various legal documents. 

 Legal acts concerning pedagogi-
cal supervision and introducing quality 
evaluation to Polish schools (previously 
defined as quality measurement4,  and 
now as internal evaluation5) provided 
for legal frameworks to develop man-
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agement systems involving the respon-
sibility and participation of all parties 
of the school: teachers, pupils and their 
parents. Internal evaluation was intro-
duced by the minister’s regulation, but it 
was presented in a very schematic way. 
It is the head teachers and other teachers 
who decide about its final form, how to 
organize it and how to make use of its 
results in the institution’s development.

I agree with Dorczak who in his arti-
cle entitled: The importance of a school’s 
organizational culture in the implemen-
tation of the educational evaluation sys-
tem claims that the reform of pedagogical 
supervision may be an impulse for the 
transformation of a school’s organiza-
tional culture. The very term “evaluation” 
offers an opportunity to think of partic-
ipation, democracy and openness of all 
parties to the idea of quality development 
in schools, and the requirements included 
in the Enclosure to the Minister’s Regula-

tion imply a positive value of cooperation 
and activity of various groups within a 
school (Dorczak, 2012, pp. 69-91).  

Madalińska-Michalak observes that 
organizational culture is directly influ-
enced by these external factors which are 
a part of the social community of the or-
ganization members.

By necessitating changes, the external 
factors have also an indirect influence on 
the organizational culture (2013, p. 40).

New tasks of educational institutions 
mean also new tasks of teachers, not only 
research-oriented tasks but also organiza-
tional ones. 

Teachers’ organizational functions can 
be analysed in two systems: a hierarchi-
cal system and a cooperation system (see 
diagram 1).

My experience as a teacher training 
system representative supporting head 
teachers in the internal evaluation process 
organization as well as my conversations 

  4 Teachers’ participation in the internal evaluation process considered as a formal requirement commenced to a larger 
extent when the new pedagogical supervision formula based on quality measurement was introduced (re.: Regulation…, 
1999, Regulation…,  2004).
 5 The Enclosure to the Regulation of the Minister of National Education of 10 May 2013 amending the Regulation 
concerning pedagogical supervision contains the following clause with respect to requirement 12: “internal evaluation 
is to be carried out together with teachers (…)”. 

Diagram 1. Teachers’ organizational functions in a cooperation system and a hierarchi-
cal system

Source: Own elaboration
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with both head teachers and other teach-
ers indicate that currently team work is 
becoming a huge challenge for schools, 
and new organizational structures are be-
ing formed. There are usually up to sev-
eral evaluation teams in each educational 
institution at present. Their tasks most 
frequently comprise preparing an evalu-
ation project, carrying out an evaluation, 
analysing and compiling data and pre-
senting evaluation results to the teachers’ 
board. Depending on the organizational 
principles adopted by a school, selected 
teachers - leaders or evaluation teams are 
responsible for carrying out the evalua-
tion within one area of the school work 
or the entire school evaluation in a school 
year. Hierarchical structures are charac-
teristic for such an approach to internal 
evaluation (see: part two of diagram 1).  

   The increasing popularity of teach-
ers’ leader functions is proved by the 
numerous training opportunities offered 
by teacher training institutions. Meet-
ing the demands of schools, head teach-
ers and other teachers, teacher training 
institutions organize more and more 
internal evaluation trainings for both 
head teachers and teacher leaders, or 
addressed to “evaluation leaders” only.

 Beneath, I present fragments of my 
own research conducted in the school year 

2014/2015. It aimed at a better understand-
ing of teachers’ participation in the inter-
nal evaluation process and subsequently, 
at analysing it on the basis of data from 
various schools/ educational institutions. 

 The material prepared by teachers 
– candidates for head teachers was an-
alysed6. Their task was to examine the 
internal evaluation process organization 
in their schools as participants thereof 
(presenting their own observations), as 
well as to provide data acquired during 
interviews with head teachers and eval-
uation team leaders within a school and 
to analyse (if possible) school documen-
tation. Every evaluated school treated 
individually eventually gave one im-
age7. An analysis of written works and 
statements made by teachers comment-
ing their material in groups confirmed 
the appearance of leader functions in 
schools. Two fundamental leader cate-
gories were distinguished with respect 
to the time of the leader’s appointment:

1. An evaluation team leader/leaders ap-
pointed for a period longer than one year 
(usually for an indefinite period of time).

Sample head teachers’ and teachers’ state-
ments:  it is easier for leaders with relevant 
knowledge and experience to organize the 

  6 Research based on the application of a case analysis method was carried out by teachers as part of their examination/
diploma works in a qualification course in organization and management (17 works) and in postgraduate studies in 
organization and management (19 works). 
 7 Analysing her own research in leadership Madalińska-Michalak writes that “According to R. Stake, a case study is not 
a study of a set of cases, but an instrumental study of a case involving several cases” (2012, op.cit.,  p. 33).
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evaluation in subsequent years; it serves the 
continuity of the institution’s activities with 
respect to evaluation. Teachers learning how 
to evaluate gather around the experienced 
leader/leaders; such a person may teach oth-
ers how to implement new tasks. One or two 
persons are permanent evaluation leaders 
since they already have proper qualifications; 
it is better when the leader is permanent and 
knows what to do. 

2. Leaders replaced annually; these are 
mainly evaluation team leaders appointed 
for a particular school year.

Sample head teachers’ and teachers’ state-
ments:  it is justified to include the largest 
number of teachers in an internal evaluation 
process; participating in evaluation teach-
ers gain knowledge about their schools, they 
learn in practice what internal evaluation 
is about; every year other teachers should 
be members of evaluation teams; everyone 
should find out what it means to be a leader, 
it is not a simple task and it requires consid-
erable involvement.

The research showed that head teach-
ers are motivated mainly by substantial 
criteria when including teachers in the 
internal supervision process (knowledge, 
internal evaluation skills). They also take 
into consideration their experience in 
school management.  Head teachers will-
ingly “share their power” with permanent 
teacher team leaders, school educators/ 

psychologists, intra-school teacher train-
ing leaders, i.e. persons who have their 
place in the school structures. Evaluation 
leaders not only coordinate the school’s 
activities with respect to internal evalua-
tion, but also perform functions related 
to social representation: informative 
and representative functions. They 
frequently prepare comprehensive eval-
uation results, present the results and 
recommendations to the teachers’ board, 
and act as liaisons between the teachers, 
team members and head teachers. They 
also support teachers in their intra-school 
evaluations performing consultative and 
supportive functions (this refers main-
ly to permanent leaders appointed for 
periods longer than a year and having 
experience in intra-school evaluations).

The new tasks that teachers face also 
imply the need to acquire new knowledge 
and skills. Appropriate competencies are 
important in the team establishment and 
leader appointment process. In the case 
of internal evaluation, teachers must 
possess specialist skills (research skills), 
and leaders also team leading skills.

The relation between possessed qual-
ifications and performing leader func-
tions may constitute one of the structural 
elements of a school as a learning and 
developing organization. The example 
of school X presented beneath shows 
that knowledge and skills may help 
teachers to take important positions in a 
school community, predisposing them 

  8 The presented case study is the result of my own research dedicated to teachers’ functions in the evaluation of the 
quality of school work.
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to become leaders of other teachers8.

Teachers’ leadership based on compe-
tencies – a case study of school X

The quality assurance system in school 
X developed gradually, undergoing var-
ious stages. In the first stage, the head 
teacher’s and the permanent quality lead-
ers’ role was very significant. They were 
experienced in team work, they were 
teacher team leaders and they had previ-
ously supported the school head teachers 
in the implementation of various tasks. 
Delegated by head teachers to imple-
ment new tasks ensuing from the regula-
tion concerning pedagogical supervision 
(Regulation…,1999), they were also cho-
sen to participate in one of the first courses 
concerning the intra-school quality assur-
ance system organized by a teacher train-
ing centre. Mentioning their participation 
in the course they stressed its importance 
both for them and for the school.  They 
felt distinguished being able to partici-
pate in the training, in particular, because 
the course was addressed to the manag-
ing personnel, and they were the only 
representatives of teachers among all the 
course participants. After completing the 
course, they were chiefly responsible for 
initiating and coordinating the school’s 
activities in systemic collection of data 
concerning the school’s quality. When 
asked about their leaders and the tasks 
implemented by them, the teachers in the 
school put emphasis on their supportive, 
controlling and evaluating functions.

“In the first stage, it was difficult for us; 
we were supported by leaders appointed by 
the head teacher, we asked them for help, and 
for approving our research tools, sometimes 
even several times in a row, before these 
were finally approved. After their approv-
al of our research tools, we were satisfied 
and we could continue our work” (a state-
ment made by one of the school teachers).

Quality leaders had formal author-
ity not only because of their function, 
but also their scope of knowledge. They 
continuously improved their skills partic-
ipating in various courses and they sup-
ported others in the learning process. The 
deputy head teacher referred to them as 
“guru” and added that they were lead-
ers, other people’s teachers, and the de-
cisions made by them were accepted by 
the head teacher and binding for other 
teachers. Possessing knowledge related 
to the intra-school evaluation process, 
they shared it with other teachers, not 
only when it was required. They car-
ried out system training for team lead-
ers within the intra-school teacher train-
ing system. Quoting Mazurkiewicz, one 
might call them “leaders of a learning 
organization”, who are capable of devel-
oping and supporting others in this pro-
cess (...)” (Mazurkiewicz, 2012, p. 391).

 A cascading manner of learning 
was developing among the teachers’ 
board members in school X; it was re-
lated to their organizational functions. 
Team leaders shared their knowledge 
acquired from school leaders with 
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their team members (see: diagram 2).
The organizational structure of school 

X was created by the quality leaders and 
the teams appointed by them and by the 
head teacher in order to implement cer-
tain tasks in a particular school year. The 
members and leaders of such teams were 
not permanent or “administratively” ap-
pointed. Teachers joined such teams on 
their own accord, as they were interest-
ed in a particular problem, had relevant 
knowledge and skills. Sometimes they 
announced their candidacy for team lead-
ers or decided who the team leader should 
be, thus sharing their work and responsi-
bility (they said for instance: “now you 
are going to be a leader, I was a lead-
er last year” - a fragment of one of the 
teacher’s statements). The principle of 
replacing task leaders was common in the 
school – which was also confirmed by the 
school head teacher who said: “the point 
is that everyone should be responsible 
for a certain task – if a teacher was not a 
leader before, he/she will be one soon”.

Along with the progress of the im-
plementation of the internal quality as-

surance system, teachers worked fast-
er and performed their tasks better.

At the beginning, quality leaders (2 
persons) were supported in the imple-
mentation of new tasks by the school ed-
ucationalist. In time, these experts were 
more and more frequently joined by oth-
er teachers who had completed relevant 
courses/ workshops. Due to the teacher 
board members’ acquisition of knowledge 
and experience, the number of teachers 
independently implementing their tasks 
was also growing. As one of the teach-
ers put it, “we were all becoming experts 
and we no longer needed the gurus”. 

Conclusion

“Thinking of leadership in an organi-
zation, we focus on persons on its top: the 
president, manager, management board.  
In a school, it is the head teacher” (Tuo-
hy, op.cit, p. 171). This article presents a 
teacher as a member of a school commu-
nity participating in the school manage-
ment process and performing leader func-
tions. A school’s organizational culture, 

Diagram 2. A cascading manner of learning of the teachers’ board members in school X 
related to their organizational functions.  

Source: Own elaboration
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its new organizational structures (such 
as appointing quality/evaluation leaders, 
initiating the empowerment process in 
pedagogical supervision) are influenced 
both by external and internal conditions.

The model of leader structures in Pol-
ish schools presented in this article is 
largely regulated by the law and based 
on the head teacher’s – being at the top 
of the power pyramid – delegating tasks. 
The teachers’ tasks are included in the 
task assignment / the scope of additional 
activities. This is the traditional approach 
to power sharing. The process runs from 
the top to the bottom of the organization-
al hierarchy: the head teacher empow-
ers other teachers – leaders who support 
him/her in the school management pro-
cess taking responsibility for a particular 
part of the school work (see: diagram 1). 

This form of power sharing has been 
popular and known to head teachers and 
applied in accordance with procedures 
and organizational principles effective 
in an educational institution. It is also 
relatively easy to observe and examine. 
Participatory leadership is considerably 
more difficult, not only for head teach-
ers, but also for researchers. Numerous 
examples of empowerment as well as 
examples of teachers – leaders function-
ing in hierarchical structures of school 
management can be presented here. In 
this article, intentionally, empowerment 
has been illustrated with many practical 
examples in a detailed manner. Empow-
erment has been considered to be one of 
the most important factors of effective 

management of educational institutions 
so far. According to Plewka, empower-
ment “is the internal decentralization of 
a modern school management – a pro-
cess of transferring a part of formal pow-
er and responsibility for particular tasks 
to another person being at a lower level 
of management” (Plewka et al., 2000, 
p. 433, cf. Elsner, 1999, pp. 106-115).

 Madalińska-Michalak, referring to the 
ideas of Hargreave and Fink, stresses that 
“emphasis should not be put on empower-
ment in schools, but on leadership distri-
bution, as leadership in schools should not 
be limited to the head teachers and select-
ed teachers only” (op.cit., 2012, p. 128).

In the case of school X presented in 
this article, one might refer to Fullan’s 
“chain of command running in the entire 
school” (Fullan, 2006, p. 33). And ac-
cording to Mazurkiewicz, “one might be 
a leader for a while, and what the group 
achieves thanks to what one has done is 
more important than making a decision 
“who is in command here” (2012, p. 33).

Participatory leadership is more than 
empowerment. In this case, “everyone 
who has relevant knowledge and expe-
rience, regardless of their position in the 
organizational hierarchy, is involved in 
task implementation and decision mak-
ing, either occasionally or permanent-
ly”, according to Elsner (2014, p. 32). 
Activities related to distributed leader-
ship consists in searching for the pos-
sibilities of using the potential of every 
member of an organization, often dis-
regarding stiff procedures and exces-



sive bureaucracy hindering grass-roots 
initiatives and fostering the forma-
tion of stiff organizational structures. 

The long period of functioning in hi-
erarchical structures and certain hab-
its make it difficult to adopt such a free 
form of power sharing in many schools. 
For instance, head teachers find it dif-
ficult to get used to the fact that certain 
methods of acting and involving teachers 
in the school life do not always have to 
be precisely described, documented and 
formally introduced, that a procedural 
approach and an atmosphere of joint re-
sponsibility of both the head teachers and 
teachers for the school work and its ef-
fects is more important. A head teacher of 
a school in which teachers’ organization-
al functions have been evaluated said that 
it might lead to “organizational chaos”.

It is worth presenting various ways of 
power sharing to head teachers9, examin-
ing the organizational culture of schools 
and searching for examples of good prac-
tice in distributed leadership. Activities 
aiming at delayering hierarchical struc-
tures in educational institutions consti-
tute a huge challenge not only for head 
teachers, but also for schools of higher 
education and various educational in-
stitutions supporting the schools’ work.  
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Empowerment - a chance for the development of a 

school organization

Introduction 

Currently, educational systems in 
many countries all over the world under-
go numerous changes which are, on the 
one hand, the result of rapid changes in 
the communities and, on the other hand, 
of public opinion’s considerable interest 
in the effects of their activity. Due to rap-
id changes in the communities, it is be-
coming difficult to search for the criteria 
of effectiveness of the schools’ activities. 
In the educational systems oriented to-
wards the pupils’ final results, there is a 
tendency to compete for the pupils, and 
the countries which have to face prob-
lems of multiculturalism in schools un-
dertake many activities aiming at the 
integration of various communities. Ap-
plying specific criteria of good schools 
to particular institutions cannot replace 
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Abstract

The article presents the results of 
quantitative and qualitative research car-
ried out in 2013 by the Centre for Educa-
tion Development in Warsaw in a group 
of over 2800 school and educational in-
stitutions head teachers in Poland. The 
main objective of this article is the pres-
entation of the empowerment process in 
schools in view of management scienc-
es. The issues concerning empowerment 
discussed in this article lead to a conclu-
sion that school head teachers’ activities 
within the scope of the examined compe-
tence are consistent with its understand-
ing in the field of management sciences.

Keywords: school head teacher, learn-
ing, empowerment



their activities related to the determina-
tion of their objectives. Applying some 
average statistical values to schools can 
actually lead to a situation in which these 
values will diverge from the objectives of 
a particular organization. Deciding what 
characterizes a good school is incorrect 
if the school’s autonomy is limited to 
making decisions concerning its mission, 
vision and objectives (Dalin, Rollf, Bu-
chen, 1998). The school autonomy mod-
els discussed in literature on educational 
management are based on an assumption 
that it is the state that determines a set 
of skills expected from pupils, often re-
ferred to as educational standards, which 
have to be met by schools. Educational 
standards are the effect of a compromise 
between the schools’ possibilities and 
the society’s expectations towards them. 
Hence, in all educational discussions the 
problem of the schools’ accountability to 
the state and its citizens becomes a key 
issue. Accountability is strictly connected 
with transparency as well. This catego-
ry means that it is legitimized by open-
ness. Since schools operate in the inter-
est of all citizens, then the transparency 
of their activities should be self-evident. 
Considering another perspective of trans-
parency, one cannot forget about making 
decisions in accordance with the effective 
law, so that there is no uncertainty with 
respect to their compliance with the so-
cial objectives. The acceptance of a spe-
cific set of tasks and objectives by every 
school, being a condition of its autonomy, 
brings about further implications, includ-

ing those related to the acceptance of a 
specific leadership vision by the school.

Freedom and autonomy

The acceptance of a specific leadership 
vision by a school entails a discussion on 
the relations between the previously men-
tioned school autonomy and freedom. 
Polish schools have autonomy in many 
areas of their activity, which is proved 
by international studies on various edu-
cational systems (Eurydice, 2008; 2009). 
The studies lead us to a conclusion that 
in those countries in which schools have 
greater autonomy with respect to what and 
how to teach and how to evaluate pupils, 
pupils achieve better results. Full school 
autonomy means making decisions in ac-
cordance with the law or general regula-
tions concerning education, without the 
participation of any external institutions 
(even if the school has to contact a higher 
authority). In the area of teaching, Pol-
ish schools may, inter alia, decide freely 
about the choice of teaching methods, 
the internal regulations concerning pu-
pil evaluation, and to develop their own 
teaching curricula based on the effective 
core curriculum. Head teachers have full 
autonomy with respect to the employment 
and dismissal of both the teaching and 
non-teaching staff. Decisions concerning 
the school budget made by schools need 
to be approved by the local government 
authorities; some local governments give 
school head teachers autonomy in ad-
ministering the funds obtained as a re-
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sult of leasing classes and other school 
rooms. In the above mentioned report, 
these decisions have been referred to as 
limited autonomy. Freedom in these are-
as means making decisions which serve 
the implementation of the central process 
in schools, i.e. learning and teaching. 

In his studies on educational leader-
ship in Polish schools, Mazurkiewicz 
writes about limitation of freedom, and 
consequently, about depriving schools 
of their autonomy. He claims that edu-
cational leaders are initiators and vision-
aries only in theory, whereas in practice 
they are controllers of teachers and or-
ganizers of the school infrastructure im-
provement, who are merely responsible 
for safety, but not for the pupils’ intellec-
tual development (Mazurkiewicz, 2012). 
The dissonance between autonomy and 
freedom will be smaller if the following 
principles are taken into consideration:

- the head teacher alone is fully re-
sponsible for the effective functioning of 
the organization and the continuous de-
velopment and improvement of the quali-
ty of school work, 

- accountability is the head teacher’s 
obligation; he/she is responsible for the 
level of task accomplishment in the or-
ganization and suffers the consequences 
of any failures and inappropriate devel-
opment, 

- the person who is accountable has to 
be equipped with decision-making com-
petencies, as one can only be accountable 
for things which one can make decisions 
about, 

- in successful management, the ac-
countable persons should be transparent 
in their actions and able to empower other 
organization members and involve them 
in the decision-making process.

The last principle seems to be one 
of the dominant principles of an educa-
tional leader. In educational leadership, 
a set of specific key competencies nec-
essary for the accomplishment of every 
school’s objectives is a condition for the 
effective learning and teaching process 
organization. These competencies com-
prise, inter alia, strategic thinking and 
coping in critical situations. Empower-
ment is another significant competence.

The scope of head teachers’ empower-
ment

The empowerment process has been 
described in many works in the field of 
management sciences. Empowerment 
means giving certain decision-mak-
ing powers along with responsibility 
for these decisions to lower managerial 
personnel; its essence should usually be 
sought for in specialization (Niemczyk, 
2000). This definition is to some extent 
paradoxical, since a head teacher is re-
sponsible for the school’s functioning as 
long as he/she is a head teacher and he/
she cannot be exempt from this respon-
sibility. Another problem with empow-
erment is the fact that a head teacher 
empowering others actually maintains 
what he/she would like to give (responsi-
bility), and gives what he/she would like 
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to maintain, i.e. some of his/her powers.
The research carried out in 2013 by 

the Centre for Education Development 
in Warsaw in a group of 2824 school and 
educational institutions head teachers im-
plies another definition in which empha-
sis is put on sharing responsibilities that 
head teachers do not necessarily have to 
perform in person. It seems that in the 
case of school head teachers it means a 
specification of the method of sharing 
responsibility or delegation of a part of 
one’s workload (Leana, 1986), which can 
be proved by the respondents’ statements:

- “Empowerment (author’s note) is dele-
gating one’s powers to other people, making 
them responsible for certain tasks and free-
dom of action;”

- “I understand this competence as del-
egating matters to other people. Delegating 
matters to deputy head teachers and other 
teachers.”

An important aspect of empowerment 
is the specification of the scope of tasks 
which can be delegated to other employ-
ees. Typologies of head teacher functions 
defining so-called organic functions in 
which head teachers’ tasks assigned only 
to this position are described may be a 
key to the specification of the scope of 
delegated tasks, but each time the tasks 
have to be adjusted to the specific con-
ditions of schools’ functioning, the pu-
pils’, their parents’ and the employees’ 
needs. P. F. Drucker presented an inter-

esting typology of managerial functions. 
He divided the job of the manager into 
several basic tasks (Drucker, 1994):

- setting objectives,
- organizing work and structures and 

selecting people to accomplish the tasks 
that need to be done,

- motivating and communicating,
- measuring (establishing appropriate 

targets and yardsticks, and analysing per-
formance),

- developing people.
The acceptance of this typology does 

not mean that a head teacher is to im-
plement these tasks on his/her own. It is 
rather an indication of tasks which can 
become a yardstick of a head teacher’s 
organizational effectiveness. Organizing 
teachers’ work in a network structure will 
have a larger impact on the organization-
al effectiveness than determining the time 
of a school assembly by a head teacher. It 
seems that the type of tasks delegated to 
other employees can be one of the crite-
ria of selecting tasks to be delegated by a 
head teacher. The freedom of action men-
tioned earlier by one of the respondents 
may be limited exclusively to determin-
ing the time of meetings with parents, but 
it may also be a possibility to administer 
funds for the purchase of teaching aids. 
A head teacher making a decision con-
cerning empowerment should be able to 
determine the importance of matters to 
be dealt with by him/herself; should an 
educational leader spend more time on 
matters related to the vision of the school 
development or will it be better if he/she 
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is more preoccupied with the colour of 
the maths lab walls? Making decisions 
concerning empowerment it is also im-
portant to determine the significance of 
the matters controlled by a head teacher 
in person. This is where a dilemma con-
cerning the necessity of checking the 
cleanness of blackboards in classes may 
appear, whereas the level of the teach-
ers’ knowledge of modern learning tech-
niques takes much more time. Making a 
decision concerning delegating a task to 
other employees also requires concentra-
tion on strategic matters important in the 
perspective of learning and teaching re-
lated processes. The following examples 
present the practical application of the 
above mentioned principles and illustrate 
the respondents’ statements proving that 
head teachers delegate their employees to 
particular tasks or use their support in es-
tablishing task teams:

- “For instance, empowering a teacher to 
organize an event at school. One has to know 
who to empower, how it should be done, and 
how to organize it well.”

- “Sharing responsibilities at a higher 
level - I deal with more strategic manage-
ment, whereas the deputy head teacher and 
the school educationalist - with current is-
sues. The educationalist is responsible for 
upbringing, the deputy head teacher - for di-
dactic matters, as I would not be able to deal 
with it,”

- “Establishing task teams in schools 

which take on some of the head teacher’s re-
sponsibility.”

- “For instance, establishing teacher 
teams and showing them the way: that they 
have to mind the deadlines, prepare curricu-
la, get familiar with the core curriculum and 
the regulations.” 

Empowerment in quantitative research

The above mentioned research showed 
that 96.4% of the respondents consid-
ered the competence of empowerment 
to be significant and as many as 64.6% 
of those - very significant. A detailed 
study of correlations between the demo-
graphic variables also proved that a head 
teacher’s age and tenure are not statisti-
cally significant. Statistically significant 
differences were observed with respect 
to the institution’s location and the re-
spondents’ sex. Women tended to eval-
uate the competence higher than men. 

As many as 84.2% of the respondents 
claimed to possess this competence, of 
which 43.5% claimed not to have any 
problems with making use of it. 7.5% of 
the respondents claimed that they did not 
have the competence to empower others. 
Statistically significant differences were 
observed in the respondents’ statements 
with respect to the institution’s location 
- the smaller the place, the lower the per-
centage value was (86.4% of the respond-
ents from large towns claimed to have the 
competence, and respectively, 80.2% of 
the respondents from smaller towns). The 
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older the respondents, the more of them 
claim to have the competence of em-
powerment – in the group of respondents 
aged 60 and more 90.7% of head teachers 
claim to have it, while in the group of re-
spondents aged up to 36 it is only 75.6% 
of head teachers who claim to have it. 
The respondents’ seniority also influenc-
es their possession of the competence; the 
largest percentage of the respondents who 
claim to have the competence – 88.1% – 
is in the group of persons with 11-15 years 
of tenure. The shorter the tenure, the low-
er the level of possessing the competence; 
78.1% of those below 5 years of tenure 
claim to have the competence. The only 
exception, just like in the case of age, 
is the oldest group of respondents with 
the longest tenure (more than 15 years); 
87.6% of the respondents in this group de-
clared the possession of the competence. 

The advantages and barriers of empow-
erment in the development of a school

It should be noted that interviews 
conducted within the research with a 
group of 170 school and educational in-
stitutions head teachers proved that apart 
from risk management empowerment is 
the most frequently indicated weakness 
of head teachers (28 out of the total of 
35 head teachers described this compe-
tence as their weakness). The main ad-
vantages perceived by the respondents 
in empowerment are connected with 
relieving them from excessive duties 
and a positive influence on the quali-

ty of work and their mental comfort:

- “The final responsibility is always the 
head teacher’s responsibility, but empower-
ment allows me to take a breather;”

- “Had it not been for empowerment, a 
head teacher would not be able to manage 
the school on his own. It is necessary to share 
responsibilities with other co-workers.” 

 
 Head teachers emphasize their 

considerable responsibility for the func-
tioning of the organization, but they can 
also see an opportunity to be released 
from dealing with current matters and 
operational activities which are of less-
er importance for the organization’s 
success. In accordance with literature 
on the subject, a manager (head teach-
er) should focus on key issues and be 
active in those areas of the school’s op-
eration which have a decisive impact 
on its success or failure (Koźmiński, 
Piotrowski, 2004). Such key issues 
comprise, for instance (Otręba, 2012):

- specifying the school’s developmen-
tal objectives and strategies,

- developing and improving the 
school’s structure,

- planning objectives and funds re-
quired for their achievement,

- planning and implementing organi-
zational changes in schools,

- planning educational changes (as a 
reaction to external examination results),

- initiating activities aiming at team 
integration and improvement of its work,
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- undertaking activities aiming at team 
problem solving.

 The positive aspect of empower-
ment is not only connected with the head 
teacher; the respondents can also discern 
the impact of the process on the function-
ing of the entire school - and thus empow-
erment contributes to the proper organi-
zation of work, increase of its quality and 
the accomplishment of the organization’s 
objectives. The following statements can 
prove the above mentioned advantages:

- “The fewer tasks I delegate, the less time 
I have to manage [the school]”

- “It is important, because it improves and 
increases work quality.”

Empowerment is also seen as a process 
motivating employees to work and it may 
increase their effectiveness, which con-
sequently increases their potential. This 
also increases the teachers’ identification 
with the school’s objectives by develop-
ing and enhancing their sense of responsi-
bility. This type of thinking is close to the 
abovementioned concept of educational 
leadership, the key element of which is 
the participation of every member of an 
organization in leadership; by means of 
various interactions they all contribute to 
the organization’s development (Dorczak, 
2013). The following statements illus-
trate these aspects of empowerment:

- “It is important, because empowering 
others one makes them feel responsible for 

the organization and the school;”

- “It is a form of team mobilization, since 
when people are personally involved in some-
thing and have a sense of influencing some-
thing, they become even more involved.”

 
Empowerment can also be treated as 

a method of training and motivating em-
ployees, or a method of employee com-
petence development. Adopting such a 
method of motivating employees is ad-
vantageous for an organization, since 
it does not necessitate involving exter-
nal resources, it allows for continuous 
training without infringing the existing 
organizational bonds. In this sense, em-
powerment can be a significant element 
of the organization’s learning process. 
In order to make empowerment an ef-
fective training tool several conditions 
have to be fulfilled (Supernat, 2003):

- teachers should be aware of their in-
dividual roles in the entire school organ-
ization and the training has to be orient-
ed towards the achievement of a specific 
objective of which both the head teach-
er and the teachers are well aware of,

- in order to achieve the expected ef-
fects of empowerment the relation be-
tween the head teacher and the other 
teachers has to be based on trust; since 
a possibility of making decisions is del-
egated, teachers should be given full 
power, with an assumption that teachers 
will make use of their knowledge and 
skills in order to achieve the best results,

- school head teachers should be aware 
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that good results are not achieved immedi-
ately; this means that teachers may tackle a 
task several times, and head teachers may, 
if required, play the role of consultants – 
it is important to observe the employees 
who should be able to admit having made 
a mistake and to openly talk about their 
needs related to the task implementation,

- when a task is accomplished, the level 
of its accomplishment should be assessed; 
teachers should have such a possibility.

 The abovementioned con-
ditions have been confirmed in the 
head teachers’ statements as well:

- “Trust and reliability are important in 
empowerment;” 

- “It means that a head teacher does not 
have to do everything by himself/herself, that 
he/she can easily empower other teachers, 
employees, in particular when he/she feels 
that an employee is well prepared for work.”

According to head teachers, making 
a decision concerning empowering other 
employees it is important to trust the team 
members and to be convinced that they 
are ready to take up these tasks. Fulfilling 
these conditions may also be considered to 
be the execution of a head teacher’s func-
tions related to his/her supervisory rights. 
They offer an opportunity to assess the 
employees’ competencies and their level 
of involvement in the task accomplish-
ment. It is also an opportunity to assess 
the teachers’ readiness and potential to 
learn. The acceptance of these conditions 

gives employees a sense of decision-mak-
ing responsibility and simultaneously al-
lows them to develop their independence. 

The barriers in the practical appli-
cation of the competence of empower-
ment most often result from the head 
teachers’ inability to empower teach-
ers – lack of trust is frequently in-
dicated as a source of this inability:

- “I have difficulties with empowerment 
and with trust to people performing their 
tasks.”

- “This is my weakness, (...) first of all, 
nobody can do it as good as I can, secondly, 
it seems that everybody is always busy, and 
then there comes frustration and fatigue.”

- “I think that if I have to explain my vi-
sion to someone, how to do it, I do not know 
whether this person will understand what I 
mean.”

 It should also be emphasised that 
a head teacher’s sense of responsibility 
for all activities in the school organiza-
tion is of considerable importance in his/
her making a decision concerning the 
independent implementation of a par-
ticular task. Head teachers do not dele-
gate certain tasks because they are afraid 
that a teacher may perform them slower, 
or he/she is not interested in perform-
ing the task at all, or he/she already has 
too many tasks assigned (Otręba, 2012). 
Consequently, head teachers perform all 
duties on their own. This approach gives 
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the head teachers a sense of control over 
the quality of the task implementation: 

- “It ensues from the fact that I do not 
have good managerial staff. Now I have al-
ready trained them, and there will be person-
nel changes. They are not utterly bad people, 
but I am not fully satisfied with their work. I 
have taken over the majority of duties.”

Some of the head teachers would 
need legal regulations in order to make 
decisions concerning empowerment: 

- “The greatest problem is that despite 
the fact that head teachers can empower oth-
ers, there is nothing about it in the law, and 
it is the head teacher who is responsible for 
everything, so what if I empower someone, 
and then I have to go to prison, for instance, 
because something has not been done, even 
though I have not been present, as I also have 
the right to take a holiday leave.”

The difficulty in delegating tasks 
results not only from the head teach-
ers’ attitudes, but as it has already been 
mentioned, also from co-workers’ at-
titudes, if they are unwilling to accept 
the head teacher’s tasks. The follow-
ing examples illustrate this problem:

- “My teachers do know that I am very busy, 
and yet they come to me with every problem;”

- “A teacher can say that he/she works 
for a certain remuneration, and if a head 
teacher asks him/her to take over one of his/

her functions, he/she may refuse to do it.”

Conclusion

The relations between freedom and 
autonomy discussed in the first part of the 
article may be significantly developed by 
head teachers. A lot depends on their per-
sonality traits which turned out to be an 
important variable in making decisions 
concerning empowerment. Limitation of 
freedom, and consequently, of the auton-
omy of the entire organization, is also the 
result of the head teacher’s organizational 
skills. The attitudes, standards and values 
of all employees are also important in de-
fining the role of the process in the organ-
izational development of schools. Conse-
quently, empowerment becomes one of 
the key competencies of the entire school 
organization. The condition of learning is 
an organization’s readiness to adapt to the 
changing surroundings as well as effec-
tive communicating inside the organiza-
tion. Empowerment opens a space for de-
veloping relations based on mutual trust. 
Mutual learning also means respecting the 
right to make mistakes. A head teacher’s 
reaction to the employees’ mistakes can-
not be withdrawal from empowerment. 
It is better if empowerment becomes an 
instrument of motivating employees than 
only a result of the head teacher’s think-
ing of his/her full responsibility for all 
the activities of the school organization. 

The research results have showed 
mental models related to the comprehen-
sion of empowerment similar to those 
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presented in the theory of management 
sciences. These results have proved that 
there is a considerable need of improving 
the managerial skills in this respect; the 
emphasis put on the significance of the 
competence is also a proof that empow-
erment is perceived as one of the most 
important competencies of head teachers.
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Introduction 

A cooperation and self-education 
network as well as educational leader-
ship are relatively new terms in the Pol-
ish educational system, only becoming 
generally accepted. Each of them is a 
central category of a separate nation-
al project implemented by a different 
team. Therefore, perhaps, it is possible 
to lose sight of the fact that these terms 
have a lot in common and that a suc-
cessful implementation of the former in 
the teacher training system might con-
siderably influence the effective intro-
duction of the latter in school practice.

I will attempt to depict here what 

links these terms. And although inevi-
tably I have to refer to the substantive 
content and organizational solutions of 
the abovementioned projects, my delib-
erations will be focused on the values 
underlying both the networks and ed-
ucational leadership. Therefore, I will 
base my deliberations on an axiological 
ground, since this is where I can find 
the most similarities between the terms. 
The objective of this article is to present 
them and to make both the project exec-
utors and its beneficiaries aware of them

A characteristic of projects introducing 
educational networks and leadership 
into the Polish educational system

In the recent several years, many na-
tional projects have been implemented in 
the Polish educational system due to the 



financial support of the European Union. I 
will refer to two of them in my paper, i.e.:

a) the project entitled: “Teach-
er training system based on a generally 
available comprehensive school support,” 
hereinafter referred to as the “Teacher 
Training System …” 1;

b) the project entitled: “Leader-
ship and management in education – the 
preparation and implementation of a de-
velopment and improvement system for 
head teachers,” hereinafter referred to as 
“Leadership and management in educa-
tion …” 2

Within the “Teacher Training System 
...” project, two new forms of teachers’ 
professional qualification improvement 
are being implemented, which are orient-
ed towards the entire school development 
more than the individuals’ development. 
These forms are “support” and “cooper-
ation and self-education networks”. As 
of 1 January 2016, they will be includ-
ed in the set of obligatory forms offered 
by teacher training institutions, psy-
chological and pedagogical counselling 
institutions and pedagogical libraries.

The “support” activities have been 
regulated by the law and they consist in:

• offering assistance of relevant em-
ployees of the above mentioned institu-
tions in conducting a needs diagnosis in 

schools,
• specifying the methods of meeting 

those needs,
• planning tailored support forms,
• supporting the plan implementation,
• cooperating in the effect evaluation 

and development of conclusions for the 
future3.

The legal regulations do not provide 
much information concerning cooper-
ation and self-education networks. The 
above mentioned institutions have been 
obliged to organize and run such net-
works. Their participants are teachers 
employed at various positions, including 
head teachers, and representing all types 
of educational institutions. The networks’ 
objective is the improvement of the 
school’s (institution’s) work quality, in 
particular through the exchange of expe-
riences between teachers4. 

The “Leadership and management in 
education …” project, on the other hand, 
is oriented towards the education of head 
teacher candidates and the training of both 
beginners and experienced school, kin-
dergarten and educational institution head 
teachers. Its objective is the enhancement 
of leadership and management. The im-
plementation of the objectives comprises 
the following activities:

• conducting a diagnosis in two areas: 
a) the school and institution head teach-
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ers’ competencies, b) the effectiveness of 
the current educational forms and the im-
provement of the head teachers’ profes-
sional qualifications;

• preparing training materials ad-
dressed to the three groups of educational 
managing personnel on the basis of the 
diagnosis;

• testing the materials;
• developing three models: 
1) a model of head teacher candidates 

training, 
2) a model of support for beginners, 
3) a model of experienced head teach-

ers training.

The training materials developed in the 
course of the project comprise the follow-
ing leadership and management areas:

• leadership in a school/institution
• educational quality management,
• educational policy – a head teacher 

as a leader in the community,
• human resources management,
• strategic management in the social, 

legal and economic context,
• management of one’s own profes-

sional development,
• leadership in practice – case studies

Both of the projects are current-
ly in the final piloting stage. At-
tempts are being made to obtain ad-
ditional funds to continue them.

Networks and educational leadership – 
the related issues

The related issues of both these projects 
can be analysed from various points of view:

a) organizational – both of the pro-
jects have successfully completed the 
initiation stage. At present, the project 
executors face challenges related to the 
implementation and consolidation of 
changes brought about by the projects.

b) substantive – both of the pro-
jects are oriented towards the improve-
ment of teachers’ professional qual-
ifications (a head teacher is by law a 
teacher performing managerial functions), 
although in various scopes and forms.

c) axiological – referring to the 
values promoted by the projects. They 
have only been described in the “Lead-
ership and management in education 
…” project, in a separate publication 
entitled: Educational values determin-
ing the learning process effects and the 
form of the educational leadership.5  

Whereas it is evident that the organ-
izational and substantive issues are re-
lated, those referring to values remain 
assumptive, even more so because in 
the “Teacher Training System ...” pro-
ject these values have not been ar-
ticulated. The values included in the 
“Leadership and management in edu-
cation …” project are the following:

1. Freedom
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2. Equality and social justice
3. Respect
4. Trust
5. Responsibility
6. Courage
7. Honesty
8. Development and learning
9. Open-mindedness
10. Dialogue
11. Service-mindedness
12. Participation
13. Diversity
14. Reliability
15. Reflectiveness
A closer analysis of the values influ-

encing the form of educational leadership 
leads to formulating a statement that co-
operation and self-education networks are 
carriers of identical values because the 
learning process is a fundamental process 
in both of the projects. Therefore, I think 
it is first of all necessary for a head teach-
er or a candidate for this position to expe-
rience the abovementioned values by par-
ticipating in team learning in a network 
so that later they could implement them 
in school practice. With this assumption, 
participation in a network becomes some 
sort of an experimental ground in which 
the values, which usually flee as being pri-
vate and secret, are exposed, made legible 
and crystallized in action. Consequently, 
they can be gradually transformed into 
the head teacher’s personal experience – 
both organizational and educational one.

The head teacher’s personal ex-
periencing of the values due to par-
ticipation in a network facilitates:

• their crystallization in the roles 
played in schools,

• a reflection upon oneself as a role 
model for others promoting specific val-
ues,

• their reference to the conditions in 
the institution,

• the presentation of arguments in fa-
vour of those values to persons who do 
not perceive their importance in everyday 
work,

• a transposition of the values to spe-
cific pedagogical and organizational ac-
tivities,

• making relevant entries in school 
documents such as a statute, a concept of 
the school, an educational programme, a 
prevention programme, etc., and thus, in-
stitutionalizing the values.

In the so-called traditional forms of 
head teacher training, such as courses and 
conferences, their participants can be-
come aware of the values and acquire the-
oretical knowledge about them, including 
knowledge of how to implement them in 
the school life. Yet, these forms do not of-
fer a possibility of experiencing them per-
sonally by facing the practical activities 
in which they are manifested. This is due 
to the fact that courses and conferences: 

• are too short lasting,
• their schedules do not provide for a 

follow-up,
• their participants do not have any in-

fluence on the content, selection of meth-
ods and organization of classes,

• whole-class instruction is dominant;
• the participants are frequently ac-
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tivated by the lecturers, encouraged to 
take part in discussions and to reflect 
upon them, but it is all done in a manner 
planned in advance.

Therefore, I think that participation 
in a cooperation and self-education net-
work is an essential element of preparing 
candidates for head teachers as well as 
active head teachers to become educa-
tional leaders in schools. And it does not 
matter whether it is a network of teach-
ers, head teachers or schools, and what 
kind of problem it attempts to solve. 
What matters is what a head teacher 
candidate or an active head teacher can 
experience and consider in connection 
with their participation in a network.

Experiencing values by participating in 
networks

The values presented in the pre-
vious section can be grouped with 
respect to what they refer to, i.e.:

a) the functioning of a network as a 
whole (freedom, participation, responsi-
bility); 

b) the team learning process imple-
mented within the network (development 
and learning, reflectiveness, diversity, di-
alogue);

c) the social relations between the par-
ticipants (trust, reliability, respect, equal-
ity and social justice);

d) the individual participants’ behav-
iour (courage, honesty, open-mindedness, 
service-mindedness).

The values referring to the functioning of 
a network as a whole

Freedom comes first not without a 
reason. It is of special emotional impor-
tance for the citizens of a country like 
Poland. It is also the foundation of the 
networks’ functioning in two aspects:

• the organizational aspect – external-
ly, it is manifested in the fact that a) the 
establishment of a network does not re-
quire any legal actions; b) the networks 
operate outside the authorities’ control. 
Internally, it is manifested in self-organ-
ization.

• the educational aspect which refers to 
the self-regulated team learning process.

For those accustomed to living in a 
hierarchical society, and our society still 
is such a society, the abovementioned 
“amount” of freedom of action may be-
come – as Józef Tischner (1993) put it 
– “the unfortunate gift of freedom” that 
one does not know what to do with. And 
work in a network, due to the nature of 
this type of organization, actually forces 
one to make use of their freedom, e.g. ne-
cessitating the independent specification 
of a problem to be solved by the partic-
ipants, or making a decision concerning 
the team learning methods, task alloca-
tion, methods of communication, etc.

Making use of such a large scope of 
freedom may be difficult for those per-
sons who have always improved their 
professional qualifications participating 
in courses and conferences, i.e. forms 
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programmed by someone else from the 
start to the end. Hence, it is not astonish-
ing that the recently established networks 
resemble courses. Is this wrong? Accord-
ing to Pieter Leehneer, not necessarily.

…networks sometimes lose the nature 
of a learning community and resemble 
courses or projects. This is not wrong if it 
lasts for a short time. In certain situations, 
it may even turn out to be a necessary 
stage of network development. In the long 
term, one should provide for the proper 
nature of its activities. (Leehneer, 2013).

Therefore, participation is very im-
portant in networks, since it is through 
participation that the network participants 
can accomplish freedom individually and 
as a team.  Several active participants 
may indeed sustain the functioning of a 
network for some time, but is is insuf-
ficient for it to survive, and even more 
insufficient for the problem to be solved 
within the network. Therefore, right after 
establishing a network, the roles and tasks 
of particular participants are specified so 
that everyone has their tasks allocated. 
Thus, the practical implementation of one 
of the network’s principles of functioning 
becomes possible – one can take from 
others as much as one gives to others. 
Without organizational and educational 
participation of its members the network 
will die a natural death. This experience 
may also be valuable for school head 
teachers or candidates for this position.

Freedom of choice and participation in 

the network activities are connected with 
responsibility. It is not legal responsibili-
ty but moral one. The network participants 
are responsible for the atmosphere foster-
ing team learning and for its effects. At 
school, head teachers have numerous le-
gal forms they can use in order to exact the 
employees’ responsibility. In a network, 
they can learn the “soft” forms, such as 
conversation, persuasion, ostracism, etc.

The values referring to the team learning 
process

The promoters of development and 
learning in networks refer to the concept 
of constructivism in the psychology of 
learning in which the process is under-
stood as active constructing of knowl-
edge. Hence, the process participants are 
not treated as if they were jugs to be filled 
with knowledge, which is often the case in 
courses or conferences, but also in classes 
in school. If head teachers experience the 
reconstruction of possessed knowledge 
and the construction of newly acquired 
knowledge due to their participation in a 
network, then there is hope that they will 
be willing to transfer that to their schools 
and make the pupils active participants of 
classes, and then gradually depart from 
whole-class instruction. Furthermore, 
emphasis is placed on the collectivity of 
the learning process in networks – we 
learn with others and from others. Due 
to an intellectual confrontation with the 
other participants of the network, a head 
teacher or a head teacher candidate may 

49

Contemporary Educational Leadership Vol. 1, No 4/2014



check and develop the reconstructed and 
later the constructed notions and terms, 
as well as get feedback information.

This brings us to the remaining val-
ues – reflectiveness and diversity. When 
reflectiveness is mentioned, a concept of 
a reflective practitioner, Donald Schön, 
comes to mind; it is based on an assump-
tion that … the success of profession-
al activity does not depend so much on 
the ability to apply theoretical knowl-
edge in practice, as on the ability, both 
in the course of dealing with a particu-
lar case and after completing a certain 
stage of work, to have a specific type 
of reflection which he called “reflec-
tion-in-action” and “reflection-on-ac-
tion”, respectively (Liszka, 2013).

Networks are splendid places for “re-
flection-on-action”, reflection on specific 
behaviours or decisions made by a head 
teacher in school. And since this is done 
in a group of persons holding an identical 
position and hence dealing with similar 
problems, one can count on their under-
standing, empathy, suggestions and hints. 
Having experienced such reflections in a 
network, a head teacher as the head of a 
teachers’ board will be able to implement 
them in school as well. Meetings of the 
teachers’ board, subject teams, cross-cur-
ricular or task-oriented teams are a 
good place for “reflection-on-action”.

A network is also an excellent place 
to experience diversity in several as-
pects – a diversity of professional ex-
periences, learning styles, opportuni-
ties, views, etc. The diversity of views 

seems to be the most problematic. It is 
still perceived as a threat rather than a 
chance. And yet it is difficult not to agree 
with Peter Senge who claims that …

Collaboration does not mean that 
everyone has to agree with everyone or 
share the same views. On the contrary, 
the true meaning of perceiving others 
(…) is revealed when there are differenc-
es in views. It is easy to experience col-
laboration when everybody agrees with 
everybody. When there is a significant 
difference of opinions, however, it be-
comes much more difficult. But the bene-
fits are also much bigger. The best results 
are achieved when we accept the idea 
that opponents are simply colleagues 
with different views (Senge, 1998).

The results mentioned by P. Senge 
may be revealed when yet another value 
is exposed in the network, i.e. dialogue. 
Senge distinguishes between dialogue 
and discussion as the ways of conducting 
a discourse.

In dialogue, a group analyses com-
plicated difficult problems from various 
viewpoints (ibid. p. 239). A discussion, 
according to him, is an exchange of opin-
ions, some sort of verbal “ping-pong” 
implying a winner-loser relation (ibid., p. 
238). In dialogue, according to P. Senge, 
there are no winners or losers.  In dia-
logue, people achieve the level of under-
standing problems which they simply can-
not achieve individually (ibid., p. 239).
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Values referring to social relations be-
tween network participants

The experience of authentic dialogue 
leading to the solution of a problem ana-
lysed by a network may encourage a head 
teacher to make it a modus operandi in 
situations of resolving school problems. 
For that to happen, though, trust in social 
relations is necessary. No wonder that P. 
Senge mentions trust when deliberating on 
dialogue. According to him, … A unique 
relationship develops among team mem-
bers who enter into dialogue regularly.  
They develop a deep trust … (ibid., p. 245).

Trust in social relations is still quite 
problematic for us. This is confirmed 
by Małgorzata Kamińska’s research on 
teachers’ social potential carried out in 
2011; she focused in particular on trust 
and reliability in it. For the purpose of 
the research, she considered the follow-
ing characteristics to be expressions of the 
values:  certainty, predictability, respon-
sibility, reliability, effectiveness, efficien-
cy, authenticity, security, experience and 
competencies (Kamińska, 2013, p. 100).  
Her research indicates that … “Trust 
and reliability have been given the least 
number of positive marks by the surveyed 
groups.” And she adds, the highest per-
centage of ambivalent marks (ibid., p. 103).

Networks are an excellent social com-
munity in which head teachers may devel-
op relations based on trust and reliability, 
also because they are small organizations. 
At present, the cooperation and self-ed-
ucation networks of teachers and head 

teachers usually consist of approximate-
ly 25 persons, and school networks – of 
several institutions. The development of 
the abovementioned values in a school 
community comprising several hundred 
persons or more is considerably more dif-
ficult. Participating in a network, a head 
teacher may observe that joint work and/
or learning develop trust, and thus peo-
ple get to know one another better and in 
time they become convinced that the oth-
er person behaves in accordance with the 
social standards effective in the group. 
Furthermore, the difficulties related to 
the development of social relations in 
schools based on trust and reliability may 
become a problem to be solved by a head 
teachers network – how to execute educa-
tional leadership so that people within the 
school community would trust one anoth-
er and were reliable towards one another?

Surely, this will also be fostered by 
respect for others, regardless of their po-
sition in school or role played by them 
therein. The problem is that sometimes 
there is no respect in the relations be-
tween the governing authority and the 
head teacher, and therefore the latter 
finds it difficult to show respect to oth-
ers. A cooperation and self-education 
network may in fact become an enclave 
in which no distinction is made between 
those at higher and lower positions, those 
with more and less experience, those 
working in “good” and “worse” schools, 
those with better or worse local connec-
tions, and in which nobody is ostracised 
for some reasons.  A network is a learn-
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ers’ community in which everyone is 
by definition appreciated and accepted.

Consequently, there is equality and 
social justice which can be experienced 
due to the partner relations in a network. 
A network is an organization without hi-
erarchy, without a permanent managerial 
group, in which certain roles are played 
or tasks are implemented in a rotational 
manner. In such conditions, equal treat-
ment of participants and attention paid 
to the common good, i.e. welfare, be-
come daily practice. Gaining such ex-
perience in a network, a head teacher 
will find it easier to create similar con-
ditions in school, with respect to pupils, 
teachers, non-teaching staff and parents.

The values referring to the network par-
ticipants’ behaviour

Honesty can be analysed in two aspects 
in this context: the personal and social 
one. In the former, honesty means being 
righteous, reliable, diligent in implement-
ing tasks entrusted to one in a network. 
In the latter, it means opposing other peo-
ple’s dishonesty, e.g. making use of other 
people’s solutions, materials, ideas and at-
tributing them to oneself. This inevitably 
links honesty with another value – cour-
age. It takes a lot of courage not to yield to 
one’s own temptations of “taking a short 
cut” and to other people’s pressure, or to 
tell someone something straight from the 
shoulder. Network participants find it eas-
ier than head teachers, since they will not 
be sanctioned for their courageous state-

ments, for instance, losing their position.
Service-mindedness in this context 

means serving others. Not without a rea-
son, Ryszard Stocki mentions this value 
in a sub-chapter entitled: “The character-
istics of real change leaders”. Head teach-
ers who want to play the role of change 
leaders implementing educational lead-
ership in schools should become people 
serving others. In his deliberations the 
above mentioned author claims that re-
alizing the value of service-mindedness 
is something like a psychological revo-
lution in the mind (Stocki, 2003, p. 23). 
And he continues: …Modern business 
gives us more and more examples that ac-
cepting a service-minded perspective has 
not only an ethical dimension but also 
entails economic success (ibid., p. 30). I 
think that this statement can well be used 
with reference to schools. Serving oth-
ers in a network - offering advice, sup-
port, sharing experience and knowledge 
– may make it easier for a head teacher 
to get rid of domineering behaviours and 
to create their own model of education-
al leadership in school based on service 
to others. For that, however, one has to 
be open to changes, in particular per-
sonal changes, including changes in the 
method of professional qualifications 
improvement. One has to move from 
passive participation in training forms 
offered by someone else to active devel-
opment of oneself, and to join an already 
existing network or establish a new one.

The abovementioned values are fre-
quently verbalized in networks in the 
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form of a mission or joint operation 
principles, sometimes referred to as a 
contract. An example of such verbal-
ized values may be the mission, objec-
tives and guidelines to joint work pre-
sented by the members of the European 
Network for Improving Research and 
Development in Educational Manage-
ment and Leadership (ENIRDELM).
(Elsner, 2013) They show head teachers 
how to speak of values in school docu-
ments in a manner free of generalizations.

Conclusion

In her work entitled: “Values and 
Leadership” Anne Gold states that It is 
difficult to write about values in a way 
that sets out alternative and choices be-
cause when writing I am so affected by 
what I believe is the right way to be. I 
find it almost impossible to be non-judge-
mental, because my values even inform 
the choices I made about what to in-
clude and use in this publication and 
what to leave out (Gold, 2004, p.23).

In my case, not only my personal 
beliefs but also 24 years of experience 
gained through participation in the works 
and team learning in ENIRDELM have 
an influence on the discussion of values 
in this article. It was easier for me as a 
head teacher of a teacher training insti-
tution to implement the values that I had 
first experienced, felt and thought over 
in the organization. I had simply prac-
tised them before. That is why writing 
these words I would like to encourage 

head teacher candidates and active head 
teachers to take this way, already tested 
by me – from participation in a network 
to educational leadership in schools, kin-
dergartens, educational institutions – al-
though, I am aware that this is the prop-
er way to choose only in those countries 
in which such networks are novelties.
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Abstract

Measuring Educational Value Add-
ed has had almost ten years of history 
in Poland. Examination results in low-
er secondary schools have been analyz-
ed in a sample Polish city (Warsaw), 
but interpreted in the context of the 
city’s districts, taking into account the 
above average results of lower second-
ary school graduates. At the same time, 
the attempt to measure economic effec-
tiveness in the areas tested in final ex-
aminations in correlation with public 
expenditure proved once more that in a lin-
ear sense such correlation does not exist.

Keywords: educational value added, 
school results, school effectiveness 

Introduction 

Extended research on Educational Val-
ue Added (EVA, Polish: EWD) has been 
carried out within the research project 
on Educational Value Added estimation 
methodology development. It is worth 
considering what kind of analyses, not 
only in local authority units, the results 
of external examinations in the context of 
EVA can be used for. Educational Lead-
ership is a vision for education in the per-
spective of the future, which should build 
on the knowledge learned, resulting from 
past experiences. To be able to identify 
objectives and directions of development 
one must be able to draw conclusions 
from analysis and research. An exam-
ple of this analysis is that development.

The International Standard Classifica-
tion of Education (ISCED)1, introduced 
by UNESCO in 1997, places both Pol-

Educational Value Added in lower secondary schools 

in Warsaw.    

Antoni Józef Jeżowski
Higher Vocational School in Głogów, Poland



ish lower secondary schools and general 
secondary schools in the category of sec-
ondary schools, where lower secondary 
schools are marked ISCED-2, and general 
secondary schools – ISCED-32. They are 
similarly categorized by the Polish Classi-
fication of Education Act3, and, in particu-
lar, annex 4 to the general education core 
curriculum ordinance1  that treats lower 
secondary schools and general secondary 
schools that end in secondary school fi-
nal examinations (Matura) as the 3rd and 
4th level of general education (where pri-
mary school represents levels 1 and 2).

In the context of 2011 and 2012, fi-
nal examinations in the abovementioned 
types of schools underwent minor mod-
ifications, which influenced the manner 
and range of their public presentation. In 
lower secondary schools, the final exam-
ination comprised two parts in 2011: (1) 
humanities and (2) mathematics and sci-
ence. A foreign language part was also in-
troduced as a pilot program. At the same 
time, examination results were published 
for the two obligatory parts. In 2012 the 
exam comprised five parts: Polish lan-
guage, other humanities, mathematics, 
science and a foreign language. The pres-
entation of results was analogous to the 
previous year, enabling their comparison 
with past results. At the same time, in 
general secondary schools the scope of 
examinations in the obligatory part did 
not change, but the way of presenting the 

results was modified. In 2011, combined 
results for humanities and science were 
presented, and mathematics results were 
displayed separately. In most cases the 
results for science and mathematics were 
only slightly different. One of the possible 
conclusions was that knowing mathemat-
ics determines the results for other sub-
jects in the group. In the following year, 
apart from the charts presented a year be-
fore, results for the Polish language exam-
ination were presented. Significant corre-
lations between the results for this subject 
and other humanities were observed. 

As the EVA value is connected with 
examination results of a given school in 
proportion to the country’s average score, 
the school’s achievements are presented 
on a correlation chart. Executive bodies 
of local authority units are obliged by the 
Polish Education System Act5 to provide 
annual reports on the achievement of ed-
ucational goals of a given unit in the pre-
vious school year, including test and ex-
amination results, to the decision-making 
body. Using data on the results of low-
er secondary school final examinations 
in Warsaw, which is available online, 
may exemplify the way of aggregating 
such results. Warsaw is a municipali-
ty on powiat (an administration unit of 
higher rank) rights, thus both types of 
schools are found there. What is more, 
the city had a two-degree organization, 
which makes data aggregation easier.

  1 www.uis.unesco.org/Education/Pages/international-standard-classifica-tion-of-education.aspx
  2 www.uis.unesco.org/Education/ISCEDMappings/Pages/default.aspx
  3 Rozporządzenie Rady Ministrów z 6.05.2003 r. w sprawie Polskiej Klasyfikacji Edukacji – Dz. U. Nr 98 poz. 895
 4 Rozporządzeniu Ministra Edukacji Narodowej z 23.12.2008 r. w sprawie podstawy programowej wychowania 
przedszkolnego oraz kształcenia ogólnego w poszczególnych typach szkół – Dz. U. z 2009 r. Nr 4, poz. 17
  5 art. 5a ust. 4 ustawy z 7.09.1991 r. o systemie oświaty – Dz. U. z 2004 r. Nr 256, poz. 2571 ze zm.
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The chart that we are going to use in 
the following analysis spreads along two 
axes: vertical (y), which illustrates EVA 
results, where the average result in Poland 
is 0, and this is where it intersects with the 
horizontal axis (x), on which results of 
students from a given population (com-
munity, school, class, etc.) are marked 
with points as a percentage of average 
scores for the country. Thus, the point 
of intersection with the y axis is 100%. 
It has been assumed by convention that 
the scores situating the population near 
the point of intersection represent neu-
tral schools that have average results in 
the context of the country. The schools in 
the 1st quarter are success schools: their 
results are better than the country average 
and EVA is also above-average. It is in-
fluenced by many environmental factors, 
as well as those connected with students’ 
personalities (potential), but also with the 
quality of a school’s work (EVA). Schools 
whose results are found in the 2nd quarter 
are supporting schools: students’ poten-
tial is lower than the country’s average, 
but the school’s work is superb. The 3rd 
quarter represents schools that require 
help: students’ potential and EVA are be-
low the country’s average scores. Final-
ly, the 4th quarter represents the results 
of students with above-average potential 
but attending schools that work poorly – 
these are schools of unused opportunities.

It is worth making two assumptions 
beforehand: 

• EVA is not a legal measure and its 
results should not be treated as ultimate 
determinants; 

• Lower secondary school final exam-
ination results are cumulated for three 
years and general secondary school final 

examination results in 2011 only for two 
years because EVA had been monitored 
for only two years in those schools.

Lower secondary schools

The EVA team at the Central Exam-
ination Board considered over 35 000 
examination results from 194 schools in 
Warsaw. To start with, it is worth not-
ing the results of humanistic as well as 
mathematics and science parts in dif-
ferent districts and how they compare 
to country-wide results (see Figure 1). 
The charts below do not include dis-
trict names as their aim is to present the 
method and not to create local rankings.

The results are impressive, just like 
the year before. This time, apart from two 
results in the humanistic part and five in 
the mathematics and science part, all the 
results are noted in the right upper quar-
ter of the standard chart. So in the context 
of Warsaw’s districts, a vast majority of 
schools in the city are success schools: 
the students’ results range from 100% 
to more than 112% of average results in 
Poland and the Educational Value Add-
ed reaches up to 5.2 points. Let us also 
note the fact that the results from Warsaw 
form an educational ellipse. Of course, 
the analysis for individual districts could 
provide information on specific schools, 
but there are too many of them to present 
the city council with such detailed data.

As average results for individual 
communities, poviats and provinces are 
available online, it is worth using this 
data – or at least its select part – to cre-
ate reference points. Warsaw in this con-
text represents a poviat level. Average 
examination results for the humanistic 
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Figure 1. Results of both lower secondary school final examinations in 2009-2011 for  
                 districts of Warsaw

Source: the author’s own calculations based on http://gimnazjum.ewd.edu.pl/index.php

Figure 2. Results of the humanistic part of the lower secondary school final examination i 
                in 2009–2011 for districts of Warsaw

Source: the author’s own calculations based on http://gimnazjum.ewd.edu.pl/index.php



part are 108.0%; 2.8 points, and for the 
mathematics and sciences part 107.0 %; 
1.3 points. If we present the abovemen-
tioned results not on a reference frame 
for the whole country, but only for War-
saw, they will form a local picture of ex-
amination passing statistics and EVA in 
lower secondary schools in 2009–2011 
(I would like to point here to the el-
lipse-shaped distribution of the results).

The point of intersection of the two 
axes (see Figure 2)  shows the aver-
age scores for the city (108.0; 2.8). The 
chart resembles a standard chart for the 
whole country, where the axes intersect 
at the (100.0; 0.0) point. This time, in 
the scale of the city, we can see in which 
districts lower secondary schools get re-
sults higher than the average score for 
Warsaw and in which of them the scores 

are below-average, within which meas-
ure and on what level. In the context of 
the whole country all lower secondary 
schools cumulated into districts have 
proved successful. However, on a local 
scale the conclusion is not that obvious. 

The situation is similar in the case of 
the mathematics and science examina-
tion. The point in which the axes inter-
sect (see Figure 3)  shows the average 
scores for the whole city 107.0%; 1.3 
points. What is more, it can be observed 
here in which districts lower second-
ary schools achieved scores above or 
below the local average for Warsaw. 

The EVA team considered more than 35 
000 examination results from 191 schools 
in Warsaw in 2010-2012. It is worth no-
ticing how the scores for the humanistic 
as well as the mathematics and sciences 
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Figure 3. Results of the mathematics and science part of the lower secondary school  
                 final examination in 2009–2011 for districts of Warsaw

Source: the author’s own calculations based on http://gimnazjum.ewd.edu.pl/index.php



parts distributed in the context of individ-
ual districts in comparison with the re-
sults for the whole country (see Figure 4).

It is worth stating that the results are 
impressive. Apart from two scores from 
the mathematics and science part of the 
examination, all results are found in the 
upper right quarter of the standard chart. 
So in the context of Warsaw’s districts, 
all lower secondary schools in the city 
are success schools: students’ scores 
range from 100% to more than 113% 
of average country-wide scores and 
the Educational Value Added reaches 
up to 4.4 points. These results are com-
parable to the previous year’s scores. 

Local EVA reference points (for War-
saw) are 107.5%; 2.2 points for the hu-
manistic part and 106.8 %; 1.1 points 
for the mathematics and science part. If 

we present these results on a reference 
frame for Warsaw like we did last year, 
they will form a local, city picture of ex-
amination passing statistics and EVA in 
lower secondary schools in 2009–2011 
(once more, I would like to point to the 
ellipse-shaped distribution of scores).

The point in which the axes inter-
sect (see Figure 5) represents the aver-
age scores for the whole city (107.5; 2.2 
points). The chart resembles a standard 
chart for the whole country. Also this 
time, at the scale of the city we can ob-
serve in which districts lower second-
ary schools achieved results higher than 
the average for Warsaw, and in which 
of them the scores are below-average, 
within which measure and on what level. 

The situation is similar in the case 
of the mathematics and sciences part of 
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Figure 4. Results of both parts of the lower secondary school final examination in 2009– 
                2011 for districts of Warsaw

Source: the author’s own calculations based on http://gimnazjum.ewd.edu.pl/index.php



62

Vol. 1, No 4/2014Contemporary Educational Leadership

Figure 5. Results of the humanistic part of the lower secondary school final examination                
                in 2010-2012 for districts of Warsaw

Source: the author’s own calculations based on http://gimnazjum.ewd.edu.pl/index.php

Figure 6. Results of the mathematics and science part of the lower secondary school  
                 final examination in 2010–2012 for districts of Warsaw

Source: the author’s own calculations based on http://gimnazjum.ewd.edu.pl/index.php
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District Results of the lower second-
ary school final exam Educational Value Added

Humanistic 
part

Mathematics 
and science 

part

Humanistic 
part

Mathematics 
and science 

part

2011 2012 2011 2012 2011 2012 2011 2012

Bemowo 108,6 108,1 107,0 107,0 2,7 2,2 0,7 0,8

Białołęka 108,6 108,1 107,1 107,3 3,7 2,6 1,6 1,4

Bielany 108,1 107,3 107,7 106,9 3,2 2,4 2,1 1,5

Mokotów 108,4 106,9 105,7 104,9 3,3 2,2 0,1 -0,1

Ochota 109,7 108,8 108,9 109,2 2,8 1,8 1,9 1,6

Praga Południe 107,2 106,5 106,8 106,5 2,2 1,6 1,4 1,3

Praga Północ 103,1 102,2 101,2 100,1 2,4 1,6 0,3 -0,6
Rembertów 103,7 102,5 103,8 103,4 0,7 -0,1 0,8 0,5

Śródmieście 112,6 113,1 112,0 112,3 4,2 4,2 2,9 2,9

Targówek 103,3 103,7 102,2 102,3 1,0 0,9 -0,3 -0,7

Ursus 102,8 101,8 102,2 102,2 0,2 -0,7 -0,6 -0,6

Ursynów 109,9 109,3 109,3 109,3 3,4 2,6 1,8 1,4

Wawer 18,3 109,0 108,6 108,6 3,7 3,6 3,5 2,8

Wesoła 110,6 110,2 108,7 108,8 5,2 4,4 2,8 2,6

Wilanów 109,8 109,1 107,5 108,4 3,5 2,4 0,8 1,3

Włochy 107,5 108,4 107,8 109,0 1,8 1,7 1,6 2,1

Wola 104,4 103,7 103,4 102,4 1,3 1,2 0,0 -0,4

Żoliborz 111,3 110,8 109,8 109,9 3,7 3,2 1,9 2,0

Warszawa 108,0 107,5 107,0 106,8 2,8 2,2 1,3 1,1

Table 1. Comparison of lower secondary school final examination results in 2011-2012  
               in districts of Warsaw

Source: the author’s own calculations based on http://gimnazjum.ewd.edu.pl/index.php



the examination. The point of intersec-
tion of the axes (see Figure 6) shows 
the average results for the whole city, 
106.8%; 1.1 points. It is also visible 
here in which districts lower second-
ary schools achieved results higher than 
the average for Warsaw, and in which 
of them the scores are below-average.

A compilation of examination results 
for two years indicates two tendencies: 

1) the scores for Warsaw in 2012 
were lower than in the previous year, 
but it could result from the scale of dif-
ficulty of examination exercises, which 
are not yet standardized in Poland,

2) analyzing the results for indi-
vidual districts, even when taking into 
account the remarks in point 1 above, 
leads to a conclusion that in many cases 
the scores were better than in the pre-
vious year, which does not prove that 
generalizing is accurate in this case.

A meeting with lower second-
ary school representatives provided 
new data on the results of external ex-
aminations in Warsaw in 2011-2012

Conclusion

Due to a relatively low estimated in-
fluence of a school’s work on students’ 
examination results (about 20%), which 
has been confirmed by many researchers 
from countries other than Poland, we will 
try to establish whether this determinant 
can be noted in the case of schools in War-
saw. In order to avoid referring to specific 
amounts, but also to the cost of educating 
a student, because in Polish conditions, 
where teachers’ remuneration is centrally 
established, these are the values that most 
influence the cost of educating students in 
a school unit, the values of this measure in 
relation to the local average are presented 
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Figure 7. EVA in the context of the cost of educating a student in a lower secondary  
                 school unit in relation to the average cost in the city in 2008-2011

Source: the author’s own calculations based on http://gimnazjum.ewd.edu.pl/index.php  
              and data of the Department of Education, City Council of Warsaw



on the charts. The cost of the entire edu-
cational cycle, that is from 1 September 
2008 to 31 August 2011, was taken into 
account. As the results for the next cy-
cle are really similar, they were omitted.

As lower secondary schools in almost 
all districts of the city achieved average 
EVA higher than the country’s average, 
it is worth noticing that the difference 
within the expenditure on educational 
students in lower secondary school units 
was 20% for extreme values (almost one 
standard deviation). The schools were 
able to achieve EVA close to 2 points 
by investing between 93% and 111% of 
the city’s average expenditure on educa-
tion, which may raise a question wheth-
er public investment must be so diver-
gent in the face of such similar effects.

Such results do not justify too 
far-reaching conclusions about the in-
fluence of public expenditure on the ef-
fectiveness of education. The square of 
the Pearson correlation coefficient in 
the first case is R2=1.14, and in the sec-
ond example R2=0.11, which clearly in-
dicates that there is no linear correlation 
between the investigated qualities. Once 
again, it confirms the hypothesis that 
public expenditure does not translate di-
rectly into educational effectiveness. The 
example of Warsaw is clear evidence. 

Thus, although comparative analy-
sis of students’ educational results in the 
context of their potential as well as in re-
lation to the general potential of students 
in Poland, but also EVA in the context of 
country-wide EVA scores, may be an in-
centive to conclude about the quality of 
schools’ work within the areas subject 
to examination as well as the students’ 
educational activity, the attempt to draw 

organizational and economic conclusions 
from this analysis, in the context of public 
expenditure must still remain unsolved.
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Abstract

This paper describes and discusses 
the responses to questionnaires about the 
endorsement of different educational val-
ues from principals in nine diverse Eu-
ropean countries, as well as the US and 
Hong Kong. The results show that there 
is a spread of endorsement across all 
five codes, yet there is also a significant-
ly stronger endorsement for some codes 
than others. In addition, there is a strong 
degree of agreement between these prin-
cipals, and the educational values they 
perceive their governments to endorse. 
There is also a strong endorsement for 
environmental values, not only in theo-
ry but in practice, though the focus tends 
to be on pragmatic measures rather than 
more deep-seated, complex issues. The 
results suggest two overall conclusions. 

First, principals and their governments 
seem to share a belief in the need to ap-
preciate a variety of perspectives and ap-
proaches, and they both seem to see the 
school experience as one of preparing 
the student for future responsibilities – a 
task of ‘passing on the reins of respon-
sibility’, which necessarily requires an 
appreciation of a complex and ‘wicked’ 
reality. Yet, secondly, the results from 
the environmental responses suggests 
that neither the principals nor their gov-
ernments may fully recognize this com-
plexity, nor prepare their students for 
it. To create sustainable schools within 
sustainable societies and sustainable en-
vironments, it seems that a greater rec-
ognition of such complexity, and such 
‘wickedity’, and of how to deal with the 
challenges it presents, is then required.
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Introduction: 
A principal’s reality 

It seems almost a truism to say that 
the work of school principals is complex. 
They must respond to a large number of 
different constituencies, values and in-
terests – from the latest government leg-
islation and ‘advice’, through to local 
community emphases, and then to the 
concerns of individual teachers, parents 
and children. In addition, as Bottery et 
al. (2008) have shown in their work with 
principals in England and Hong Kong, be-
cause of the complexity of the interaction 
between different constituency demands, 
the context of such demands, and the per-
sonalities of the individuals facing them, 
the nature of such demands will vary 
from time period to time period, and may 
well be unpredictable or even controlla-
ble. Furthermore, as Fullan (1991) has 
argued, even if they perceive a particular 
course of action as intrinsically desirable, 
they may still not feel capable of pursuing 
it at a particular moment in time because 
of other priorities. This incommensura-
bility of demands and values from a com-
plex array of stakeholders then explains 
why Hoyle and Wallace(2006) argue that 
much of the principal’s life is suffused by 
paradox and irony. It also highlights the 
importance of Bore and Wright’s (2009) 
argument that governments often want to 
define issues as ‘tame’ – as being simple 

to understand and deal with. Such de-
sire is perhaps understandable, given the 
kinds of pressures to produce results that 
political systems demand of politicians. 
Yet, given the complex nature of the task 
of dealing with a complex array of such 
constituencies, Bore and Wright suggest 
that many if not most issues are actually 
‘wicked’ in character: they are not only 
difficult to frame, but also require some-
thing more complex than ‘tame’ strategies. 
Indeed, the improper adoption of tame 
framings and solutions is likely to lead 
to even more problematic outcomes. The 
role of the principal is then not a simple 
one, and understanding how they resolve 
such ‘wicked’ issues must be high on any 
attempt to accurately frame their reality.

Five educational codes

A crucial part of this reality necessarily 
involves the manner in which they bring 
to bear an array of personal educational 
values in their work. They could for in-
stance value the transmission of cultural 
values, the encouragement of individual 
student interest, the discussion of creat-
ing a ‘better’ society, the care of the en-
vironment, or the greater generation of 
national wealth. They may indeed val-
ue all of these, but how do they balance 
them out? This was the framing question 
for this study, for whilst our initial con-
cern was in understanding principals’ 
views on environmental issues, it was 
felt that a questionnaire which examined 
the perceptions of school leaders across a 
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range of educational values and priorities 
was more likely to elicit a more accurate 
position.  The questionnaire was then 
based on five different educational codes, 
derived largely from Bottery (1990).

A first is a Cultural Transmission 
Code which values knowledge perceived 
as part of a country’s cultural heritage. 
It tends to see students as passive im-
bibers of information, to be graded in 
their understanding and internalization 
of such knowledge. Teachers are seen 
as guardians and transmitters of appro-
priate values, and principals as hierar-
chical supervisors of those below them. 

A second code is Student-Centred 
which sees the curriculum as being based 
on each student’s experiences and in-
terests, each being active constructors 
of their own reality.  It sees education 
as the antithesis of transmission: teach-
ers here are facilitators and constructors 
of beneficial situations, but not trans-
mitters. Principals are similarly seen 
as  facilitators for such student interests. 

A third code is one of Social Recon-
struction, where schools are seen as es-
sentially concerned with pressing social 
issues, and where the curriculum takes a 
topic- or problem-based approach. Stu-
dents here are active and critical, and 
teachers are facilitators, constructors, 
and selectors of relevant problems, issues 
and materials, but also guardians of what 
is to be retained from the past. Princi-
pal similarly provide a context which is 
a mixture of democracy and guidance. 

A fourth code is a Gross Nation-

al Product Code which values an ed-
ucation promoting national economic 
growth. The student is trained to fit into 
this economic endeavour, and initiative 
and activity are encouraged when these 
dovetail with ultimate occupational des-
tinations. Teachers therefore are trainers, 
constructors, and transmitters, members 
of a hierarchy which begins at govern-
ment levels and proceeds through the 
Principal to the teacher and on to the stu-
dent, and which is underpinned by rele-
vance to prevailing economic demands. 

A final code is one of Environmental 
Sustainability (ENV) which recognises 
that the individual, social and econom-
ic activities of humanity are practised 
within an environment, with limited re-
source, and a limited ability to absorb the 
effects of such activities. There is then a 
need to ensure that this environment is 
not depleted and damaged. The students 
in this code need to be critical, engaged, 
and future-thinking, whilst the teachers 
need to be selectors of relevant issues, 
but also the facilitators of diverse view-
points, whilst Principals needs to per-
form a role of guidance and facilitation.

Constructing the questionnaire

As it was believed that these codes 
would only be fully operationalised when 
they addressed the requisite knowledge, 
skills and attitudes for each code, each of 
these were allotted three questions within 
the questionnaire.  This resulted in 5 codes 
x 3 core issues x 3 statements of skills, 
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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 
before answering purposefully.  This then 
formed the basis of the questionnaire.  

The respondents were then asked to 
read each statement and provide a score 
for each one using a scale from 1 (strong-
ly disagree) to 10 (strongly agree). How-
ever, it was also recognized that their 
answers to such statements might be in-
fluenced by at least three other factors:

a. The extent to which these were the 
principals’ personally held values;

b. The extent to which their govern-
ment promoted this particular area;

c. The extent to which a variety of 

forces – including government influence 
and personal values – might combine to 
produce a ‘composite score’.  

Given this possibility, the principals 
were asked to rate each statement on the ex-
tent to which they perceived each item to be:

a. reflected in their own values;
b. promoted by their government
c. emphasized in their practice

Results

The initial draft of the questionnaire 
was sent out to team leaders across Europe, 
the US, and Hong Kong, and were piloted 
in these countries. A variety of feedback 
was received, which led to adjustments in 
a number of questions. Data in this paper 
is then taken from the eleven countries 

Country Number of responses

Croatia 199

England 79

Finland 63

Hong Kong 89

Hungary 104

Latvia 56

Poland 156
USA 77

Iceland 47

Macedonia 43

Sweden 40

Total 953

Table 1. Respondents per country

Source: own research 
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which generated more than 40 responses. 
In total, the responses from 953 princi-
pals’ are analyzed. The countries and the 
number of responses is shown in Table 1.

For the purposes of this paper, the top 

fifteen endorsed statements across the 
three categories will be analyzed. We begin 
with the principals’ personal endorsement 
of the statements in the questionnaire.

Rank Cro-
atia

Eng-
land

Fin-
land

Hong 
Kong

Hun-
gary

Lat-
via

Po-
land USA Ice-

land
Mace-
donia

Swe-
den

1 15 3 10 20 3 11 10 9 3 10 10

2 10 9 12 10 13 13 17 3 9 11 12

3 17 37 40 17 15 41 3 8 34 20 36

4 16 36 3 26 39 3 15 37 31 37 3

5 12 5 9 9 4 8 4 18 5 8 34

6 40 25 8 39 25 12 18 4 8 12 26

7 39 8 20 37 16 25 9 2 25 16 9
8 8 50 36 25 9 1 8 12 36 36 8

9 25 1 34 13 10 15 16 1 40 15 5

10 3 40 15 16 42 10 39 5 1 23 40

11 9 10 25 3 3 23 2 23 37 1 37

12 37 16 5 50 50 36 12 36 50 9 30

13 50 17 2 41 41 45 23 46 4 18 42

14 4 46 39 36 36 9 14 50 2 17 1

15 11 31 50 40 40 29 36 25 10 4 50

CT 3 1 2 2 3 2 4 2 2 3 0

CC 1 3 3 4 2 1 1 1 3 2 3

Sr 4 7 5 4 3 4 3 7 7 4 8

GNP 2 0 1 0 0 5 4 3 0 4 1

ENV 5 4 4 5 7 3 3 2 3 2 3

Table 2. Top Fifteen Personal Responses

Source: own research 
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The balance of personal endorsement 
between the codes

A first conclusion was that there was 
a surprising amount of endorsement 
between the five codes (see Table 2).

The responses indicate an internatio-
nal belief in the need to endorse the ma-
jority of the codes. In an analysis of the 
top fifteen responses, five sets of prin-
cipals (from Croatia, England, Finland, 
Hong Kong, Macedonia, and Latvia) 
endorse statements from all five codes, 
whilst principals from five sets (Hunga-
ry, Poland, the USA, Iceland and Swe-
den) endorse statements from four codes. 

 There is, however, also an interesting 
emphasis in Fig.2 across the five codes. 
Thus there are 19 endorsements for GNP 
statements, 24 for Cultural Transmission 
statements, 24 for Child-Centred, 47 for 
Environmental Issues, and 53 for Social 
Reconstruction. Issues of Social Recon-
struction and the Environment then are 
much more heavily emphasized than 
the similar ratings for Cultural Trans-
mission, Child-Centred and GNP Issues. 

Moreover, whilst there seems to be 
widespread endorsement for the codes 
overall, this does not mean that the codes 
were all endorsed to the same extent 
cross-nationally. Thus, principals in Swe-
den endorsed eight ‘social reconstruction’ 
statements, whilst principals in Poland 
endorsed only three in their top fifteen. 
Similarly, Hungarian principals endor-
sed seven environmental statements, 
whilst US principals endorsed only two. 

Other kinds of observations raised 
questions which are not easily answered 
by this research. Why, for instance, do 
Latvian principals support four GNP sta-

tements in their top fifteen, whilst the three 
other ex-communist countries in this sam-
ple (Croatia, Hungary, and Poland) only 
muster one endorsement between them? 
Why does England, a country with a hi-
storically large policy emphasis upon eco-
nomic growth, and Hong Kong, interna-
tionally renowned for its entrepreneurial 
zeal, both have no statements of endorse-
ment for the GNP code from their princi-
pals? Why do Swedish principals not per-
sonally endorse any cultural transmission 
statements in their top fifteen statements?

One way of developing an under-
standing to some of these questions is 
to look at the endorsements to particular 
statements within the codes. Thus, in the 
Cultural Transmission code, Q.4 (on 
valuing the history of a country) received 
six endorsements, Q.15 (on valuing a co-
untry’s cultural heritage) receives 5 en-
dorsements; as did Q.17 (on respecting 
elders). Q.2 (on recognizing responsi-
bilities as well as rights) received 4 en-
dorsements, whilst q. 13 (on singing the 
national anthem) receive 3. These state-
ments seem to centre largely around valu-
ing the past. No endorsements were given 
to Q. 7 (that students cannot contribute 
much of value), Q. 19 (that they should 
accept the opinions of their teachers), 
Q.32 that schools should only teach abo-
ut things of certainty, and Q. 38 (that 
things that are taught are matters of fact, 
not opinion). This suggests a cross-na-
tional view of CT as a respecting of cul-
tural heritage, but not one of unquestio-
ning belief to any particular view on it.

In terms of the Child-centred Code, 
principals in ten out of eleven counties 
supported Q.36, that schools should va-
lue the opinions of students, whilst 7 sup-
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ported Q.40 that students should be enco-
uraged to value their own opinions. Much 
less endorsement was given to Q.20 (3 en-
dorsements) that students should have re-
sponsibility for running things at schools, 
and even less for Q. 26 (n=1) (that stu-
dents should learn in their own way)and 
for Q. 31 (that all opinions should be valu-
ed equally). No endorsements were given 
for Q.22 (schools should focus on curricu-
la determined by pupils), Q. 24(students 
should concentrate on learning what they 
think important), Q. 27 (students should 
know how to chair committees) and Q.33 
(students should spend their time lear-
ning about what they think is important). 
As with the CT code, a pattern seems to 
be emerging: students opinions should be 
listened to, and students should be empo-
wered, but only so far. They have much 
to learn, and so whilst encouraging them 
to develop their opinions, these results 
suggest that principals believe that stu-
dents should be in no doubt that they are 
at the bottom of an educational hierarchy.

Statements from the Social Recon-
struction Code were heavily endorsed 
across all eleven countries. Principals in 
all countries endorsed Q. 9 (that students 
must be empowered to feel they could 
make a difference), whilst 10 endorsed 
Q.3 (that students had responsibilities as 
well as rights). There were nine endor-
sements for Q. 8, and 7 for Q. 37, both 
of which were about students helping to 
build a better society and world. In the 
same kind of vein, there were six endor-
sements for Q.1, which suggested that 
students should learn about what consti-
tuted a good society. Q.5 (that curricula 
should be designed for discussion and de-
bate) was given five endorsements, whist 

Q. 46 which suggested a knowledge of 
the past and the present was necessary 
to build a better future, was given three 
endorsements. Q.34 (that schools should 
help students be actively critical) received 
two endorsements, whilst Q.30 (that stu-
dents should be critical of curricular ma-
terials) received just one. A picture seems 
to be appearing that principals believed 
that students should be empowered, but 
within that empowerment, should reco-
gnize their responsibilities, and empower-
ment and criticality had limits for junior 
members of an educational community.

Personal endorsements for the GNP 
Code, were muted. Seven groups of prin-
cipals endorsed Q12 (on the need for a 
curriculum for future usefulness) in their 
top fifteen .  Q23 (skills for employabili-
ty) received four, whilst Q.11 (skills for 
the economy) received three, as did Q. 18 
(skills for future work situations). Qs 14 
(knowledge for economic development), 
29 (knowledge for future employabili-
ty) and 45 (appreciating the need for a 
healthy economy) received only one en-
dorsement each. Finally, Q.21 (on the 
individual rather than the state being re-
sponsible for economic welfare) and 48 
(that the main aim was to create a skilled 
workforce) received no endorsements. 
In the light of the prominence that this 
area is normally given in the media and 
in political debate, this is hardly a rin-
ging endorsement by school principals 
for the centrality of this educational code.

Finally, many of the statements in the 
Environmental Code were strongly en-
dorsed. Q.10. that students should be tau-
ght to value the lives of all creatures, re-
ceived 10 endorsements, whilst  Q. 25 that 
students needed to treat the local environ-



Contemporary Educational Leadership Vol. 1, No 4/2014

75

ment with care, and q. 50 – that students 
need to understand the interdependency 
of all life - were both endorsed by eight. 
. Q.16 (disposing of waste products) re-
ceived six endorsements, statement 39 
(on the need to save energy supplies) re-
ceived five endorsement. Q.41 – on global 
warming as a developing problem – re-
ceived three endorsements, whilst q.42 – 
on estimating long term effects – received 
just one. Questions 28 – on the need to 
accept that we are ignorant of the effects 
of much of our behavior on the environ-
ment – and 35 – on the need to recognize 
that many actions have a long term effect 
received no endorsements whatsoever. 

The overall impression is that, at a 
personal level, statements in the CT, 
CC, and SR codes seem to be endorsed 
to the extent that students are empowe-
red to believe in their ability to change 
things. However, there is also a message 
here that these students need to be awa-
re of their responsibilities as well as ri-
ghts, and of their current junior location 
in an educational hierarchy. Moreover, 
whilst there is strong support for a num-
ber of aspects of an environmental stan-
ce, there is little apparent personal en-
thusiasm by these principals for the GNP 
code as a central aspect of education.

The degree of agreement between prici-
pals and their government

Of course, Principals’ personal views 
is only one aspect of looking at what in-
fluences  principals actual practice. There 
are not many countries where govern-
mental views is not an important consti-
tuent in the mélange of influences upon a 
principal’s actual practice, though it sho-

uld be pointed out that different countries 
have different degrees of involvement for 
their government in educational policy 
and values. The selection of countries for 
this particular piece of research demon-
strates this range. Thus, until the 1980s, 
England was very decentralized, with a 
balance between school, government, and 
local authority, but is now a highly cen-
tralized system. Hong Kong government, 
though much smaller in size, has until re-
cently, had a very ‘hands-off’ approach to 
education. Only with the return of Hong 
Kong to the PRC, has its government be-
gun a re-merging of Hong Kong (and its 
education system) with that of the main-
land. The USA has always had a state-
-based education system, even if national 
government has tended to set the wider 
parameters. And finally, whilst Finland 
has perhaps the most devolved system of 
all, other European countries, particularly 
like those in the sample who have emer-
ged from communist rule, are faced by 
the twin dilemmas of wishing to use the 
education system to reassert a non-com-
munist national culture once more, but are 
acutely aware of the dangers of education 
being used for authoritarian purposes.

Governmental emphasis will there-
fore vary from country to country, and 
any perceptions of principals must be 
contextualized by that understanding. 
Having said this, the development of in-
ternational comparators like those used 
by the OECD or PISA, have intensified 
government involvement, as comparisons 
are now increasingly made not within but 
between systems. Once again, the ‘wic-
ked’ nature of principals’ work is empha-
sized, as they need to be aware of pressu-
res not only from their own governments, 
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but beyond their national boundaries. So 
how do they perceive such governmental 
involvement? Some of the answers are 
provided in fig 3, where the top fifteen 
statements by principals of perceptions 

Rank Cro-
atia

Eng-
land

Fin-
land

Hong 
Kong

Hun-
gary

Lat-
via

Po-
land USA Ice-

land
Mace-
donia

Swe-
den

1 15 1 12 13 13 13 4 4 4 4 10

2 4 11 10 26 4 11 13 23 50 15 36

3 13 3 4 10 41 41 15 46 15 20 1

4 10 23 3 4 25 36 10 11 8 10 3

5 50 37 8 39 50 3 41 18 25 37 34

6 36 41 15 3 39 23 46 8 34 11 8

7 16 8 34 18 15 12 38 3 46 36 40
8 37 36 46 12 8 8 39 29 10 40 9

9 41 18 40 16 36 15 37 1 31 46 26

10 8 50 36 37 16 25 36 9 9 13 12

11 12 25 39 5 10 1 17 14 3 23 30

12 46 12 9 8 18 2 16 37 12 32 50

13 11 39 16 17 11 18 8 12 40 9 2

14 38 16 50 9 40 50 3 45 37 8 5

15 5 40 37 41 46 37 40 15 36 38 37

CT 4 0 2 3 3 3 5 2 2 5 1

CC 1 2 2 1 2 1 2 0 3 3 3

Sr 4 4 6 5 2 4 4 6 6 4 8

GNP 2 4 1 2 2 4 0 7 1 2 1

ENV 4 5 4 4 6 3 4 0 3 1 2

Table 3. Principals’ perceptions of government emphasis

Source: own research 

of governmental emphasis are displayed.
A first finding of note is that as with 

their own values, principals’ perceptions 
of governmental values is one of espousal 
across all of the five codes, even if the-
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re is a greater emphasis in the very top 
responses of a cultural transmission code 
compared to principals personal respon-
ses. Overall, principals in eight countries 
believe that their governments support 
all five codes; two (England and Poland) 
believe they support four codes, and only 
one (the US) believe that they support 
just three. In every country but Poland , 
principals believe their governments wo-
uld support a GNP statement; in every 
country but England principals believe 
their governments would support a cultu-
ral transmission statement. The American 
principals suggest that there would be no 
endorsements from their government in 
terms of either environmental or child-
-centred issues. However, with these re-
servations, the message from the princi-
pals in most countries is that they believe 
their governments would embrace a wide 
variety of codes in the way that they do.

Now whilst there is endorsement for 
all five codes, the numerical endorsement 
of statements within the codes differs, 
and follows a similar if not exact pattern 
to personal endorsements. Thus, here the-
re were 52 endorsements for Social Re-
construction statements, 36 for Environ-
mental, 30 for Cultural transmission, 26 
for GNP, and 20 for Child-centred – sug-
gesting that whilst there is a ringing en-
dorsement of an interest in social recon-
struction issues, there is a little less when 
it comes to either the environment or cul-
tural transmission issues, which are the 
next most approved area. Endorsements 
for statements of the GNP code and the 
Child-centred code swap the last two pla-
ces. Even so, the contrast between the 
widespread heavy endorsement for social 
reconstruction, compared to the much sli-

ghter endorsement for purely economic 
issues in most countries is a very inte-
resting one. In many countries, it would 
seem that principals believe that national 
development is seen by their governments 
in much more than purely economic terms.

These differences are further expla-
ined in an examination of the particular 
statements supported within each code. 
In terms of cultural transmission, prin-
cipals in eight countries believed that 
their governments would support Qs.4 
and 15 – that students need to know their 
country’s history, and value their coun-
try’s heritage. Six sets of principals also 
thought the same for Q.13- that pupils 
needed to learn how to sing the national 
anthem. There were three endorsements 
for q. 38 - that things taught are matters of 
fact, whilst there were two endorsements 
for q. 17 - that students should be taught 
to respect their elders,. There was one 
perceived governmental endorsement for 
Q.2- distinguishing objective fact from 
opinion – and one for q. 32 - that schools 
should only teach materials where truth 
is certain. There were no endorsements 
for Qs. 7 and 19 – that students cannot 
contribute much to the curriculum, and 
that students should accept their teachers’ 
opinions. The scores then seem much 
the same as for the personal views, with 
a similar valuing of culture and history, 
a general dislike of authoritarian appro-
aches, even if a few principals believed 
that their governments believed more in 
an objective epistemology than they did.

In terms of the child-centred code, 9 
sets believed their governments would 
endorse q. 36 – that schools should value 
students’ opinions; 6 sets believed this for 
q. 40 – that students should be encoura-
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ged to value their own opinion. Only two 
sets believed there was any government 
valuation of q. 26 – that students should 
learn in their own way. Qs.20 and 31 re-
ceived one endorsement each – teaching 
students to take responsibility for running 
the school, and valuing equally the worth 
of all opinions. The rest of the Qs – 22, 
24, 27, and 33 received no backing. The-
se covered areas like students taking re-
sponsibility for running committees, and 
schools providing curricula that are of 
interest and importance to students. This 
is a good reflection of principals’ own 
views – that empowerment and self-va-
luing are important, but there are limits to 
the role of the student in an educational 
hierarchy. Students have much to contri-
bute in the future, and had the potential 
to do so, but according to these results, 
these principals believed that, like them, 
their governments believed they still had 
much more to learn from their seniors. 

As far as the social reconstruction 
code went, the principals believed there 
was a heavy governmental endorsement 
here. Principals from all eleven countries 
believed their governments would en-
dorse Q.8 – that pupils needed the skil-
ls to help build a better society. Ten felt 
the same about q.37 – building a better 
world. Eight thought their governments 
would agree with Q.3 – that students had 
responsibilities as well as rights, whilst 7 
thought their government would endorse 
q.46 – the need to know about the past 
and present to build a better future. Then 
there are 4 endorsements for Qs.1 and 9 - 
on learning what constitutes a good socie-
ty, and students feeling they could make a 
difference for the better. These are follo-
wed by 3 endorsements for Qs. 5 and 34 

( developing a curriculum for discussion 
and debate, and students becoming active 
critical citizens). However, there is only 
one endorsement for q.30 - on students 
being critical of curricular materials. 
Overall, these perceptions of governmen-
tal responses align very well with princi-
pals’ own views - that students empower-
ment should be encouraged in building 
a better society, but should be accompa-
nied by a recognition of their growing re-
sponsibilities, and of its limits as junior 
members of an educational community.

We have already seen that principals’ 
personal endorsement of the GNP code 
was rather less than enthusiastic. Percep-
tions of governmental responses are hi-
gher, but still do not provide very strong 
endorsement. Thus, there are 8 endorse-
ment for Q.12 – on concentrating on curri-
cula which will be of use in later life; there 
are six endorsements for Q. 11 – teaching 
skills contributing to a national economy, 
and five for q. 18 – the need for skills for 
future work. Then we move to 4 endor-
sements of q.23- skills for employability, 
before only one endorsement for Qs. 14, 
29 and 45 – skills for a country’s econo-
mic development; knowledge for a job 
after school, and appreciating the need 
for a healthy economy. There are no en-
dorsements for qs. 21 and 48: students ac-
cepting that they are responsible for their 
own economic welfare, and that learning 
should be principally aimed at creating a 
skilled workforce. The results here sug-
gest a similar governmental attitude to the 
personal views – that these issues are im-
portant, but are not an overriding concern.

Finally, in the environmental code, 
there is strong endorsement for q. 10 
(n=8) on valuing the lives of all creatures. 
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Q. 50 - on knowing that all life is inter-
dependent - gets 7 endorsements. Qs 16 
and 41 get six endorsements each – on 
disposing of waste products, and under-
standing global warming is a developing 
problem. Q39, -on saving energy supplies 
– gets five endorsements, whilst there are 
4 endorsements for q. 25 (treating the 
local environment with care). No endor-
sements are given for qs. 28, 35 and 42 
(that we can be ignorant of the effects of 
our actions, that some of these actions 
take a long time to have an effect, and 
that schools should help students estima-
te these long term effects.) Whilst there 
is a reasonably similar endorsement then 
on the importance of environmental issu-
es between principals and their govern-
ments, the very low rating that principals 
believe their governments give to consi-
deration of the long-term consequences 
of human actions should give pause for 
thought. If principals’ views in this area 
seem characterized by a short-termism, 
it is even more pronounced in their per-
ceptions of their governments’ views. .

From these results, it seems reaso-
nable to conclude that these princi-
pals  believe that there is a fairly strong 
agreement between them and their gover-
nments on the need for a wide espousal 
of different educational codes and values. 
But of course beliefs are one thing: prac-
tice is quite another. So what do these 
principals say that they do in practice?

Top fifteen practice responses

This section then considers what valu-
es and educational codes these principals 
say they actually implement in practice. 
Table 4 provides evidence of this. Once 

again, the top fifteen ranked statements 
by the principals in the eleven counties 
suggest an attempt to implement the ma-
jority of the educational codes. Principals 
in six countries (Croatia, England, Fin-
land, Hong Kong, Macedonia and Latvia) 
say they attempt to implement all five 
codes, whilst principals in Hungary, Po-
land Iceland, Sweden, and the USA say 
they attempt to implement four of the 
five. Once again, it seems fair to conclu-
de that there is an embrace of the majo-
rity of codes in the practice of principal-
ship. Such belief once again points to the 
conclusion that because of the need for 
selection and balance, their work is likely 
to be complex and ‘wicked’ in nature. 

Having already looked at the balance 
of endorsed statements across the codes 
in personal and governmental terms, it is 
useful to compare these with the practice 
endorsements. These are seen in Fig. 5

It is clear from Fig.5 that the Social 
Reconstruction and the Environmental 
codes remain the two most endorsed by 
some distance, whilst the cultural trans-
mission code reflects in practice what has 
been said in the ‘personal’ and ‘govern-
mental’ columns – that the practice of 
this area reflects a strong commitment, 
somewhere between personal and gover-
nmental endorsement. The child-centred 
code seems in practice to reflect more 
the strength of personal endorsement 
than governmental endorsement, but 
still does not seem to be a central issue. 
It is interesting that the GNP code in 
practice received similar endorsements 
to what the Principals said was its im-
portance to them, but rather less than 
they thought it mattered to government. 

However, one needs to be careful in 
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Rank Cro-
atia

Eng-
land

Fin-
land

Hong 
Kong

Hun-
gary

Lat-
via

Po-
land USA Ice-

land
Mace-
donia

Swe-
den

1 15 3 3 10 13 13 10 4 3 20 10

2 10 1 10 20 4 11 4 9 9 3 12

3 17 9 40 17 15 41 3 8 25 15 36

4 16 36 12 13 3 3 17 3 31 36 8

5 13 25 36 9 25 36 15 23 8 10 3

6 4 8 15 3 39 1 13 37 50 11 34

7 25 37 20 39 10 8 36 18 34 37 9
8 50 40 8 26 16 12 8 1 36 8 26

9 40 17 9 16 17 25 9 12 4 18 5

10 3 50 25 41 50 15 2 29 1 9 40

11 39 10 34 50 41 23 16 46 5 12 42

12 41 31 31 37 9 10 39 2 10 17 1

13 37 16 39 25 8 20 46 17 15 23 37

14 12 5 41 8 42 2 20 36 37 40 18

15 8 23 37 12 46 14 25 31 40 16 50

CT 4 1 1 2 4 3 5 3 2 2 0

CC 1 3 4 2 0 2 2 2 3 3 3

Sr 3 6 5 4 4 3 4 6 7 4 7

GNP 1 1 1 1 0 4 0 4 0 4 2

ENV 6 4 4 6 7 3 4 0 3 2 3

Table 4. Top Ten Practice Responses

Source: own research 
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assuming that these are the only issues 
that matter – despite these general trends, 
there are marked variations between co-
untries, and this suggests that other factors 
like local, cultural or ethnic concerns may 
be influencing practice in addition to per-
sonal and governmental influences. Even 
though this questionnaire did not cover 
these issues, it also seems highly unlikely 
that a questionnaire could capture the full 
range of actual influences, as one would 
need to figure in the nature of national, 
regional, local and personal influences to 
comprehensively  understand the basis 
for which a principal made decisions abo-
ut school practice. This reiterates the po-
int made earlier about the ‘wicked’ nature 
of the reality that principals deal with.

Further understanding of these figures 
is however derived from an examination 
of the endorsement of particular state-
ments in Fig. 4. In terms of the cultural 
transmission code, there are seven en-
dorsements for Qs. 15 (valuing cultural 
heritage and ) 17 (showing respect for el-
ders), and five apiece for Qs. 13 (singing 
the national anthem, and valuing cultural 
heritage) and Q. 4 (on knowing the coun-

Personal En-
dorsements

Perceptions of Govern-
mental Endorsement

Practise En-
dorsement

Cultural Transmis-
sion 24 30 27

Child-Centred 24 20 24

Social Reconstrction 53 52 53

GNP 19 26 18

Environmental 47 36 42

Table 5. Balance of statements endorsements across the five codes

Source: own research 

try’s history), whilst Q. 2 – distinguishing 
objective fact from opinion - gets three 
endorsements. There are no endorse-
ments for Qs. 7 (student cannot contribute 
much to curricula), 19 (accepting the opi-
nions of teachers), 32 (learning only the 
‘truth’), and 38 (things taught are fact not 
opinion). These results strongly replicate 
the personal and governmental responses.

The child-centred code had similar 
endorsement in practice. Q.36 (on va-
luing students’ opinions) had seven en-
dorsements, whilst Q. 40 (that students 
should value their own opinions). Q. 20 
(students taking responsibility for run-
ning some things in school) received five 
endorsements. Q. 31 (that all opinions 
need to be valued equally) received four 
endorsements, whilst q. 26 – that students 
should learn in their own way – received 
just one. Some statements received no 
endorsements at all. These were 22 (cu-
rricula should focus on students’ intere-
sts), 24(students should focus on lear-
ning what interests them), 27(children 
should learn to chair committees), and 
33(students learning what was impor-
tant to them). Once again, the practice 
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responses mirror the personal responses, 
and are only slightly higher than per-
ceived government levels of approval. 

The social reconstruction code re-
sponses included endorsements from all 
eleven countries for Q.3 (that students had 
both responsibilities and rights) and Q. 8 
(the need to learn skills to build a better 
society). Q.9 (that students need to feel 
they can make a difference) received 8 
endorsements, as did Q. 37(that they sho-
uld help to build a better world). Q 1 (lear-
ning what constitutes a good society) had 
five endorsements, whilst Q. 46 (knowing 
about the past and present to understand 
the future) and 34 (students becoming ac-
tive and critical) received 3 endorsements 
each. Q.5 (inviting discussion and deba-
te) received 2 endorsements; 0nly Q.30 
(on students needing to be critical of cur-
ricular materials) received none. The ove-
rall endorsement reflected the strong and 
very close agreement with the personal 
and governmental columns – whilst there 
was endorsement for all codes, this clear-
ly was the preeminent area of emphasis. 

In terms of GDP responses, Q.12 (the 
need for curricula useful for later life) re-
ceived 7 responses; Q.23 (teaching skills 
for employability) received 4 endorse-
ments, whilst q.18 (skills for future work 
situations received three. Q. 11(learning 
to help the national economy) received 2, 
whilst qs. 14( help their country econo-
mically), and 29(things to help them get a 
job) only received one response each. Qs 
21(that students not the state are responsi-
ble for their economic welfare), 45(to ap-
preciate the importance of a healthy eco-
nomy) and 48 (learning’s main aim is to 
create a skilled workforce) received none 
at all in the top fifteen endorsements, ma-

king it very clear that these principals’ 
practice mirrored their personal views 
– education was seen as much more 
than for economic utilitarian purposes. 

Finally, in terms of the environmen-
tal code, Qs 10 (valuing the lives of all 
creatures) received ten endorsements; q. 
25 (treating the local environment with 
care) received eight endorsements; Qs 
16 (disposing of waste products) and q. 
50 (the interdependency of life) received 
six endorsements each, whilst q. 39 (sa-
ving energy supplies), and 41 (global 
warming as a developing problem) re-
ceived 5 endorsements each. Q.42 (esti-
mating the long term effects of actions) 
received two endorsements, but Qs 28 
(learning about our ignorance of our im-
pact) and 35 (that many actions take a 
long time to have an impact) received no 
endorsements in the top fifteen respon-
ses. Once again, this final column re-
plicates much of what has been seen in 
the personal and governmental columns. 

Looking at pricipals’ views on environ-
mental issues.

Whilst this paper examines the balan-
ce of views that principals in a number of 
countries have about different educational 
values, it initially began from concerns on 
environmental sustainability expressed in 
both research and official bodies of litera-
ture (e.g Cox, 2001, Meadows et al. 2004; 
Flannery, 2004; Stern, 2006; IPCC, 2007; 
Lynas, 2008; WWF, 2008). One might 
have thought that an Education for Susta-
inable Development (ESD) would be top 
of most educational agendas. Yet litera-
ture in this area (e.g. Shallcross and Ro-
binson, 2007; NCSL, 2007; Chapman et 



Contemporary Educational Leadership Vol. 1, No 4/2014

83

al, 2009) strongly suggest that educatio-
nal responses have been slow. As acade-
mics interested in educational leadership, 
this research was therefore prompted by 
the belief that such environmental con-
cerns, in order to be actualized within 
schools, needed to be championed by 
school leaders. This paper therefore pro-
vides a focus specifically on how princi-
pals responding to Environmental Issues.

In terms of the five codes, environ-
mental concerns are ranked the second 
most important area. Figure 6 shows how 
the statements are distributed across the 
three areas and the countries, and it cle-
arly indicates considerable variability.

There are a number of ways 
such data can be viewed. This pa-
per will point up two key findings. 

The first uses an examination of how 
individual environmental statements 
are ranked within the top fifteen state-
ments. Fig. 7 demonstrates how often 
environmental issues were recorded. As 
a particular statement could have been 
selected three times in the top fifteen for 
eleven countries, a potential total respon-
se could have been 33 ‘hits’ (i.e. in all 
three columns for all eleven countries).

Fig 7 clearly indicates that q. 1 – the 
valuing of all lives - is highly rated across 
most countries. Indeed, when one adds 
to this the second most highly rated sta-
tement – that all life is interdependent – 
it seems possible to argue that many of 
these principals have a clear philosophi-
cal stance on environmental issues. The 
following three statements – on caring for 
the local environment, dealing with wa-
ste, and being careful with energy – all in-
dicate a pragmatic endorsement of things 
that can be relatively easily implemented 

by a school community. The next issue – 
of global warming –has been given such 
prominence in the media in the last deca-
de that an acknowledgement of its impor-
tance is not perhaps that surprising. What 
is surprising is the lack of enthusiasm for 
the last three statements. Two of these – 
on our ignorance of impacts, and the lon-
g-term effects of actions – receive no hits 
from any country in the top 15 endorse-
ments in the sample, and the third-bottom 
–estimating the long term effects of ac-
tions, receives only one. This is a troubling 
finding, as it does seem to indicate a lack 
of interest or knowledge in the long-term 
complex effects within and upon environ-
ments. Whilst this paper has already de-
scribed the work of principals in schools 
as ‘complex’ and ‘wicked’, it is possible 
to argue that this has strong resemblan-
ce to the manner in which ecosystems 
functions. If this is the case, then it seems 
to be a perspective – both in school and 
environmental ecosystems that principals 
are unaware of, or which they discount. 

A second way of looking at the data 
is to investigate the support by indivi-
dual countries for this area. Fig 8 does 
this by asking how often, in the top fi-
fteen statements, environmental sta-
tements are rated across the three co-
lumns. If all educational codes were 
supported equally, one would expect 
scores of 3 for each of the five codes. 

Once again, there are strong simila-
rities between personal views, practice, 
and perceptions of governmental empha-
sis within individual national scores, but 
there are clearly strong variations between 
nations, with the US respondents giving 
a very limited endorsement for this area, 
either by themselves or their government.
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Conclusions - pragmatism, practice, 
personal and governmental scores.

This paper will conclude by di-
scussing five issues of note. 

First, the results indicate a wide 
spread of endorsement for all codes. 
Fig 9 shows the perceptions of per-
sonal, governmental, and practi-
ce endorsements for all 11 countries. 

Only the USA is perceived as endor-
sing only 3 codes: the other ten countries 
between them endorse either four or five 
of the codes. This general widespread en-

dorsement for the codes is perhaps best 
explained by the belief that a student 
entering the world after school needs 
a wide spread of understanding rather 
than a focus on selected codes. Princi-
pals and governments then might in vir-
tually all countries be seen as attempting 
to pass on the reins of responsibility to 
the next generation by equipping them 
with a wide range of skills rather than 
ones within a narrow ideological band. 

Secondly, within such endorsements, 
the largest endorsement in all three sec-
tions (personal, governmental, practice) 
was for the social reconstruction code; the 

Rank-
ing Q. and statement No. of 

‘hits’

1 Q.10 – Students should be taught to value the lives of all creatures. 28/33

2 Q. 50 – Students need to know that all life on the planet is interde-
pendent 21/33

3 Q. 25 – Schools need to teach their pupils how to treat their local 
                   environment with care 20/33

4 Q.16 – Schools need to teach students how best to dispose of waste 
products. 16/33

5 Q.39 – Schools should teach pupils how to save energy supplies. 15/33

6 Q.41 – Students need to know that global warming is a developing 
problem 12/33

7 Q. 42 – schools should teach pupils how to estimate the long term 
effects of their actions 1/33

8= Q. 28 – Students need to accept that we are ignorant of the impact 
of much of our behavior on the environment 0/33

8= q. 35 – Students need to know that many actions take a long time 
to have an appreciable effect. 0/33

Table 7. Ratings of individual environmental statements

Source: own research 
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Personal Governmental Practice

5 codes 4 codes 3 
codes 5 codes 4 codes 3 

codes 5 codes 4 codes 3 
codes

Croatia Hungary Croatia England USA Croatia Hungary
England Poland Finland Poland England Poland

Finland USA Hong 
Kong USA Finland USA

Hong 
Kong Iceland Macedo-

nia
Honk 
Kong Iceland

Macedo-
nia Sweden Latvia Macedo-

nia Sweden

Latvia Hungary Latvia

Iceland

Sweden

Table 9. Educational Code endorsement by country

Source: own research 

Rank-
ing Country Personal Govern-

mental Practice

1 Hungary 6 7 7
2 Croatia 4 5 6
3 Hong Kong 4 5 6

4= Finland 4 4 4

4= England 4 4 4
6 Poland 4 3 4

7= Latvia 3 3 3

7= Iceland 3 3 3

9 Sweden 2 3 3

10 Macedonia 1 2 2

11 USA 0 2 0

Table 8. Endorsements of environmental statements by country

Source: own research 
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most muted endorsement was for the GNP 
codes. An initial reaction might be one of 
apparent contradiction here: in a quickly 
changing and globalizing world, one mi-
ght expect that both would be endorsed. 
Yet whilst the social reconstruction code 
is universally supported, even principals’ 
perceptions of government endorsement 
has this code ranked as no more than the 
second lowest. The answer may lie in 
the fact that Social Reconstruction code 
statements didn’t specify skills, attitudes 
and knowledges in any particular area, 
but rather recommended an openness 
and flexibility to a changing world, and 
of the need to give students a feeling of 
empowerment in this world. Perhaps this 
expression of a stance towards an unpre-
dictable world is seen as more valuable 
than the rather more precise equipping 
with particular economic skills knowled-
ges and attitudes which may rapidly date.  

A third point which comes out strongly 
is the closeness of personal, governmen-
tal and practice scores: there does seem to 
be fairly close agreement between most 
principals and their governments on what 
needs to be addressed – and this seems 
to be a perception that this requires the 
ability to ‘spin a number of plates’, rather 
than just concentrate on perfecting the 
skills with one or two. If this is the case, 
then these scores may reflect a real dif-
ference in focus between the pragmatic 
concerns of principals and governments 
on the one hand, and the more theoretical 
and more focused concerns of academics, 
as well, perhaps, as the more unitary gaze 
of the subject specialist class teacher. 
Just as it is part of the academic role to 
analyze particular issues and concerns in 
a manner which develops abstract cate-

gories, so it is the concern of the subject 
class teacher to be able to drill down into 
the ‘deep structure’ of particular subject 
matter.  Yet such particular focus may not 
match well with the reality beyond either 
the school classroom or the University 
campus: principals and their governments 
may then well understand conceptual se-
paration and individual subject valuation, 
but nevertheless believe that the complex 
mélange of values and purposes under-
pinning all of these codes needs to be 
played out in the practice of schools, as 
they attempt to produce a ‘rounded’ in-
dividual who has the qualities to cope 
with the world of the future. Such spe-
culation clearly requires further research.

Fourth, the environmental respon-
ses suggest that many of the principals 
who responded to this questionnaire had 
coherent views about education and the 
environment, centering around the value 
and interdependence of all life. Many also 
seemed engaged in applying such views 
to pragmatic activities like saving energy 
and recycling waste. They also seem to 
have taken on board debates about global 
warming. However, there seemed little 
recognition by them or their governments 
of the need to appreciate the longer-term 
effects of human activity on the environ-
ment, or that we may simply not under-
stand or recognize the impact our activity 
has. This we believe is an important finding 
that needs further urgent investigation.

Finally, the fact that on some codes, 
practice endorsements were not always 
midway between personal or govern-
mental endorsements, suggests that Prin-
cipals practice did not always act as an 
intermediate or mediating score between 
personal and governmental perceptions. 
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In other words, there are certainly other 
influences besides these three categories 
used in this investigation which affect 
principals’ practice. These are highly li-
kely to include, as argued above, national 
differences, school contexts, and indivi-
dual personal factors, not only of the prin-
cipals but of the people with whom they 
deal. The overall conclusion from this 
paper then are twofold. First, principals 
and their governments across a variety of 
different countries do seem to have quite 
a lot in common. They do seem in this 
global picture to share the belief in the 
need to spin many plates, and of seeing 
the school experience as one of preparing 
the student for future responsibilities. 
This understanding, one might assume, 
would necessarily require an appreciation 
of the wicked and complex reality they 
both face. Yet the lack of endorsements 
by either of statements suggesting the 
need to take a longer and ‘wicked’ view 
of their realities suggests that perhaps 
neither the principals nor their govern-
ments fully recognize this complexity. 
To create sustainable schools within a 
sustainable society, as well as a sustaina-
ble environment, a greater recognition of 
such complexity, of such ‘wickedity’ and 
of how to deal with it, may then be seen 
as an urgent area for further investigation.

References

Bore, A., and Wright, N., (2009), The 
Wicked and the Complex in Education: De-
veloping a Transdisciplinary Perspective 
for Policy Formulation, Implementation and 
Professional Practice, in: Journal of Educa-
tion for Teaching, Vol. 35, no. 3, pp. 241-256

Bottery, M.,  (1990), The Morality of the 
School, Cassell, London 

Bottery, et al., (2008), Chapman, D., 
Flaws, M. and Le Heron, R. (2009), A due dil-
igence report on New Zealand’s educational 
contribution to the UN decade of education 
or sustainable development, in: Chalkley, B., 
Haigh, M., and Higgitt, D., (eds), Education 
for Sustainable Development, pp. 129-140

Cox, P. et al.(2000) Acceleration of global 
warming due to carbon cycle feedbacks in a 
coupled climate model, in: Nature, 408, pp. 
184-187 

Flannery, T., (2005), The Weather Makers, 
Grove Press, New York

Fullan, M., (1991), The New Meaning of 
Educational Change, Cassell, London

Hamilton, C., (2004), Growth Fetish, Plu-
to Press, London

Hoyle, E., and Wallace, M., (2005), Edu-
cational Leadership: Ambiguity, Profession-
als, and Managerialism, Sage, London

Lovelock, J., (2006), The Revenge of 
Gaia, Penguin, London

Lovelock, J., (2009), The Vanishing Face 
of Gaia, Allen Lane, London

Lynas, M., (2008), Six Degrees, Harper 
Perennial, London

McKibben, B., (2008), Deep Economy, 
Holt, New York

Meadows, D., Randers, J., and Meadows, 
D., (2004), Limits to Growth: the 30 year up-
date, Chelsea Green Publishing Co., Vermont

NCSL, (2007), Leading Sustainable 
Schools, NCSL, Nottingham

Rees, M., (2005), Our Final Century, Pen-
guin, London

Shallcross , A., and Robinson, J., (2007), 



Contemporary Educational Leadership Vol. 1, No 4/2014

89

Is a Decade of Teacher Education for Sus-
tainable Development Essential for Surviv-
al?, in: Journal of Education for Teaching, 
Vol., 33, no. 2, pp. 137-148

Speth, G., (2008), The Bridge at the End 
of the World, New York, Caravan

Stern, N., (2006), The Stern Review Ex-
ecutive Summary, accessed at http://www.
hm-treasury.gov.uk/media/9/9/CLOSED_
SHORT_executive_summary.pdf 7th August 
2008

World Wildlife Fund, (2008), Living Plan-
et Report



90

Vol. 1, No 4/2014Contemporary Educational Leadership

List of reviewers Vol. 1, Issues 1 - 4 / 2014

Maria Jesus Rodrigues Entrena,
University of Murcia, Spain

Vilmos Vass,
Budapest Metropolitan University of Applied Sciences, Hungary

Bartłomiej Walczak,
University of Warsaw, Poland

Marcin Jewdokimow,
Cardinal Stefan Wyszynski University in Warsaw, Poland

Janusz Sasak,
Jagiellonian University, Poland


