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ABSTRACT

This study aims at understanding how Rwandan hoyio@ principals lead and manage their
schools, drawing on concepts of school culture. f#search focuses on educational leadership
and management in a post-conflict country whicstiis rebuilding following the 1994 genocide.
The author intends to provide an original contiidnitto the field of education, notably in
establishing how Rwandan high school principalsr@ge their responsibilities. The study is
exploratory and explanatory research that focusebaw principals collaborate with partners,
facilitate and participate in the development, iempéntation, and stewardship of a vision of
learning that is shared, supported and owned byst¢heol community. The main focus is on
how the principals advocate, nurture, and sustaiscl@gool culture and instructional plans

conducive to students’ learning and staff professiadevelopment.

Data collection followed a mixed-methods approaghantitative and qualitative, and consisted
of two phases, the first being survey researcimguaiquestionnaire, and the second being a case
study approach with two secondary schools. Theeyuwwas adapted from Phillips and Wagner’s
(2003), and Wagner and Masden-Copas’ (2002), maidgthool Culture Triage Survey. It was
intended to quantitatively explain how the leadgrsdnd management of the school principal
impacted on school culture, while the semi-strieduinterviews, within the case studies, were
designed to explore the school principal’'s leadprstind management from a range of

perspectives.

These two phases were conducted using differergarels tools. The first phase of data
collection was conducted by administering semiestmed interviews with the principals of all
14 high schools in the Huye District. In this phaséthe 14 participants had the same interview
schedule, which targeted the role of these pritgipaleading and managing their schools. The
interview schedule was structured but also provigetential for probes and prompts. The
survey was followed by the two case studies, tlghdst and lowest ranked schools in the
survey. The case studies aimed to explore the mesjonsibilities of the principals, how they
relate to other stakeholders, and how they leadnaamtage staff and other resources. Data were

gathered through semi-structured interviews witlgheiparticipants in each school, via



documentary analysis, and through shadowing the pguimcipals. The quantitative data were

analysed using descriptive statistics while quiigadata analysis followed a thematic approach.

The findings show that principals in the Huye distof Rwanda are constrained by a centralized
education system with predetermined rules and mesdsom higher authority. The results also
demonstrate that they have little autonomy andtdichiparticipation in decision-making on
curricular and pedagogical issues. A review of thaditional top-down, hierarchical and

managerial leadership is required to enhance sdbas®d leadership and management.
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Chapter One: Introduction

... behind excellent teaching and excellent schaoéxcellent leadership — the kind that
ensures that effective teaching practices do eotain isolated and unshared in single
classrooms... with our national commitment to makerye single child a successful
learner, the importance of having such a high-ayakader in every school is greater
than ever(Wallace Foundation, 2006)

Introduction

The Education Sector Policy of Rwanda (Educatioct@eStrategic Plan 2008-2012) stipulates
that the global goal of the Government of Rwand iseduce poverty and, in turn, to improve
the well-being of its population. Within this cortethe aim of education is to combat ignorance
and illiteracy and to provide human resources udeiuthe socio-economic development of

Rwanda through the education system.

Bush (2007) states that there is great interestlircational leadership in the early part of th& 21
century and this is because of the widespread fbidag the quality of leadership makes a
significant difference to school and student outeemThe author confirms that in many parts of
the world, including South Africa and other devetap countries, there is recognition that
schools require effective leaders and managel®yf &re to provide the best possible education
for their learners. Bush (2007) adds that, as lbleadj economy gathers pace, more governments
are realizing that their main assets are their lgeapd that remaining, or becoming, competitive
depends increasingly on the development of a highilfled workforce. He adds that this
requires trained and committed teachers but thretyrin; need the leadership of highly effective

principals and the support of other senior and feidthnagers.

Research shows that education is a key to mulfgtets of developmerdnd each country,
including Rwanda, wants to improve its teaching &atning culture in schools. The Global
Campaign for Education (GCE), (2008), in Maraiseidann and Kotze (2008), states that the
international notion of quality in education is ookthe dominant trends that has influenced
education development during the last decade. Baeck for quality in schools requires an

improvement in all aspects of education and corsattpustrives to achieve, among other things,



excellence in classroom practices so that recognstandards of teaching and learning are

attained.

To strengthen that educational global need, Kur{2f87) argues that, in today’s fast-moving
competitive landscape, increasing pressure is b@exged on schools and their leaders to create
a learning environment that is conducive to prodgachool leavers who are prepared for the

world of work - no easy task in the2d¢entury economy.

Similarly, Botha (2004), and Marais, Niemann andz€o(2008), explain that the role of the
school leader can no longer be viewed as merelygb&imanager and administrator, but rather
as a learning expert and lifelong learner to cojt@ today’'s fast-moving competitive world.
These authors confirm that principals are expettedstablish appropriate preconditions for
effective teaching and learning, and to follow tigh interventions aimed at improving teaching
and learning, as the quality of education in eatyool seems to rely heavily on the principal's

contribution to ensure high standards of teachimjlaarning.

Bush and Glover (2009) note that managing teachimg) learning is a shared responsibility
among principals, School Management Teams (SMTsildlmm managers and classrooms
educators. It is important that the principal wrk teams for a better delivery of the school
mission. The need for team work is also supportediallinger (2003), who asserts that it is

foolish to think that only principals provide insttional leadership for school improvement.

Bush and Glover (2003) argue that there are mafffereint conceptualizations of school
leadership. Earley and Weindling (2004), and Hay$2007), claim that school leadership is
the activity of leading people. A leader is morelimed to open communication and risk-taking,

while being less restricted by prescribed policies.

Therefore, the Rwandan Ministry of Education and OB/s (Vlaamse Vereniging voor

Ontwikkelingssamewerking en Technische Bijstantand Flemish Technical Cooperation)
bilateral two-phase initiative (see the Rwandaroetsi context section below) shows the need
for principals’ leadership and management develapand capacity building, in all Rwandan
high schools. Research on the role of high scpookipals in leading and managing school

culture is of paramount importance, for this fiefdeducation is still new in the country. Its lack



of development is due to political instability amar during the last decades, notably the 1994

genocide of Tutsis, which also damaged schooldl@ndelated infrastructure.

Brief history of education in Rwanda

Rwanda is a landlocked country situated in Easti@ke\frica. It has 26,430 sq-km and is
bordered by Uganda (North); Burundi (South); TamgiEast); and Democratic Republic of
Congo (West) with a population of almost 10, 5 il About 60% of its people are literate.
Rwanda is a former colony of Belgium and gainedinmtdependence in July 1962. Before
colonialism, education was informal and deliverbtbtigh the family. Indeed, there were no
schools as we know them today, but Rwanda hadwts e@ducation system. In practice, the
Rwandan youth learnt everything concerning lifetla traditional school. The education
institution was essentially the family where youwgids learnt household management skills from
their mothers while the boys acquired the wisdom Iife from their fathers

(www.rwandagateway.org/educatid@005).

Besides family education, there existed other tutstins of training and apprenticeship such as
“amatorero” or night vigils. These were trainingssens whose objectives were to introduce
precious trades and skills to the youth. Theseesadcluded military and war skills, iron smith
and foundry, poetry, basket making, etc. During dpgerenticeship or training sessions, young
people were also initiated in traditional rites a®ck education as well as religious customs and
rites such as “guterekera and kubandwa”, which imdphonouring the dead. This traditional

school extended from the village to the Royal Céawtw.rwandagateway.org/educatid@005).

During colonialism, especially around 1900, it was Catholic Church that first introduced
formal education in Rwanda and there were verydehools up to the 1950s. The first catholic
secondary school was founded in 1929 i.e. “ le @eo8colaire official de Butare” in the Huye
district of the former Butare province, followingcanvention named “ Convention de Jonghe”
signed between Rwanda and the Belgian Kingdom,alt@awed the Catholic Church to manage

secondary schools in Rwanda.

Following independence in 1962, the education syste Rwanda changed. A number of

primary and secondary schools were nationalizeds fationalization increased the power and



the control of public schools by Government autiesj at the expense of the clergy.
Nonetheless, there were no actual changes in peacthe colonizers had always maintained
considerable influence and control on the Rwandluta&tional system, as planners and advisers
in the area of education. All schools were owneda&olic and protestant churches. However,
education was still characterized by a big shortag¢eaching and learning materials and

insufficiently qualified teachers (www.rwandagateveag/education;2005).

Education in Rwanda, from independence up to 1@®fnprised three levels, i.e. primary,
secondary and tertiary education, but multiple gesnoccurred in education after the 1994
genocide. Following independence, administratitreictures were installed, including the
Ministry of Education, as well as diverse laws sewythe general regulation of Education.
However, the Education system before 1994 was edafy gross ethnic and regional
discrimination, especially in secondary schools aniersities, where enrolment was not based
on merit but on one’s ethnic or geographical origimd according to the whims and interests of
the political authorities in place. In 1994, theamneducational system aimed at outlawing any
form of discrimination and prohibited any regior@l ethnic identification of teachers and
learners. This restructuring of the education syste Rwanda was founded on objectives
different from those of the system of educatiorobethe 1994 genocidenvw.mineduc.org.rny
2008).

General Context and Recent Developments in Edutatio

The Education Sector Strategic Plan (ESSP; 2002)2@&flects the broad philosophical stance
adopted by the Ministry of Education in Rwanda apressed in the Mission Statement for
Education (MSE). The plan incorporates national arernational aspirations that underpin
education sector development. The ESSP is consistéth the United Nation’s 2000
Millennium Declaration and the Millennium Developmé&oals (MDGS), particularly those that
concern Universal Primary Education (UPE), Educatior All (EFA), and the removal of
gender disparities. ESSP builds upon the Rwandawei@ment’s over arching Economic
Development and Poverty Reduction Strategic PapBiPRS) which recognizes the key role
that education can play to improve social and egvaavell-being and reduce poverty (ESSP;
2008 — 2012).



The Ministry of Education (MINEDUC) has been desitgd to be the lead ministry in the
Economic Development and Poverty Reduction Straf&ddPRS). The Ministry of Education
sets policy, norms and standards for the educatewtor, oversees the formal system (pre-
primary, primary, secondary, technical and vocatidraining, teacher training and tertiary) and
is responsible for adult literacy. It also undeeslplanning, monitoring and evaluation at the
national level. The Ministry of Local Governmentpctal Affairs and Good Governance
oversees decentralization functions of educati@hraanitors performance contracts at all levels,
while the Ministry of Public Service, Skills Develment and Labor sets and administers salary
levels and conditions of service for teachers angksponsible for vocational educatidmastly,

the Ministry of Finance and Economic Planning $etsad policy and planning frameworks and

oversees financial planning (ESSP; 2008 — 2012).
The secondary school sector in Rwanda faces thleniiolg challenges (ESSP, 2008 - 2012):

- Rwanda currently has one of the lowest enrolmeesrat secondary school level in Sub-
Saharan Africa. The challenge remains to implerhéné Year Basic Education through
expansion of enrolment in the first three year sdeoy phase (known as Tronc

Commun) and maintaining its quality;

- Promoting girls’ education to narrow the gap inesscand learning achievement at all

levels of education;

- Addressing demand side constraints by reducingdisé of schooling for the poorest —

continuation of fee subsidies, and addressingeéctliexpenses and opportunities costs;

- Addressing other supply side constraints by inéngaschooling capacity — classrooms,

adequate textbooks, learning materials etc.;

- Training, recruiting and retaining teaching staffarder to achieve the targets in both
terms of access and quality of education;

- Improving the status of the teacher and providigentives to increase motivation;

- Ensuring the matching of learning outcomes witholabmarket needs at all levels of

education.



ESSP has anticipated that it has to strengtherostdedership and management, i.e. the district
office service delivery responsibilities and theplementation of policies including ensuring
access and quality of education.

Rwandan School Leadership Context

Rwanda experienced traumatic consequences froml®9d genocide and has undergone
multiple education transformations since then. Tmest recent school leadership and
management initiative is the signed bilateral proj@etween the Ministry of Education and the
Flemish Technical Cooperation (VVOB).

The Rwandan Ministry of Education (www.mineduc.goy2008) initiated the project
“MINEDUC school management” that started in 200&gsoject working in close collaboration
with VVOB. The project was committed to improvingheol management in high schools and
by 2006 had started to improve school managemeprinmary schools.

That project worked until 2007 with 45 secondanptpschools (at least one school per district
and in all the four Rwandan provinces, plus Kigatly) where it trained the senior management
teams (i.e. the head teacher, the prefect of studiecipline master, bursar and secretary) in

school management and some training in ICT.

The main objectives of the project aimed at reicifuy the school management capacity of the
five persons mentioned above who comprise the $cmamagement team; encouraging the
involvement of all school stakeholders at the maticand local level; providing schools with
means of accessing ICT and training the schootieffi; developing and disseminating the
modules of school management as text resources athasing the school management team on
cross-cutting themes such as unity and recondhatself-identity, environment, HIV/AIDS

prevention, gender, self care and responsibility.

At the beginning of 2008xww.mineduc.gov.ny2008), the Ministry of Education initiated, in

collaboration with VVOB, a second phase of the esg@moject that is planned to end in 2013 and
still aims at training and building Rwandan higihaal principals’ management capacity as well
as that of school management teams all over theatgouThis initiative is directed at a

significant capacity development on the part ofo®thmanagement teams and requires high
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levels of motivation and commitment to solve muéipproblems related to education

improvement in Rwanda.

This example illustrates the Rwandan Governmerg&drto improve its educational system and
the emphasis it attaches to the role of schoolcjais in leading and managing schools. The
importance of the role of principals has been contewon by many scholars, including Steyn
(2007), and Marais, Niemann and Kotze (2008), whte rthe importance of leadership and
management by pointing out that effective manageérepeople has been identified as a key
element of best practice in many leading educatieamganizations. These scholars offer a
different model of the role of the school principalthe traditional school model from that of a

manager or administrator (Pretorius, 1998).

Education is a crucial vehicle for moving from aldand obscure past towards tangible signs of
a competitive country. Therefore, improving studémgarning achievements remains a major

objective of the education system (http//:www.mnedov.rw:2003).

Obura’s (2000) research in Rwanda shows that, eefloe events of 1994, a discriminatory
system was used for entry into schools, which waestly based on ethnic and regional criteria,
rather than on scholastic performance. It is noaugft that, to a large extent, the education
system mirrored and indeed reinforced destructimeds in Rwandan society. Obura (2000) goes
on to say that the education system was partigutargeted during the conflict: teachers and
educated, thinking, people were singled out foassisation, and pupils and teachers were both

victims and perpetrators of the genocide in statechurch schools.

Obura (2000) adds that, during the genocide, sshwele ransacked and destroyed, as well as
the Ministry of Education. Few teachers were lefindreds of thousands of households were
left headed by children. Ethnicity was seen to beaeceptable basis for the establishment of
social and institutional structures. It is sigrafint that the education system has become a prime
target in many civil wars, since schools are seenepresenting political systems and regimes,
and as symbols of peace. They irritate warlordbelszand militia whose aim is to destroy
systems and terrorize people, including childreasind®ls can be seen as an inspiration and, at the
same time, be a prime target of destruction. Sshcan also be regarded as organs of

destruction, or mechanisms for restoring normalcfpopeace-building (Obura: 2000).



One of the first actions of the government afterwar, as Obura (2000) reports, was to mobilize
resources country-wide and, with the help of exkerpartners, to re-open schools. In
reconstructing the education system, the Minisfrizducation had to struggle against a lack of
gualified teachers, and a shortage of materialsvaéver, the Ministry of Education achieved a

rapid restart within two months of the genocided)b

Obura (2000) argues that the post-war educatioricypopromoted national unity and
reconciliation, prioritizing equity of provision draccess, encouraging a humanitarian culture of
inclusion and mutual respect. The basis of the ailut system changed radically in 1994, as
any form of discrimination became illegal. One imtpat step was to abolish the classification
of learners and teachers by Hutu, Tutsi and Twiiadibn. However, the Rwandan curriculum
has been the subject of much controversy, with Iptéimned and unplanned changes. These

changes affected curriculum policy and its impletagon (Obura 2000).

Rwanda is subject to globalization and cannot waldae to improve its educational system.
Knowledge and understanding of school effectiveraessimprovement literature is necessary as
is familiarity with research on successful schaddership and management, with particular

reference to developing countries.

The Huye school context

Education in Rwanda is constitutionally a statepoesibility with the national government

providing school subsidies to each district in toeintry. The mayor of the district has overall
responsibility for education, at primary and se@wydevel, and has a director in charge of
education, who is accountable to him. Huye distast with other districts in the country, also
follows the national educational policy. In terofsschool type, Huye schools are divided into

government and non-government schools.

Among the non-government schools, some are bemgpyureligious organizations while others
have been founded either by groups of parents igatpr individuals, especially in the urban
area. Most of the religious affiliated secondarpiasals are partially government-funded, with
teachers’ salaries paid by the government, whisl @rovides most of the school materials.
The school infrastructure belongs to the schools the government sometimes helps with

repairs when requested to do so. As for indepensigmools led by private individuals, the



government sometimes gives grants, according toareamda of understanding signed before the
start of the school. However, all the schools sliaeecommon national educational policy and
standards that are in the Education Sector Staign (ESSP, 2008).

The Huye district suffered from the aftermath oé th994 genocide, including the loss of

qualified teachers, with some being killed durihg ggenocide and others who fled the country.
There is also a shortage of teaching and learniaigmals and a damaged school infrastructure.
The post-1994 situation has a significant impact smimool leadership and management,

providing a sombre background to the author’s study

Characteristics of Huye district

Huye district is one of eight districts which fotire Southern Province of Rwanda. The area of
the district is 581 square kilometres and it ha®pulation of 265,446, with a density of 456, 5
per square kilometre. The district is bordereth® North by Nyanza district, Gisagara district

to the East, Nyaruguru district to the South andmiggabe district to the West (See figure 1.1).

The district is 93% rural and only 7% urban. Thetritit hosts the National University of
Rwanda from 1963, the Baptist Faculty of Theology,High Institute of Pedagogy and
Catechetic studies for Protestants, and a MajohdliatSeminary of Nyakibanda. It has got 91
pre- primary schools, 86 primary schools and 2#4séary schools (public and private, some for
boys or girls only and others of mixed gender). lyQi schools have a complete cycle up to
senior six. There are five vocational centresylmung and adult people who did not complete
primary or secondary education. From Septembe®,20@ district authorities in charge of
education, at the national level, led a campaighuitd three secondary schools in each cell of
the district to facilitate the beginning of the RiiYear Basic Education policy. These schools

received their first intake of students in Febru2®y 0 all over the country.

The Huye education system faces some serious ngae These include overcrowded
classrooms, and insufficient schools and classradomgral areas, compared to urban provision.
An attempt to resolve this situation has starteth whe beginning of the Nine Year Basic
Education policy, such as the increase in the ratigirls in secondary schools. However,
insufficient and unqualified teachers, as well iasitéd textbooks for primary and secondary

school students, remain a big challenge.



CARTE ADMINSTRATIVE DU DISTRICT DE HUYE

NYANZA

RWANIRO ﬂ
RUSATIRA

NYAMAGABE
GISAGARA
MARABA

[ Limite de distict

Limite de secteur

g GISHAMVU
HUYE
KARAMA
KIGOMA
KINAZI

KARAMA E MARABA

MBAZI
MUKURA

E NGOMA
RUHASHYA
RUSATIRA

g RWANIRO
SIMBI

] TumBA

(>
NYARUGURU
3 0 3 6 Kilometers
Cinstitut National de la Statistique du Rwanda, Mars 2006

Figure 1.1: Huye administrative map\yw.minaloc.gov.rn2006)

Theoretical Framework

Hallinger & Heck (1998) commented that the concalation of principals’ leadership has
evolved over more than 25 years. They found that twajor approaches have predominantly

been noticed in the study of principals’ effectssehools and staff, and students’ effectiveness,
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over the past 15 years. Those approaches are dtistral and transformational leadership.
Research from the early to late 1980s has been ndwed by instructional leadership
conceptualization and these studies conceptualiee@rincipal’s role in school effectiveness in
terms of instructional leadership. However, sin@®Q, researchers have begun to shift their
attention to leadership models construed as maneigtent with evolving trends in educational
reform such as empowerment, shared leadershipo@yashizational learning. This evolution of
the educational leadership role has been labeledfl@sting second order changes (Leithwood,
1994) as it is aimed at primarily changing the argation’s normative structure. The most
frequently used model in North America is transfational leadership, which focuses on

increasing the organization’s capacity to innovate.

Bolman and Deal (1992) identify four frames, i.@lifical, structural, symbolic, and human
resources, in order to view the role of leadershiprganizations. However, Hallinger and Heck
(1998) conclude that, despite its widespread usadministration, very few studies used that

framework in the study of the principal’s leadepskffects on school.

Botha (2004) asserts that a professional schootipal is the educational leader and manager of
a school, and is therefore responsible for the wemkormance of all the people in the school,
i.e. both staff and learners. People are the hurasources of schools who use materials to
produce an educated learner. The major role oftjpats is to help the school achieve a high
level of performance through the utilization of @i human and material resources and this is
done through effective, and ultimately excellenceléadership. Simply stated, the principals’
role is to get things done by working with and tigh other people. Botha (2004) discusses a
South African perspective of principalship and sty the major reason for principals’ failure
is an inability to deal with people. If people dotmperform well, the school cannot be effective
and, in this sense, the leadership task of schootipals is of the utmost importance and is

probably the most important element of the prinkspale.

Black (1998) has distinguished three broad areaslubol leadership and management, i.e. how
school principals deal with instructional, transh@tional and participative leadership.
Instructional leadership instills school principais create clear expectations, to maintain
discipline and implement high standards, aiminghatimprovement of teaching and learning.

This implies the principal’s role as a leader witkion, leading the school community in its
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development to use more effective teaching andadar strategies, and supporting educators to
implement the teaching processes. Transformatieaalers, however, are people who are not
only focused on a culture of learning and teaching,who are also future oriented, responsive
to the changing education climate, and able tazatthe symbolic and cultural aspects of schools
to promote a culture of excellence (Johnson, 19%figse leaders inspire and motivate their
followers towards a common vision and goals. Lasplgrticipative leadership involves the

members of the organization, educators, learnarppasting staff and parents, and other
stakeholders becoming involved in problem solvitggrners’ improvement and any other

decision making in the school.

School culture

According to Bush (1995), culture refers to valubsliefs and norms of individuals in the
organization and is manifested by symbols andlsttether than through the formal structure of
the organization. Further, Fidler, Russell and $m®mk(1997) argue that the culture of an
organization represents a stabilizing and unifyfagce within the organization. The authors
believe that one of the major roles of leadersoisunderstand the existing culture of their
institution before they can adequately manage lbéh organization and its culture. They
describe culture as the distinctive way in whichamization members go about their work and

relate to each other in a particular organization.

The main conceptual framework to guide the reseasckhat of Hargreaves (2002), who
explored school culture in order to help schootptianers find their own school culture and to
enhance improvement and effectiveness. In thisrdedigargreaves adds that a school leader has
three major tasks in relation to school culture diagnostic, directional and managerial. The
diagnostic task consists of how a leader and aitaeholders diagnose the present character of
the school’s culture. The directional task is fhecess of deciding how the leader wants the
school’s culture to be. Thirdly, the manageriaktasthe way of devising and implementing a

strategy for moving the school’s culture in the o direction.

These three major tasks are inter-linked and Havgr® (2002) suggests the involvement of as

many people as possible because this helps in eriogwery different perceptions of aspects of
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the school culture and it affects subsequent agtidbhe involvement of people such as the head,
senior management team, staff, students, paramdspther critical people in the diagnostic task
may motivate all the stakeholders to engage irddwelopment of the school.

Hargreaves (2002) discusses simple direct anddcdmethods of diagnosing school culture.
He adds that simple diagnostic devices do not tailieh time for the participants but lack depth
because they often use the concept of school euitusimplistic fashion. He recommends the
indirect method of diagnosis, such as the schdaoternal review, the views of students and
parents, and all such evidence, comes back tetddet as feedback on the character or ethos of
the school. The word ‘culture’ may not be used suth evidence is important, since it can be
used to check on the validity of the perceptionthefschool’s culture emerging from the use of

a more direct method.

Hargreaves (2002) also talks about the direct ntkisothe way of drawing on one of the “two-
by-two” typologies and ask people who are involtedsay which type of school culture the
school is closest to and then engage a discussionder to classify the school. This “two-by-
two” typology method may, for instance, be gettihg participants to judge whether the school
is broadly “effective or ineffective”, and “imprawj or deteriorating”. However, Hargreaves
(2002) agrees that the participants find the tygpldifficult since they judge the school is

effective in some ways and not in others, and #&meesfor the improving —declining dimensions.

Furthermore, Handy and Aitken (1986:83), and Ha(i884:34-8), suggested another fourfold

typology of school culture and teacher culture Jaxed as follows:

v' The club culture or spider's weh the school here is taken as an informal club of
like-minded people whose task is to achieve thesimnsof the head, who is at the
centre of things. That sounds like a dictatorstdpgd some club cultures are
dictatorships. They are very personal culturesabge the spiders preserve their
freedom of manoeuvre by writing little down, prefieg to talk to people, to sense
their reactions and to infect them with her/hisheistasms or passions. Their
strength is in their ability to respond immediatahd intuitively to opportunities or
crisis because of the very short lines of commurinaand because of the

centralization of power. On the other hand the darig the dominance of the
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character of the central figure because, if thelapis weak, corrupt, and inept or

picks the wrong people, the organization is algosidime.

The role culture or a pyramid: the school is taken as a set of job-boxes co-
ordinated to execute the work of the organizatignich the head manages through
a formal system and procedures of a bureaucratid. kt looks like a pyramid of
boxes; inside each box is a job title indicatingowthe occupant is. The strength is
that such organizations become routinized, few siges are needed, and
everybody can get on with their jobs, while itsadigantage is that the role culture
need implementers, not innovators, no independgresaple are in one sense less

critical thinkers.

The task culture or a grid: the school is considered a friendly matrix ofiaaly
composed groups and teams which achieve a rangd#anhed tasks to solve
organizational problems. This culture develops @sponse to the need of the
organization and in a less individualistic way tteaolub culture and more speedily
than a role culture. The task culture is usuallyaam and friendly culture because
it is built around collaboration without much ovéierarchy. There are plans rather
than procedures, reviews of progress rather the@sament of past performance. It

is a forwarding-looking culture for a developingyanization.

The person culture or cluster the school is seen as a minimally organized
resource for the development of its members’ taland exercise of the skills. This
is described as a teacher culture and is diffefimmh the first three, which are

school typologies.

In his conclusion, Handy (1984) confirms that sdhpbke other organizations, are pulled four

ways by the demands of the different cultures;atoze it is the task of the leader to gather the

cultural forces together, using the strengths ohea the right paces.

Another fourfold-typology of teacher culture, preed by Andy Hargreaves (1994) includes

individualism, collaboration, managed or contrivediegiality, and balkanization.
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David Hargreaves (2002) agrees that both fourfgldologies stated above can become
diagnostic instruments in which teachers are ptesenith cameos of each culture type and use
these to make a diagnosis of their own school wiltulin practice, however, the participants
rarely identify the school culture with a singl@#y The author relates both fourfold typologies
and suggests that a collaborative culture soundgalide while the individualism, contrived

collegiality and balkanization are clearly objeotble. He explains this by saying that larger
schools, and almost all secondary schools, indyithlave a degree of balkanization, and
collaboration and individualism may characterizéedent parts of the school or different aspects
of life in school. Successful schools get thetrigix at the right time, an appropriately dynamic

model of how cultures work (Hargreaves, 2002).

Besides the simplistic devices stated above, Havgie (2002) proposed more complex schemes
which are also more time-consuming and these asedban two typologies. The first assumes
that all schools, like all social collectivitiegde two fundamental tasks. One is to achieve the
goals for which they exist, and the other is tontan harmonious relationships. The two tasks
are often in tension, in that pressure to achibeegoal (for example student achievement) may
be at a cost in relationships (e.g. making studeraik hard). Hargreaves argues that schools
require social controls over teachers and studemtthat they work together in orderly ways,
concentrate on teaching and learning, and avoidilpises of distraction and delay. On the
other hand, schools have to maintain social cohesocial relationships that are satisfying,

supportive and sociable.

Hargreaves (2002:50-1) summarizes his two-by-twmlggy according to whether the social

control, and the social cohesion, dimensions agk or low as follows:

» The formal school culture (high social control > < low social cohesion): Jlypology
puts pressure on students to achieve learning ,goalsiding curriculum, exams or test
performance, but with weak social cohesion betwstff and students. School life
becomes orderly, scheduled, disciplined with straagk ethic. Academic expectations
are high, with low toleration for those who do fige up to them. To students, staff are
relatively strict, though institutional loyalty igalued. The school is like a tight ship

fostering traditional values.
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» The welfarist school culture (high social cohesion > < low social control): Jiias a
relaxed, friendly atmosphere. The focus is on iilial student development within a
nurturing environment and child-centered educatiphdosophy. Work pressure is low;
so academic goals get a lower priority than samdilesion or even become displaced by
social adjustment and life skills.

» The hothouse school culturghigh social cohesion & high social control): Alle under
pressure to participate actively in the full ramdgeschool life. The motto is “join in, enjoy
yourself, and be a success”. Expectations of waeksonal development and team spirit
are high. Teachers are enthusiastic and committddvant students to be the same. It is
a culture that is not coercive or tyrannical, bed&dhers and students easily become

anxious that they are not pulling their weight omdy as well as they should.

» The survivalist school culture(low social cohesion & low social control): In $hkind of
school, social relations are poor; teachers aigirgdr to maintain basic control and
allowing students to avoid academic work in exclafgy not engaging in misconduct.
Lessons move at a leisurely pace; students undheevec Teachers feel unsupported by
senior colleagues and enjoy little professionak&attion and life is lived a day at a time.
Many students feel alienated from their work whimbres them. The ethos is one of

insecurity and low morale.

As far as the direction of school culture is coneel, Hargreaves (2002) suggests including all
stakeholders as staff and students in thinking abwi conceptions of the school culture they
would like, and this assumes the school leadetsriiiem to choose a cultural direction. If all
agree on the type of the culture, there is a mtitimal belief to work out the positive strategies
for so doing. Though, when all the staff are pgllin the same direction, they are more likely to
achieve the goals. This is the implicit line on@alhculture, which emphasizes collaboration as a

key to school effectiveness and improvement.

The last task is managing culture and Hargreav@@2argues that the only thing of importance
a leader can do is to create and manage cultuie.often leads to the assumption that the staff

is persuaded on some kind of rational basis; degubeliefs and values under the leader’s stated
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vision. In brief, culture is understood as theididtve way in which organization members go

about their work and relate to each other in ai@ddr organization.

However, it is suggested that some problems expegtk in Rwandan schools impacted on
school culture. These include the challenge tolempnt Nine Year Basic Education and
maintaining its teaching and learning quality; ading supply side constraints by increasing
school capacity such as continuation of fee suésjdclassrooms, adequate textbooks and
learning materials etc.; training and retainingteag staff in order to achieve the targets in both
terms of access and quality of education, improwimg status of the teacher and providing
incentives to increase motivation, and ensuringniaching of learning outcomes with labour

market needs at all levels of education.

Institutional autonomy

Naidu, Joubert, Mestry, Mosoge and Ngcobo (2008eed) that the widespread trend of
increasing institutional autonomy has made mang@spof planning and decision-making the
responsibility of schools. Those scholars explaseldool leadership and management in South
Africa and came to the conclusion that principasyking together with school management
teams (SMTs), school governing bodies (SGBs), tepadidtment of Education and school
communities, are primarily responsible for provglifeadership and direction for schools’
culture. This constitutes an example of a develpgiountry that is promoting a school culture
where all stakeholders take part in school lifepeegally in planning, decision-making and
thinking of how schools live and have to live. Rdans one developing country which was
devastated by the 1994 war, still suffers its afeghs, and is trying to improve its educational

leadership and management system.

Further, Naidu et al (2008) discuss the work of \dan Westhuizen (2000), who argues that an
organization is the framework within which humaniates are directed and coordinated. It is a
formal structure of authority that comes into bebyggrouping activities into departments and
by arranging them in a certain order. The schodchra®rganization is therefore described as a
collection of teachers, pupils, parents and nookieg staff, working towards the common goal

of ensuring that learners receive quality teaclaing learning.
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Aims of the Research

Overarching aims

The broad aim of the research is to understand Rexndan high school principals lead and
manage their schools, with a focus on school celtuntending to improve teaching and learning

and how this links to national educational poliogldhe country’s vision.

Due to Rwanda’s background linked to the 1994 geleocthis research study focuses on
leadership and management in a country which iisrebuilding. The author also intends to
provide an original contribution to the field ofiezhtion, notably in establishing how Rwandan
high school principals exercise their responsibait Linked to this issue of headship, it is an
opportunity to explore how the 2008-2013 school aggament initiative project of MINEDUC,
in collaboration with VVOB (a Flemish Technical Guation), has empowered high schools
principals’ leadership and management implementasis well as its impact on high school
principals’ leadership and management. The rebaaran explanatory and exploratory study of
the role of high school principals, linked to tlencept of school culture. It focuses on how high
school principals collaborate with their parthemsnage school resources and work towards
achieving the schools’ vision. Hence a significalmllenge for principals today is to identify the
specific features of the school, such as schootumyl teaching and student learning

improvement, and the type of leadership and manageprincipals should employ.

Specific objectives

The exploration and explanation of the role of haghool principals in Huye district in the
Southern Rwanda focuses on how principals faalitahd participate in the development,
articulation, implementation, and stewardship ofigion of learning that is shared, supported
and owned by the school community. This concerns tie principals advocate, nurture, and
sustain a school culture and instructional planadocive to students’ learning and staff

professional development. The specific objectiviesth® research are:
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- To explore whether and how the school principaleligys and demonstrates school
vision, mission and goals which inspire and mogvatudents, staff and all other

members of the school community;

- To explore whether and how the school principalnplahe strategic direction and
development of the school; i.e. how does s/he detrate high expectations and set

targets for the whole community;

- To see whether and how the school principal seamdssustains effective teaching and
learning, i.e. to explore how does s/he ensuretdaathing and learning are at the centre

of the school strategic plan and resource managemen

- To explore whether and how the school principabl$eand manages staff and other
resources, i.e. how does s/he collaborate, motivatelve, support and develop staff to
secure school development as well as how s/he rearthg school resources at his/her

disposal;

- To explore whether and how the school principaé@§ the school culture, i.e. to see
how the principal diagnoses, builds, directs anthagas a school culture that takes into
account the richness and diversity of the schootsxmunity and towards effective

teaching and learning for the school’s development;

- To see whether and how principals relate to schtaideholders, including the hierarchy,
teachers and students, support staff, parentsh@ncbimmunity i.e. an exploration of how
they promote collaboration to achieve organizaligaals and how do they take into

account each member’s involvement.

Research Questions

This research focuses on exploring the role of Rimanhigh school principals in leading and
managing their schools, drawing on concepts of aickalture. The study is guided by the

following questions:
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1) What are the main responsibilities of school pyirats in Rwanda?

The rationale for this question is that the schmaicipal is the most important and influential
individual in any school. It is his/her leadershijat sets the tone of the school, the climate for
teaching and learning, the level of teacher pradessism and morale, and the degree of concern
for what students may or may not become. The issuesgplore include whether the principal is
an initiator (he/she gets projects started); aovator (sustain, support or bring new strategies);
motivator (he/ she influences others through colfation to reach the vision, mission, goals and
objectives); calculator (he/she sets the schoolvides on a clear strategic plan); and
communicator (he/she communicates the school viseats each members’ vision ownership
and stimulates the school community relationships).

2) How do high school principals enact their leadepsand management?
The enactment of school principals’ leadership arahagement is founded on their ability to
work with staff and the community; to create andntan a conducive, safe and orderly learning
environment; to manage the operations and maintenah school infrastructure, setting up
school committees, creating interpersonal relaligpss keeping records and filing documents,
leading staff meetings and communicating effecyivempowering the school members through

in-service training etc..

3) How, and to what extent, do Rwandan principalsdl teaching and learning in their
schools?

This question relates to the extent to which highos!| principals lead and manage teaching in
Huye district, how they organize and take part tndent-teacher relationships; teacher
professional development; planning the curriculuangd creating a peaceful school climate
conducive to effective teaching and learning. Treguires an exploration of the school’s
educational goals, the school learning climateilifatng a strong school culture, connecting
curricula to society problem. To clarify this resgaquestion, | refer to Murphy (1990) who
noted that principals in productive schools — tisatschools where the quality of teaching and
learning are strong — demonstrated instructioreddeship, both directly and indirectly. Those
principals emphasize four sets of activities witiplications for instruction i.e. developing the

school mission and goals; coordinating, monitoriagg evaluating curriculum, instruction, and
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assessment; promoting a climate for learning; aadting a supportive work environment. Bush
and Glover (2002) add that the core purpose ofcypaiship is to provide leadership and
management in all areas of the school to enableitha&tion and support of conditions under
which high quality teaching and learning take placel which promote the highest possible
standards of learner achievement. The respongilddit managing teaching and learning is
shared amongst principals, SMTs, middle managetscEssroom educators. Educators manage
curriculum implementation in their classroom, Hols/e responsibility for ensuring effective
teaching and learning across their learning areagphases, while principals and school

management teams (SMTs) have a whole-school role.

4) How do high school principals lead and manage staff other resources at their schools?
Leading and managing staff, as well as other scresmurces, requires involving all the school
community members and at all levels. Thereforeeagplanation of this research question is
based on MacNeil and McClanahan’s (2005) view titzatitional school leadership has been that
of the top — down approach, from which the leads=ds, makes decisions, motivates, and
inspires. This approach has been popular in edugdtiadministration in the past, but it is
unlikely that a single person can provide the nemgsleadership for all issues. One way is to
emphasize a shift from the formal leader to a shéadership model. This model has many
names including partnership-as-leadership, digetbueadership, and community of leaders.
Barth (1990) adds that, under the shared leadersbitel, the vision for a school is a place
whose very mission is to ensure students, par@ashers, support staff, and other stakeholders,
as well as principals, all become school leadersome ways and at some times. This view
suggests the basic concept of two or more peoenghpower and joining forces to move
toward the accomplishment of a shared goal and eoatcountable at any level of the

organization or school (Moxley, 2000).

5) How do principals relate to their stakeholderscliding the hierarchy, teachers and
students, support staff, parents and the community?
To relate to all school stakeholders, there mighalmeed for leadership that implies the degree
of principals’ collaboration with teachers, othamff members, students and parents, the

community and other stakeholders, so that all efthmay feel involved. The question consists
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of exploring how principals promote collaboration &chieve organizational goals, while
encouraging each member’'s participation. This stagplies that principals facilitate
organizational consolidation, through task disttidm, assigning responsibilities, providing open

communication channels, interpersonal relationshifgseasing quality and productivity.

6)How do principals affect their schools’ culture?
This research question implies an exploration & tifferent ways in which the principal
impacts on school culture, that is, the distinctiveeys in which the school community members
go about their work and how they relate to eactemtheithwood, Jantzi and Steinbach (1999)
discuss the impact of a transformational schoatlée and distinguished his/her functions;
mission centered (developing a widely shared vis@mthe school, building consensus about
school goals and priorities), performance centgiemlding high performance expectations,
providing individualized support, supplying intelteal stimulation), and culture centred
(modeling organizational values, strengthening potile school culture, building collaborative

cultures, and creating structures for participatioachool decisions).

Overview

This introductory chapter has described the Rwanedcation system from its historical
background to its current development, as welled$ng out its major aims and challenges. The
Government of Rwanda, through its Education Seletdicy, aims at combating ignorance and
illiteracy in order to provide a qualified humarsoerce and this has to be done through ensuring
effective teaching and learning practices suppobte@xcellent leadership and management in
schools.

The author’s study is linked to a training projeatschool leadership and management initiated
from 2006 to 2013 by the Ministry of Education iw&da (MINEDUC), in collaboration with a
Flemish Technical Cooperation (VVOB) sponsored hg Flemish Technical Cooperation
(FTC). The project aims at building, improving amdhforcing the country’s school principals
and School Management Teams’ capacities to leadmaarthge schools effectively. However,

the research does not intend to evaluate the prdpet aims at exploring, describing, and
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interpreting the high school principals’ enactmehttheir leadership and management with a

focus on school culture, in Huye District, in theuhern Province of Rwanda.

The broad aims of this research focus on the réleigh school principals in Huye district.

However, it also seeks to provide a framework denence in order to contribute to its
development in Rwanda. The main objective has leesxplore what different scholars say
about educational leadership and management tsetrienprove teaching and learning and to

see how they link to the Rwandan national policysonool leadership.

The joint project between the Ministry of Educatiand VVOB, to empower high school
principals, has been a starting point for this aede and led the researcher to the research
guestions that aim to explore and explain the masponsibilities of principals, how they enact
their leadership and management, their leadersiwards staff and other stakeholders, and their

impact on school culture as leaders.

The relationship between the research questiongtendpecific objectives is to see how high
school principals in the district, enact, lead amahage school culture based on their ability to
work with students, staff, school stakeholders #mel community; to create and maintain a
conducive, safe and orderly learning environmentnainage the operations and maintenance of
school infrastructure, setting up school committeesating interpersonal relationships, keeping
records and filing documents, leading staff meatingnd communicating effectively,
empowering the school members through in-servi@nitrg etc.. Further, a theoretical
framework through Hargreaves (2002) is taken as agleinto explore the Huye district

principals’ leadership and management towards dchutire.

The next chapter will be a literature review foagsion school culture, leadership and
management concepts, and leadership and valuesypgé® of literature will consist of relevant
theoretical and conceptual frameworks, the empiridéestern and African educational
leadership literature, and the official educatiohtdrature in Rwanda, such as reports, job

descriptions, and performance contracts.
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Chapter Two: Literature Review

Introduction

“As long as improvement is dependamta single person or a few people or outside

directions and forces, it will falbchools and the people in them have a propetusity
depend too much on a strong head theeroauthority figures for direction and
guidance.” (Harris and Lambert, 20Q3:

The main purpose of this literature review chapgito explore conceptual and empirical
research from different scholars in the field olLeational leadership and management. The
chapter is based on a review of theories, concapdsresearch findings on the role of school
principals in leading and managing their schoolgriprove teaching and learning. This review
is mainly focused on instructional and transforiomai leadership as two leading models of
school leadership and management. One aim is tlwrexpow instructional leadership guides
school principals to create clear expectations,maintain discipline and implement high
standards, aiming at the improvement of teachirdyl@arning. This implies that the principal’s
role is to be a leader with vision, leading theasticommunity to use more effective teaching
and curricular strategies, and supporting educatoisnplement the teaching processes. The
review also explores how transformational leadees @eople who are not only focused on a
culture of learning and teaching, but are also reutariented, responsive to the changing
education climate, and able to utilize the symbahd cultural aspects of schools to promote a
culture of excellence (Johnson, 1997). These lsadspire and motivate their followers towards

a common vision and goals.

This chapter consists of the theoretical framevarét review of the literature on the role of high
school principals in leading and managing schotibioet Itinvolves three main sections: these
are leadership and management, organizationaltgteuand culture, and leadership and values.
These sections underpin the review of concepttexliure that sustains this research study and
also involves the empirical western and Africaerbiture and the official Rwandan literature.
The chapter relates directly to the research amatdre to explore and explain the role of high

school principals in Huye district in Southern Rwanand to see whether and how principals
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facilitate and participate in the development,catition, implementation, and stewardship of a
vision of learning that is shared, supported andexhby the school community. This also links
to whether and how the principals advocate, nurtaed sustain a school culture and

instructional plans conducive to students’ learrang staff professional development.

This literature will examine whether, and to whatest, the concepts of school leadership apply
to principals in different international settings.will include a discussion of leadership and

management models, including instructional andsfiaamational leadership, school culture and
structure, and values. These will be applied inettgsed and developing contexts, including

Rwanda.

Leadership and Management

Bush (2007) stresses the great interest in edunzdtieadership and management in the early
part of the 2 century because of the widespread belief thagtraity of leadership makes a
significant difference to school and student outeemSchools require effective leaders and
managers if they are to provide the best possitleaion for their learners. The author adds
that more governments are realizing that the magsets in the global economy are their people
and, to be competitive, depends increasingly ondtheslopment of a highly skilled workforce.
This not only demands trained and committed teacbet also a need of a highly effective

leadership of principals as well as the suppodesfior and middle managers.

Coleman (2005) notes that it is important to beraved the concepts of leadership, management
and administration which appear to have variougesat different times, in different countries

and in different professional cultures. The autbays that, in the UK, leadership tends to be seen
as the most important of the three concepts whdaagement tends to relate to more operational
matters and administration being based on taskehadmie routine. She concludes that, despite
the different interpretations, the concepts of &raldip and management are often used
interchangeably in the UK. While looking at angipal’s practice, it is not easy to decide

which action or function could be labeled leadgysii management.
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Gardner (2007) argues that, in all positions ohaitity, there is a need to combine the sibling
skills of leadership and management. These skifls@ated, and they overlap, but they are not
the same. A key question is ‘what is the approerizlance between these elements? Should
the head of any organization be someone who iopnagthntly a leader or a manager? However,
Gardner (2007) adds that there is a place for leatthers and managers.

Educational leadership and management conceptsldemre viewed by different scholars, who
often recognize that those concepts are linked. é¥ew Cuban (1988: xx) provides the clearest
distinctions between leadership and management.litds leadership with change while

management is seen as maintenance activity. Cub@arsds on the necessity of those twin

dimensions of organizational activity and explaimsm as follows:

By leadership, | mean influencing others’ actionsachieving desirable ends. Leaders
are people who shape the goals, motivatiand actions of others. Frequently they
initiate change to reach existing andwngoals. Leadership takes much ingenuity,
energy and skill.

Managing is maintaining efficiently and feetively current organizational
arrangements. While managing well oftenhileis leadership skills, the overall
function is toward maintenance rather thdrange. | prize both managing and leading
and attach no special value to either simtfferent settings and times call for varied
responsesx).

Law and Glover (2000) point out that leadershifregiuently seen as an aspect of management.
Leaders are characterized as charismatic indivsdwath visionary ability to motivate and
enthuse others, even if they lack managerial orimidirative skills to plan, organize and
effectively control resources. They add that marageed, simply, to be good at everything

leaders are not.

Bush (1998) has linked leadership to values or gagpwhile management relates to
implementation or technical issues. However, Fill®97) has argued against a firm distinction
between both concepts claiming that they have @mate connection and a great deal of
overlap, especially in respect of motivating peopled giving a sense of purpose to the

organization.

Bolman and Deal (1997) reconciled leading and miawgagaying that even if they are distinct,

they are both important. They noted that orgarorstiwhich are over managed but under led
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eventually lose any sense of spirit or purpose.oorly managed organizations with strong

charismatic leaders may soar temporarily and cshsitly thereafter. They suggested that the
challenge of the modern organization requires thjeative perspective of the managers as well
as the flashes of vision and commitment wise lesdprprovides. The implementation of

leadership and management within a school, acaptditGardner (2007), must be a partnership,
a combined covering of the areas and styles redjbiyehe whole operation. A school with great
leadership and chaotic management will be in treupérhaps happy (temporarily) but in debt.
One with floppy leadership and watertight managemeéh be in a different kind of trouble,

successfully underachieving on the wrong road.

Bush (1999) adds that the field of educational éesltip and management is pluralist, with many
competing perspectives and an inevitable lack ofemgent on the exact nature of the discipline.
Educational leadership and management have to fitealtg concerned with the purposes or
aims of education. These purposes or goals pravidecrucial sense of direction to underpin
school management. Unless this link between purpodemanagement is clear and close, there
is a danger of managerialism that puts a stresprocedures at the expense of educational

purpose and values.

Gardner (2007) notes that leaders inspire, havegimaion, and communicate passion and
enthusiasm. They are believed and believed iy ®et examples. They symbolize, embody
and personify the enterprises they head. Often #utyon impulse. They think laterally. They
take risks. They say- or — imply: “follow me!” Theyre judged not by their shortcomings but

rather by the pinnacles they achieve.

Cuban (1988) adds that managers plan, think aheqadain, cover all eventualities, and issue
instructions. They provide security. They count dosts and set targets. They know what the
limitations of their work force are and they makeod appointments. They weigh things up

carefully. They are judged by how smoothly andoggfitly things are run.

Bush (2007) clarifies the link between leadershig ananagement through considerations of
South Africa’s underperforming schools (Ministeréview, 2004). He says that they required
greater emphasis on basic management, such asgrtakirorganization functional, rather than

focusing, only, on a visionary approach. It maysishof ensuring regular and timely attendance
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by learners and teachers, maintaining order andiptiize in schools and classrooms, and
providing adequate resources to enable teachinglearding to be effective. When schools
function adequately, Bush (2007) adds that leadars progress to developing vision; and
outlining clear goals and policies, with the coefide that systems are available to secure their

achievement.

Kunene (2007) testifies that many centres of leayr@cross South Africa overlook the role of

leadership in providing and administering educatiShe said that, without the right leaders,
school improvement projects are likely to fail, matter how thorough the plans. Education
authorities must consider the leadership pool ay #hape strategy and align their leadership
development programs with long-term aspirationShe goes on to say that the more effective
the leadership of a school, the more effective shkool is. More effective leadership is

characterized by more stability, diversity, comnatthto mission, effective goals, and effective

management.

Bush and Glover (2002), Bush (2003) and Bush (2@0@ue that there is global interest in
educational leadership and management becauses afavitable place in development and
maintaining successful schools and education systelowever, they add that there is much less
clarity about which leadership behaviours are nldsly to produce the most favourable
outcomes. Nevertheless, the awareness of alteenagiproaches is essential to provide a set of
tools from which discerning leaders can choose wheimg problems and dealing with day-to-

day educational issues.

Earley and Weindling (2004), and Bush and Glové0®), conceptualize leadership as the
activity of leading people, which implies that thghare done through people, with the emphasis
on relationships, communication, motivation and gomal intelligence. Therefore, the leader is
more inclined to open communication and risk-takirapd less restricted by policies.
Management refers to the more structured approécakodking within the confines of rules,
regulations and boundaries provided in a schoalasdn. Heystek, Niemann, van Rooyen,
Mosoge, and Bipath (2008) suggest that managenmehteadership are activities that a person
has to perform in a position as head and in linth wituational theory, a person may move
between management and leadership depending ositttagion. Some may tend to be more

managers; structured, rule-bound and taking pempés organization to new levels because the

28



rules require it; while others are more inclined be leaders who work with people and

challenging them to aspire to new levels througlivaton.

The next section deals with organizational striectamd culture and the impact that the school

principal may have on them.

Organizational Structure and Culture

This section focuses on the normative conceptsrgérozational structure and culture that

underpin the leadership and management of the sblyquincipal.

Defining school culture

Culture is a highly contested concept with multiptenceptualizations outlined in the literature
on educational leadership and management. Therchggaadopted a normative integrationist
perspective that there can be a dominant cultutte@mihe school, and that this is controllable to
some extent by the school principal, though othterdture contests this view. This review
presents some metaphor-based models, such as ldadditken’s (1986) and Handy’s (1984)
model of the club culture or spider’s web; the r@léture or pyramid; the task culture or grid and
the person culture or cluster. It also addressagrdaves’ (2002) perspective that compares
whether the social control and social cohesion dsians in schools are high or low for a school
to improve learning and teaching. This consistghefformal school culture; the welfarist school
culture; the hothouse school culture; and the sahgt school culture. However, as well as these
normative school culture models, the broad rangditefature in educational leadership and
management recognizes the importance of the schootipal’s crucial impact on school

culture.

Morgan (1997) argues that culture must be undedsasoan active, living phenomenon through
which people create and recreate the worlds in lwthey live. He adds that people must root
their understanding of organization in the procesbat produce systems of shared meaning and
that organizations are socially constructed resitthat are as much in the minds of their

members as they are in concrete structures, ratksedations.
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Schein (1997) argues that it is the leader who sie@@émbed and transmit culture. Leaders start
the culture formation process by imposing their agsumptions on their subordinates and they
get their message across through charismatic viSiomein (2004) defines organizational culture
as a pattern of basic assumptions that are invedisecbvered or developed by a given group as
it learns to cope with external adaptation andriv@kintegration. These basic assumptions must
have worked well enough to be considered valid, dretefore worth being taught to staff
members as a useful way to perceive, think and ifeeélation to problems. To survive and
grow, every organization must develop viable assiomp about what to do and how to do it.
Schein (2004) further argued that culture can adyaed as a phenomenon that surrounds us at
all times, being constantly enacted and createdunyinteraction with others. When one brings
culture to the level of the organization, and edewn to groups within the organization, one can
see more clearly how it is created, embedded, dpedl and ultimately manipulated, managed
and changed. These dynamic processes of cultuatiameand management are the essence of
leadership; leadership and culture are conceptughytwined. Leaders need to create a positive

school culture to achieve excellence.

Davidoff and Lazarus (1997) commented that cultireuld be seen as the central factor when
considering whole-school development interventiofifie culture of the school comprises the
values, the underlying norms which are given exgoesin daily practices, and the overall
climate of the school. They added that a way o€dlesg the culture of a school is by looking at
the way we do things around here.

Bush (2003) asserted that cultural models emphés&eformal aspects of organizations rather
than official elements. Cultural models assume hediefs, values and ideology are at the heart
of organizations and individuals hold certain ideas value-preferences which influence how
they behave and how they view the behavior of othembers. These norms become shared
traditions which are communicated within the gra@umu are reinforced by symbols and ritual.
Harris (1992) in Bush (2003) claimed that educatiomdministration has a technical
management aspect but is mainly about the cultutténnan organization. Culture includes the
rituals which occur or should occur within an orgation. Therefore, educational managers are
taken to be capable of shaping ritual in educatiomstitutions and leaders have a central role in

influencing culture.
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The interest in culture, as one element in schaagement, has increased. The focus on that
intangible world of values and attitudes are awisafunter to bureaucratic assumptions and help
producing a more balanced portrait of educatiomstitutions (Bush, 2003).

O’Neill (1994) explained the significance of cuktuas follows:

... cultural descriptors in the literature of eduicaial management is significant because
it reflects a need for educational orgaations to be able to articulate deeply held
and shared values in more tangible wayd therefore respond more effectively to
new, uncertain and potentially threatenirdemands on their capabilities.
Organizations, therefore, articulate vadui@ order to provide form and meaning for the
activities of organizational members ir tAbsence of visible and certain organizational
structures and relationships. In this serike analysis and influence of organizational
culture become essential management taolshé pursuit of increased organizational
growth and effectiveness. (O’Neill, 199461

Culture and structure

Coleman and Earley (2005) advanced that structexest in any organization in order to
facilitate the coordination of work and workers andrder to provide control over the people
and activities within the organization. Therefoséructures may support power relationships,
indicate the allocation of responsibility and tirees of command and coordination, as well as
titles and job descriptions which help to desigriateindividual’s location, and their formal role
in the structures.

Hoy (1994) argues that organizational culture heolne a vehicle to beliefs, values, traditions,
practices, policies and norms held by the peopldiwithe organization. The culture of the
school is the most pervasive aspect of school éife] touches and affects every other aspect.
Factors that determine a particular culture are diseipline practices, staff relations, and
different views on authority, pupils’ behaviour astaff commitment to delegated tasks. For
example, the culture of a dysfunctional school bandescribed as a culture of educators not
adequately skilled, arriving late to school andssjanot adequately prepared for lessons, and
educators resenting school after the last bellrbag. This will affect the way teachers think
about and value their teaching. It will also affé way in which people relate to each other, the
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way meetings are conducted, information is shaneltlae way that schools are managed. All of
these will impact on the pupils’ attitude towardfi®ol and the general teaching and learning at
the school (Davidoff and Lazarus, 1997).

Cunningham and Gresso (1993) assert that schoasyasizations have to recognize that their
organizational structure, behaviour and performaaee all due to the culture of the school.
These authors have stated that culture shapeseth@viour of any organization that in turn
produces performance of the organization. Deal Retrson (1999) believe that, beneath the
conscious awareness of everyday life in schootetis a stream of thought and activity. They
added that the underground flow of feelings andkvialys wends its way within schools,
dragging people, programmes, and ideas towards aoftstated purposes. The authors wrote that
an invisible, taken for granted, flow of beliefsdamssumptions gives meaning to what people say
and do. It shapes how they interpret hundreds ity ttansactions. This deeper structure of life
in organizations is reflected and transmitted tgtosymbolic language and expressive action. In
short, culture consists of stable, underlying dosiaanings that shape beliefs and behaviours
over time (Deal and Peterson, 1999). Deal & Peterd®99) understood school culture as
complex webs of traditions and rituals that havernbbuilt up over time as teachers, students,
parents and administrators work together and déal evisis and accomplishments. Fullan &
Hargreaves (1998) add that school culture comptisesgguiding beliefs and expectations that
help schools to operate, particularly with rega@eople relationships or failure to relate to
each other.

Schein (1997) has portrayed culture as having tlenesds of existence and its most tangible face
being artifacts which consist of visible organipatil structures and processes. These artifacts
may be formed of visible product of the group suah the architecture of its physical
environment, its language, its technology and petgjuits artistic creations and its style as
embodied in clothing, manner of address, emotidmsgllays, myths and stories told about the
organizations, published lists of values, obsewvaiblials and ceremonies. The less evident face
of school culture involves the espoused valuesclvhare the strategies, goals, and philosophies
expressed by leaders and members of the orgamahtalture. Schein pointed out that the most

important point about this level of the culturethsit it is easy to observe and very difficult to
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decipher. Certain values are confirmed only by shared social experience of a group. Such
values involve the group’s internal relations, vehdre test of whether they work or not is how
comfortable and anxiety-free members are when tokbyw them. The least evident are what
Schein called the basic underlying assumptionshtaxplains as a set of values that becomes
embodied in an ideology or organizational philogofiat can serve as a guide and a way of
dealing with the uncertainty of intrinsically undosilable or difficult events. The author defined
basic assumptions as concepts about which one lfttidssariation within a cultural unit. These
assumptions define what one has to pay attentionttat things mean, how to react emotionally
to what is going on, and what actions to take inous kinds of situations. It can provide a
mental map in which people feel comfortable withess who share the same set of assumptions

and very uncomfortable and vulnerable in situatwhsre different assumptions operate.

Leadership and culture

Mohajeran and Ghaleei (2008) pointed out that tivecypal's leadership style plays a major role
in creating a positive and encouraging climateha school and, in turn, influences school
governance and school effectiveness. Obviousiycpals are influenced by school culture and
context, but they also shape that culture and zbmteer time. Mohajeran and Ghaleei added
that researchers have noted that principals inesstal schools create a school culture that is
caring, risk-taking, open, and supportive (Deal dheterson, 1998; Waters, Marzano and
McNulty, 2003). The authors argued that leadersBipa two-way process in which the
behaviours of the leaders influence school climatel are also a product of the school
environment and interaction with others (Dinham,r@sy, Craigie and Wilson, 1995). A
common finding across the schools Mohajeran andeggh&008) studied was the existence of
generally positive cultures with varying degreesiraflusiveness. For example, in one of the
government schools they dealt with, the Princial to work within more constraints on his/her
autonomy than the principals in other schools dnd tepended on the principal’'s spirit to
innovate. Yet the data indicated that, despitedlamnstraints, the Principal was able to manage

the school in a positive way through collaboratiath all members of the school community.
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Wallace (2000) implies that the largely internadizeeliefs, symbols, values, norms and rules of
behaviour, are shared by members of a group ardkgbeir actions. Norms may be explicit,
perhaps codified in formal policy, or implicit, $acing only when someone transgresses them.
The symbolic elements of culture are those in whictions represent shared values, as when the
staff of a closing school participates in an exenmark its passing. A school staff's professional
culture includes beliefs and values spanning edutatadministration, interpersonal
relationships. Where groups share distinctive tebad values, they may form sub-cultures. In
such differentiated cultures, meanings are sharside sub-cultural boundaries, but the beliefs

and values of one group may be incompatible witisé¢hof other groups (Wallace: 2000).

Bush (2003) confirmed that structure may be regarde the physical manifestation of the

culture of the organization. There is a close Ib&ween culture and structure and both are
indeed interdependent (Stoll, 1999 cited in Bu€i93}. Bush added that the values and beliefs
of the institution are expressed in the pattermotés and role relationships established by the
school or college. O’'Neill (1994) stated that tledationship between organizational structure
and culture is of crucial importance. For examples author said that a large and complex
organizational structure increases the possibdftgeveral cultures developing simultaneously
within the one organization while a minimal orgatianal structure, like in schools, enhances
the possibility of a solid culture guiding all areborganizational activity and the establishment
of a unitary culture with wide and active endorsetmeithin the institution requires skilled

leadership to ensure transmission and reinforcewfahe desired values and beliefs.

Davidoff and Lazarus (1997) argue that, althougls itecognized that schools are particular
kinds of organizations with particular goals, andys of pursuing those goals, they also have
features which are common to all organizations.eWery organization, there are particular
aspects or elements which make up that organizadioth each of these needs to be functioning
well for the whole to be healthy. Any unhealthynoalfunctioning element will have a negative

ripple effect throughout the system. This is thetd feature of any system.

School culture is not a static entity but it is stamtly constructed and shaped through
interactions with others (Finnan, 2000) Scholamarthat schools, like other organizations, are

pulled in several ways by the demands of diffenitures but it is the task of the leader to put
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together the cultural forces, using the strengtresach in the right places (Handy, 1984) as there
is no absolute model. For this reason, the devetdopiof school culture requires the involvement
of all stakeholders. When all the staff are pullinghe same direction, they are more likely to
achieve thelR goals. This is the implicit line ahgol culture, which emphasizes collaboration
as a key to school effectiveness and improvemeatveMer, in practice, there may be sub-

cultures in schools rather than a single unifieltuce (Bush, 2011).

Leadership models

Leithwood et al. (1999) outline six main leadersimpdels:
» Instructional leadership

Instructional leadership has a focus on the cetyraf teaching and learning and may
appropriately be termed as learning-centred leagerthat focuses on good teaching and
learning aiming at effective achievement. The kegaerns of instructional leaders are likely to

be the curriculum, teaching and learning, and nooimg of learning.
» Transformational leadership

The second style is transformational leadershipy @éten contrasted to transactional leadership.
Transformational leadership is strongly relatedbtdlding the capacity of members of the
organization and is exercised by people other tharleader and its outcomes are likely to be of
greater capacity and continuing improvement. Tret@aal leadership, as opposed to
transformational, is identified as a contract bemwé¢he leader and the led in terms of simple
relationships which imply that the leader will loaker the interest of the led as long as they

carry out their contractual duties.
» Moral leadership

The third category is moral leadership which plagatues at the heart of leadership and
particularly important in the area of educationcsirprofessional educators are in charge of
caring of and developing young people. Coleman $2@Xemplified moral leadership type as
outlined by Bhindi and Duigan (1999) who made aadlar authenticity in leadership which is
centrally concerned with ethics and morality andhwdeciding what is significant, right and

worthwhile.
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> Participative leadership

The fourth style is participative leadership whidtuses on shared decision-making in the
school. Therefore, leadership becomes distribwetng the group and the organization
becomes more democratic, with delegated power elndot-based management leadership that

values, involves and empowers all stakeholders.
» Managerial leadership

The fifth style is managerial leadership that engptes technical and functional aspects of
leadership. This style is often equated with buceatic and hierarchical organizations where
one key leader is at the apex and exercising stleadership. This style may also be called
transactional, technical or organizational leadetsh is said to be formal, aims at efficient

achievement of goals (Coleman, 2005), and its mamelgaspect implies a cold approach to
leadership which stresses efficiency at the costafe humanistic values. It stresses on working

to targets with little consideration of people.
» Contingent leadership

The sixth model is contingent leadership which &&gion the variation in response of leaders to
different leadership situations with the aim of resing the capacity of the organization to
respond productively to demands for change. Thia isaue is how an effective leader might

use these different approaches.

While acknowledging that these and other model® eeen explored in the literature, the main
focus in this chapter will be on instructional atrdnsformational leadership because of

Hallinger’'s (2003) view that these are the domimantels in the research on school leadership.

The principal as an Instructional Leader

Instructional leadership is a concept developedhm 1980s and has been widely used by
principals and defined by various authors. Benaetl Anderson (2003) understood that the
main role of principals is the focus on the promotof an effective instructional climate and on
providing teachers with advice and support so thay can deliver quality teaching of the
curriculum. Blasé and Blasé (2000) argued that &ri integration of tasks of direct assistance to

teachers through group development, staff developeoed curriculum development. Similarly,
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Van Deventer and Kruger (2003) pointed out five damental elements of an effective
instructional principal: defining the school missjananaging the curriculum and instruction;

supervising teaching; monitoring learner progresst promoting an instructional climate.

The instructional leadership role is often concdivef as a blend of supervision, staff
development and curriculum development that fatés school improvement (Smith and
Andrews, 1989; Chipa; Enueme and Egwenyenga, 2008).

Hallinger and Murphy (1985jrote that principals believed they were highly alwed in
instruction and spend a large portion of their timeclassrooms working with students and
teachers (Casey, 1980). However, research indicateliscrepancy between this norm and
principals’ actual instructional role, and showédattprincipals had not allocated a significant
portion of their time to managing instructional ieittes. Numerous structured observation
studies reported that school administrators tendegpend most of their work day on managerial
tasks unrelated to instruction (Crowson, Hurwitmris, and Porter-Gehrie, 1981; Friesen and
Duignan, 1980; Hannaway, 1978; Martin and Wil-low#881; Peterson, 1977-1978; Pit-ner,
1982; Willis, 1980; Willower and Kmetz, 1982). Hather and Murphy noted that other studies
indicated that most principals infrequently evadhinstruction; evaluations they did perform
tended to be neither systematic nor valid (CohehMiller, 1980; Dornbusch and Scott, 1975;
Lortie, 1969, 1975, Hallinger and Murphy, 1985).sBarch also showed that principals did not
usually control odevelop instructional practices (Deal and Celd®i79, Hallinger and Murphy,
1985).

Hallinger's (2003) conceptual and empirical revieWprincipal instructional leadership roles
found that the increasing salience of principatringional leadership during the 1980s did not
initially emerge from research conducted on ingtomal leaders. Instead, the importance of this
role of the principal was inferred from studiestthaamined change implementation (e.g. Hall
and Hord, 1987), school effectiveness (Edmonds9;1Btteret al, 1979), school improvement
(e.g. Edmonds, 1979) and programme improvementtiiveod and Montgomery, 1982).
Scholars conducting research in each of these dasmeonsistently found that the skilful
leadership of school principals was a key contmigutfactor when it came to explaining

successful change, school improvement, or schdekttefeness. Hallinger observed that the
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conceptualizations of the principal leadership solere based on instructional leadership that
focused predominantly on the role of the schoolngpal in coordinating, controlling,
supervising, and developing curriculum and instactin the school (Bamburg and Andrews,
1990; Hallinger and Murphy, 1985).

Murphy (1990), Gurr, Drysdale and Mulford (200€howed that, in the 1980s and Early 1990s,
instructional leadership, perhaps, reached itstlzeim North America with the focus of
leadership studies that concerned the instructideediership role of the principal. Murphy
(1990) proposed a framework for viewing instrucéibteadership role of the principal, in a
major review of the instructional leadership litera that included studies of administrative
work activities, analyses of administrative tragninprograms, and investigations of

administrative coordination and control which irddd four major dimensions:

» Developing mission and goals which include framamgl communicating school goals.
Effective principals have vision and the ability develop shared purpose through the
way they communicated their vision for their school

* Managing the educational production function whictcludes promoting quality
instruction, informally supervising instruction, auating instruction, allocating and
protecting instructional time, active involvemem icoordinating the curriculum,
extending content coverage by developing and eimfgicomework policies that require
regular homework, and actively monitoring studemigpess.

* Promoting an academic learning climate which ineluéstablishing positive
expectations and standards, maintaining high Visibn the classroom and around the
school, providing incentives for teachers (e.greased responsibility, personal support,
public and private praise and encouragement) araksts (e.g. school-wide recognition
systems, special emphasis on academic excelleaod),promoting and encouraging
professional development of teachers.

» Developing a supportive work environment which irds creating a safe and orderly
learning environment through emphasizing effectdiscipline programs, providing
opportunities for meaningful student involvemenig(esystem-wide activity programs,
formal recognition for successful student partitippg use of school symbols to bond
students to school), developing staff collaborateord cohesion through having clear
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goals and opportunities for teachers to be involiuedgrofessional interchanges and
decision making, securing outside resources in@tmd school goals, and forging links
between the home and the school (Murphy, 1990: ).

In addition, several research studies in educdtimamagement have reported that a principal, in
his/her role as an instructional leader, has aifsignt impact on creating a more effective

school leading to higher levels of student achieseis (Quinn, 2002; Cotton, 2003; Gold, et al.,
2003; Gamage, 2006b; Gentilucci and Muto, 2007; &pen Adams and McCormack, 2009).

Further, Cotton (2003) claimed that an effectivBasdt principal establishes a clear focus on
students learning by having a vision, clear leagrgoals, and high expectations for learning for
all students, establishes interactions and cordlationships with relevant stakeholders through
communication and interaction, emotional and irgespnal support, accessibility, and parents/
community participation in the school activitiegvelops a school culture conducive to teaching
and learning through shared leadership and deemiking, collaboration, risk-taking that leads

to continuous improvements; provides instructiodabdership through discussions of

instructional issues, observing classroom teactdnd giving feedback, supporting teacher
autonomy and protecting instructional time; and aésountable for effective and supporting

continuous improvements through monitoring prograsd using student data for programme
improvements.

Harchar and Hyle (1996) investigated principalstinctional leadership strategies in the mid-
west of the USA. For this purpose, grounded theatly a choice of open-ended interviews was
employed. The study involved new school administsgtveteran administrators with experience
of five years or more, and administrators who hakkemn up central office positions. These
administrators have demonstrated close and frienglbtionships with teachers and students;
sharing a keen interest in student achievement, acttvely participated in professional

organizations. Harchar and Hyle (1996) concluded excellent instructional leaders are very
important and they are a vital part of effective@als in bringing schools up to high standards of
student achievement as expected and demanded by edogators and communities.

Accordingly, instructional leaders need to lead tbachers, students, and the community for
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creating excellent schools by collaboratively elssaing visions, developing trust, and earning

the respect of all in school communities.

Whitaker (1997) understands the instructional lestdp role as the provision of educational
resources and support to the teachers and leabyetse principal to improve teaching and
learning at school. He, therefore, proposes fowasrof strategic interaction for effective
instructional leadership role: an instructionaldeg is an instructional resource, a resource
provider, a communicator and a visible presencen Waventer and Kruger (2003) also found
the instructional leadership task of the princifgabe a multifaceted task, i.e. combining task and
people —oriented management tasks to create a Iseneoonment in which teaching and
learning can be realized effectively.

Quinn (2002) employed a survey and observationstmuct a study of the role of the school
principal as an instructional leader and its relahip to changing instructional practices in
improving student performances. His survey of tleate School district included 94 Likert-
type items that measured schools’ organizationaradteristics, such as strong leadership;
dedicated staff; monitoring of student progresghhéxpectations; positive learning climate;
early identification of learning problems; curriood continuity; multicultural education; and
gender equity. The survey was completed by one-tbirthe instructional faculty. They were
randomly chosen from each of the 24 schools locatedss Missouri, USA. Based on analysis
of the survey and observation data, Quinn (2002pleyed the Pearson-product moment
correlation and found that there was a relationbleipveen strong instructional leadership of the
principal and students’ success and academic amnients. He reported that the instructional
leadership roles of the principals in terms of pdowg resources, instructional support,
communicating, and being in visible presence abslshwere essential to provide an atmosphere

in engaging the teachers corresponded with stugletiess and academic achievements.

Smith, Sparks and Thurlow (2001) asserted thairteuctional leadership role implies that the

principal is the figurehead in the school, who lesshes the school’'s academic goals, provides
motivation to educators and learners, supports eithecators with the needed instructional

resources, communicates high performance expecsatm the educators and designs policies
and procedures by which to promote teaching andilegat school (Belle, 2007).
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Blasé and Blasé (1999) investigated teachers’ petsygs on how principals promote a culture
of teaching and learning in USA and have descritfesr findings about how principals
developed collaborative and problem-solving corgtefdr dialogue about instruction. They
investigated the question about what charactesistiocch as strategies, behaviours, attitudes,
goals of school principals that positively influendassroom teaching, and what effects do such

characteristics have on classroom instruction.

Blasé and Blasé’s (1999) research showeal major elements, which are the principal talking
with teachers to promote reflection, and promotingir professional growth. Concerning the
principal —teacher talk to promote reflection, tlesults showed that effective principals valued
dialogue that encouraged teachers to criticallyecefon their teaching and learning and
professional practice. The dialogue is based om fiiimary talking strategies including making
suggestions, giving feedback, modeling, using ingand soliciting advice and opinions, and
giving praise. The authors noticed that principatsle suggestions to teachers both during post -
observation conferences and informally in their-ttagay interactions. They were purposeful,
appropriate, non-threatening suggestions featugetistening, sharing their experience, using
examples and demonstrations, giving teachers chaioetradicting outdated or destructive
policies, encouraging risk-taking, offering profiessal literature, recognizing teachers’

strengths, and maintaining a focus on instructiamgkovement.

Blasé and Blasé (1999) also noted that effectig&rustional principals also provide feedback.
Such principals held up a mirror, served as anatbeof eyes, and were critical friends, while
engaging in thoughtful discourse with teachers. Tdexlback strategy emphasized classroom
observation behaviour, was specific in the exposssif care and interest, providing praise and
oriented on problem-solving to respond to studerdscerns, through the principal’s availability
for follow-up talk. This procedure impacted postiy on teacher reflection, innovation and
creativity, instructional variety, risk-taking, anketter planning for instruction. Effective
instructional principals adopted the following $#gies; modeling; using inquiry and soliciting
advice/ opinions; and giving praise. Through thssategies, principals demonstrated teaching

technigques in classrooms, modeled positive intenast with students; used a questioning
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approach with teachers and frequently solicitedhees’ advice and opinions about instructional

matters.

The second theme analysed by Blasé and Blasé (1998¢ principal’s instructional role to

promote professional instructional growth that femth on emphasizing the study of teaching
and learning; supporting collaborative efforts amomducators; developing coaching
relationships among them; encouraging and supmpredesign of programmes; applying the
principles of adult learning, growth, and developm® all phases of staff development; and
implementing action research to inform instructiodecision-making. However, Blasé &

Blasé concluded that principals' instructional kxatlip strategies were in their infancy, thus no

strong effects on teachers were apparent in tlagd. d

Hallinger (2003), and Gurr, Drysdale and Mulfor®@@8), showed that the north American view
of instructional leadership, as strong directivadiership focused on curriculum and instruction
from the principal, is currently criticized becausénds to focus on the principal as the centre
of power and authority while a more recent concaiptation spreads beyond the principal and
includes all activities that affect teaching andrieng. Gurr et al.’s (2006) research on school
principals from Australian case studies proved tthe instructional leadership role of the
principal is now as important as at any other tiifiee authors added that the unrelenting focus
on students’ outcomes, increasing use of desigmoappes to school reform, and consideration
of the link between schooling and the knowledgeetgc have forced the principals to reassess
their role and reassert their instructional exgertiThis view is strongly supported in Australia
and Hill (2002) suggested that, for schools to immpr student outcomes, principals should
devote more time to establishing preconditions iatetventions directed at improving teaching

and learning, and reduce time devoted to admitisérand managerial roles.

Fulmer (2006) conducted a qualitative study to eselthe principal’s instructional leadership
role and its impact on instructional behaviors eadhers that leads to improve students’
achievements. The data was collected from 25 pngege principals on their reflections in

becoming instructional leaders along with seconddaya from progress and curriculum

intervention reports. The findings indicated tha tnstructional leadership role was crucial for
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lasting and productive changes in schools and itigttuctional intervention of principals did

impact on the thinking and behaviours of teacheimprove student achievement.

The most frequently conceptualized instructionaingpal leadership roles, according to
Hallinger (2000), are to define the school’s missitm manage the instructional program, and to
promote a positive school-learning climate. Thehautsuggested the functions of a school
principal should be framing and communicating tbleos!’'s goals, working with staff to ensure
that the school goals are clear, measurable, fdcaseacademic progress, and involving the
whole school community. He added that the princgb@uld also be involved in managing the
instructional program, focusing on coordination andolvement in control of instruction and
curriculum, for example supervising, evaluating trinstion, coordinating the curriculum,
monitoring student progress and yet assuming thieldement of the academic school work is a

key leadership responsibility of the principal (Hader and Murphy, 1985).

Leadership for Learning

Hallinger (2010) argues that the fervour of debatess which model offers the greatest leverage
for understanding how school leaders contributele@rning has reduced in recent years.
Empirical results across a large number of studése begun to show fairly consistent patterns
of impact, and the term leadership for learning bame to subsume features of instructional
leadership, transformational leadership, and shaeedership (Hallinger, 2003; Heck and
Hallinger, 2009; MacBeath and Cheng, 2008; Markd &ninty, 2003; Mulford and Silins,
20009).

Mulford and Silins (2003), Hallinger (2000 ), Dayal., (2010), Leithwood et al., (2006, 2010),
MacBeath and Cheng (2008), and Robinson et a0Q8p say that leadership for learning
describes approaches that school leaders emplaghieve important school outcomes, with a
particular focus on student learning. While themtenstructional leadership originally focused
on the role of the principal, leadership for leagnisuggests a broader conceptualization that

incorporates both a wider range of leadership ssuas well as additional foci for action.
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Dimensions of leadership for learning

Hallinger (2009) states that a legacy of the eifectschools movement has been the
institutionalization of the term instructional leadhip into the vocabulary of educational
leadership and management. Instructional leadershipe to prominence as a paradigm for
school leadership and management in the 1980s ébdfeing eclipsed by transformational
leadership in the 1990s. Instructional leadershag hecently been reincarnated as a global
phenomenon in the form of leadership for learnifige author adds that leadership for learning
has evolved out of earlier research and practicaurgted in the concept of instructional
leadership. It is a credit to the field that cutreonceptions of leadership have evolved through a
cycle of conceptualization, research, critique, lengentation in practice, further research, and
reconceptualization. Based on this review, Hallm@®09) summarizes four key areas in which
leadership for learning adds value to the earl@ception of instructional leadership:

* Leadership for Learning as an organizing constfoicschool leadership is not limited to the
principal as was the case with instructional leskligx It incorporates the notion of shared
instructional leadership (Barth, 2001; Lambert, 20@arks and Printy, 2003).

* Leadership for Learning incorporates awarenessitistructional leadership practices must be
adapted to the nature and needs of the schooltgyar context; there is no one-size-fits-all
model available for quick dissemination and implatagon (Leithwood et al., 2004, 2006).

* Leadership for Learning integrates educationahtuiees grounded in conceptions of
instructional leadership with selected featurestrahsformational models such as modeling,
individual focus, and capacity development (Haking2003, Leithwood et al., 2004, 2006,
Robinson et al., 2008).

* Leadership for learning can be viewed as a poésnutual influence in which leadership is
but one key factor in a process of systemic chgHgek and Hallinger, 2009b).

An additional point is that leadership for learnifioguses on learning while the main emphasis
of instructional leadership is teaching (Rhodes Bnahdrett, 2010).
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Research on leadership for learning

Swaffield, and MacBeath, (2009) found that learrisig continuous activity, a social process, as
children and young people individually and colleety construct identity, make meaning out of
experience, and strive to build a repertoire ofvideolge and skill. Leadership assumes a similar
configuration - social processes, transformatiomasl empowering in intent, but within an
organization which, by its very nature, constragrsd compels activity and places tight

parameters round the exercise of agency.

MacBeath and Dempster (2009) argued about the edxmmxus of leadership functions that
constitute the key to the relationship between wileaiders do and the achievement of
educational organisations. They pointed out tharethis no firm definition of the term
‘leadership for learning’ either nationally or imt@tionally and usage is likely to be influenced
by the immediate context of the educational orgetita within which the discourse is located
and the prevailing policy and cultural conditiorfstlee country involved. However, the authors
provided five major principles that underpin lead#p for learning, including: shared or
distributed leadership; a focus on learning; coeatf the conditions favourable for learning;
creation of a dialogue about leadership and legrrand, the establishment of a shared sense of

accountability.

Rhodes and Brundrett (2010) examined the link betwleadership and learning and showed
that, despite the increasing emphasis on leadesstdplearning, unpacking the ways in which
leaders can impact on learning has been problenttindrett and Silcock (2002) confirmed
that this is partly due to the fact that theorié$earning have tended traditionally to offer two
opposing views which emphasise either teacher-eérdr pupil-centred approaches which can
be characterised as ‘top-down’ or ‘bottom-up’ adiés. Rhodes and Brundrett (2010) recognized
that recent researchers (e.g. Shayer and Adey,) 200& on developments in cognitive theories
to resolve this dichotomy by supporting co-condivist techniques (Broadfoot, 2000) whereby
twin perspectives that are both top down and botipnare encouraged (Biggs, 1992). Within
this co-constructivist approach, all members off staoperate, negotiate, resolve differences,
mediate between options, and generally act in albpskilled manner to reach decisions that

will enhance student learning.

45



Burton and Brundrett (2005) confirmed that the rmwhitecture of learning theory has thus
caused a revolution in the perceived role of sclhemders at all levels in the system since it has
become clear that new forms of leadership thatrdue#e collaboration and distribution of

power and authority are themselves central to iegrn

Rhodes and Brundrett (2010) suggested that scheatshimprove teaching and learning
indirectly through their influence on staff motiiat, development, well-being and working
conditions. The notion of becoming a learning- ceshtinstitution has emerged as a term that
denotes that schools or colleges place both stumlahistaff learning at the core of their work.
Staff learning may be collaborative and sharedhédense of a learning community to serve the
organisation in its endeavours to change, impraoxefarther support student learning outcomes.

The leadership of such a venture may be termeeiship for learning.

As leadership for learning integrates educatiortures grounded in both conceptions of
instructional leadership, with selected featuresrafisformational leadership, (Hallinger, 2003;
Leithwood et al., 2004, 2006; Robinson et al. 2088 next section deals with the role of the

principal as a transformational leader.

The principal as a Transformational Leader

Mees (2008) noted that the theory of transformatlid@adership was first dealt with by Burns
(1978), and was later extended by Bass (Lionto®219 While Burns and Bass studied
transformational leadership in relation to politiaad business leaders, and army officers, (Bass,
1990; Burns, 1978; Liontos, 1992), Leithwood and kblleagues extended the study of
transformational leadership into the field of ediga (Stewart, 2006) and developed the most

complete model of school transformational lead@rébeithwood and Duke, 1999).

Lambert (1998), Leithwood and Louis (1999) contdmat transformational leadership seeks to
generate second-order effectie authors understand transformational leadershithe ability

to increase the capacity of others in the schogirtmluce first-order effects on learning. For
example, transformational leaders create a clinmatevhich teachers engage in continuous
learning and in which they routinely share thearfeng with others. Transformational leaders

work with others in the school community to ideytfersonal goals and then link these to the

46



broader organisational goals (Barth, 1990; LamI28®_2). This approach is believed to increase
the commitment of the staff who see the relatignflgtween what they are trying to accomplish
and the mission of the school. These changes ai@n@d as second-ordeffects in the sense

that the principal creates the conditions underctviuthers are committed and self-motivated to
work towards the improvement of the school withagggecific direction from above.

Transformational leadership is often considered dgpe of shared or distributed leadership.
Rather than a single individual—the principal—capating and controlling from above,

transformational leadership focuses on stimulatingnge through bottom-up participation (Day
et al., 2001; Jackson, 2000; Marks and Printy,200@)eed, transformational leadership models
may explicitly conceptualise leadership as an aggdional entity rather than the property of a

single individual, accounting for multiple soura#deadership.
Dimensions of transformational leadership

Leithwood (1994) has conceptualized transformatideadership along eight dimensions that
are based on building school vision, establishiotgsl goals; providing intellectual stimulation,
offering individualized support, modeling best grees and important organizational values,
demonstrating high performance expectations, ergati productive school culture, developing

structure to foster participation in school deaisio

Senge et al. (1999, 2000), and Marks and PrintY3p0stated that schools depend on the
principal’s transformational leadership role togh@roductive futures through a process of self-
renewal and to enlarge the leadership capacitglmbas attempting to improve their academic
performance. Some principals involve teachesustained dialogue and decision making about
educational matters. While remaining central agdatschange, these principals recognize
teachers as equal partners in this process, ackdguag their professionalism and capitalizing

on their knowledge and skills (Darling-Hammond, 89Bowan, 1990; Marks and Printy, 2003).

Leithwood and Jantzi (2005) say that transformatideadership evolved into an interpretation
which includes three categories and nine practiégsansformational principal leadership role
(Leithwood and Jantzi, 2005). The first categosttisg direction, is evident in a leader’s ability
to demonstrate competencies in the three praadicksilding a vision, developing specific goals

and priorities, and conveying high performance etgi®ns (Leithwood, Jantzi, and Steinbach,
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1998; Leithwood et al., 1999; Leithwood and Jan2005; Leithwood and Jantzi, 2006;
Leithwood et al., 2006). The second category, ammt people, consists of three practices;
providing intellectual stimulation, offering inddwalized support, and modeling desirable
professional practices and values (Leithwood amizda2005; Leithwood and Jantzi, 2006;
Leithwood et al., 2006). The final category lieg@aesigning the organization and also has three
practices; developing a collaborative school celtareating structures which foster participation
in school decisions, and creating productive comtyurelationships (Leithwood and Jantzi,
2005; Leithwood and Jantzi, 2006; Leithwood et2006).

Leithwood et al. (2000) denotes that a transforomakeader facilitates a redefinition of people’s
mission and vision, a renewal of their commitmemdl aestructuring of their systems for goal
accomplishment. The transformational principadirahip role, therefore, is a relationship of
mutual stimulation and elevation that convertsoiatrs into the leaders and may convert leaders
into moral agents. Hence, transformational leadersble is grounded in moral foundations.
Bass (1997) added that transformational leademstiprs when the leaders broaden and elevate
the interests of their employees, when they geeexatareness and acceptance of the purpose
and mission of the group, and when they stir engesyto look beyond their own self- interest

for the good of the group.

Gamage (1990) asserted that it is necessary f@naformational principal to understand where
he or she stands along the leadership continuumeading and managing a school towards
improving student achievements. The author addetl tthnsformational principal has a clear
understanding of the major dimensions of his orgweasition, that includes: the aims and goals
which his or her school is attempting to achiettee means or the resources available to achieve
these goals; the degree of freedom delegatedntodniher by the employing authority to
innovate or modify existing educational methods pratedures in order to achieve these goals;
the legal, traditional and personal authority véstethe role of the principal; the constraintslan
boundaries likely to limit school-based decisicasg the extent of the principal’s responsibility

and accountability for funding, staffing and admtration of the school.
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Research on transformational leadership

Leithwood (2003) refers to Ross and Gray's (20@6ye-scale study in two districts of Ontario,
Canada. This focused on how transformational gcpancipal leaders have contributed to
increased student’s achievements by building teathofessional commitment and beliefs,
and their collective capacity, through raising tredues of members, motivating them to go
beyond self-interest to embrace organizational ggolthe study found that teacher’s beliefs in
their capacity and their professional commitmentiaied the impact of principals on student
achievements. The results showed that the prireciphb adopted a transformational leadership
style had a positive impact on teacher beliefs afllective capacity and commitment to
organizational values. The authors asserted that ttansformational leadership role has
influenced teachers’ professional commitment tochosl’s vision, professional community,
school norms of collegiality, collaboration, andinjowork, as well as a commitment to
community partnerships. Further, teachers who Viesed more committed to organizational
values were more likely to adopt instructional pics encouraged by the organization, assisted
their colleagues, and worked harder to achieverdzgtional goals, and contributed to higher

levels of student achievement.

Rutherford (2002) conducted similar research on tmpact of collaborative working
environments in enhancing student performance alde@ements, in six high-achieving
Catholic primary schools in Birmingham. He foundattithe successful head-teachers or
principals promoted collegial approaches while pecatgy positive, dynamic, and flexible

transformational leadership styles.

Dinham (2004) explored the transformational role pincipals in producing outstanding

education outcomes in Years 7 to 10. Through guéation of quantitative and qualitative data
from 38 secondary schools across New South Wdiesauthor concluded that the principal’s
leadership was taken to be the key factor in thieiesement of outstanding educational
outcomes with both subject departments where temere responsible for across the school
programs. Therefore, he identified six factors whgpal leadership contributing to outstanding
educational outcomes which are an external awasemlesl engagement; a bias towards

innovation and action; personal qualities andti@ighip; vision, expectations and a culture of
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success; teacher learning, responsibility andt;trustudent support, common purpose and

collaboration; the core category of factors bdomused on students’ learning and teaching.

Gurr, Drysdale and Mulford (2006) conducted a stodytransformational principal leadership
that demonstrated changes through achieving ingiigpotential, student engagement, self
confidence and self-direction, a sense of identiyd literacy and numeracy outcomes, in
Victoria and Tasmania, Australia. The principalstfte study were selected on criteria based on
the reputation of the schools, the acknowledgedighaf the principals by peers, and evidence
of improved student outcomes over time. Deep refiecof the participants was facilitated by
open-ended questions and semi-structured intervi€ley found that their values and beliefs of
principals, and capacity building, did contributethe student outcomes. The principals’ values
and beliefs were grouped into three main categomeste goodness and passion demonstrated
through honesty, empathy and commitment to eqbigyng open and flexible believing that all
can learn; and dispersed leadership and respatsildthool capacity building was focused on
school culture through collegiality, collaboratiosypport and trust, school structure through
shared decision-making, distributed leadership,saaol wide professional learning, were built

through good communication and a carefully manaeshge process.

Marks and Printy (2003) compared these two majarceptions of school leadership i.e.
instructional and transformational, to examine pwogential relations between principals and
teachers and found that, in the late 1980s, thetuieical orientation of the instructional role of
the principal conflicted with the democratic andrtjggpative organization of schools that
emerged with school restructuring and the moventenempower teachers as professional
educators (Marks and Louis, 1997; Marks and Prig803). They found that, functioning as

leaders; principals serve to transform school cefior to maintain them (Firestone and Louis,
1999; Leithwood and Jantzi, 1999, Marks and Pria@g3).

In conclusion, a transformational school principahds to increased student performance
through cultural change based on strong schooklsagp and management. This requires setting
appropriate school vision and goals in conformiithveéchool and systemic expectations linked
to students’ progress monitoring, and the involvetred all school stakeholders, to stimulate

school performance and student achievement.
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The role of the Principal in Developing Countries

Oplatka (2005) refers to developing countries as tlountries outside Europe and North
America, with a few exceptions of countries such Aasstralia, New Zealand and Japan.
Developing countries were ruled by Europeans foltorg time, their economy is more

agricultural-based, and they are usually charasdrby high mortality rates, high birth rates,
high levels of poverty, and large gaps between acdd poor. However, even though the
developing countries share some similarities, thaye many differences. They have diverse
cultures, political systems, economies, religioasd aspirations. These differences may
contribute to dissimilarities in school principalstamong these developing countries (Oplatka,
2005).

Oplatka’s (2004) research on the principalshipaaedoping countries shows that, although there
is no single portrait of school principalship invé®ping countries, some common features were
revealed, such as limited autonomy, an autocrahiod leadership style, summative evaluation,
low degree of change initiation, and lack of instional leadership functions. He added that
education systems are structured in very diffevemys. The dissimilarities stem, at least in part,
from cultural, national and sociological contextelarpinning education in any nation. In that

sense, cultural contexts impact on principals’ sétattitudes, values and norms for behavior
which may be very different from those used by stheaders in other contexts (Heck, 1996;

Dimmock and Walker, 1998; Oplatka, 2008).

Education in developing countries, as well as endbveloped nations, has always been taken as
the cornerstone of socio-economic growth and deweént. Quality education is inevitably a
key component for nations to compete in th& @antury global economy. Confronted by the
global economic market, and a demand for high gualithe work place, developing countries
have attempted to prioritize their quality educatgystems. These concerns are reflected in the
large scale educational reforms that have beemdatiace all over the world in the name of
decentralization and school restructuring, throuvgforms that are directed towards improving
the quality of education (Nguni, 2005).
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Oplatka (2004) noted that, in most developing coest principals’ power is severely limited by
the rules of the systems. The educational systenth@se countries is highly centralized,
constraining principals’ autonomy, a situation thas not changed dramatically subsequent to
decentralization reforms introduced in some devatppountries (for example China, Thailand,
Singapore, Malta, Botswana) during the 1990s amlishalso exemplified by the case of the
creation of the National Curriculum Development €en(NCDC) in Rwanda in which

principals have no direct role to play regarding mhain responsibilities dedicated to NCDC.

The author confirmed that government is directlypansible for a host of educational issues.
The Ministry of Education (MoE) in many African amdisian countries, including China,
Thailand, Singapore, Malta, Nigeria and Pakistaasighs a unified national curriculum,
syllabus, materials and exams, and guides, funaimstaffing of schools, including, principals’
appointment, and teacher selection, recruitment staff development (Uwazurike, 1991,
Fenech, 1994; Hallinger et al., 1994, Ligger e997; Simkins et al., 1998; Morris et al., 1999).

Principals’ Leadership in Africa
Principals’ training

Kitavi and Van der Westhuizen (1997) researchedptioblems facing beginning principals in
Kenyan secondary schools, and noted that, dedmtgrowing awareness of the importance of
school principal and the unique problems faceddy principals, very little is known in general
about problems facing school principals, being r@wexperienced, in developing countries.
Kitavi and Van der Westhuizen (1997) claimed ths means by which most principals in
developing countries, such as Kenya, are trainelbcted and inducted are ill-suited to the
development of effective and efficient school maerag Their findings demonstrated that
principals in Kenya face problems that are uniguweld typically associated with developing
countries and mostly relate to lack of pre anddnage training, management problems,
instructional problems, relationship problems atutlent problems (e.g. lack of school fees,
shortage of school equipment, long distance etc.)These are ascribed to the failure of
educational systems in most developing countriggdeide adequate financial support for their

schools.
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Bush and Oduro (2006) pointed out that principalg\irica face a daunting challenge as they
work in poorly equipped schools with inadequatedirted staff. Principals rarely have formal
leadership training and are mostly appointed to plogition on the basis of their teaching record
rather than their leadership potential. In mosesaschool principals’ induction and support are
usually limited and therefore they adopt a pragmapproach to carry out their day —to- day
duties.

Many scholars still wonder about how school priatspin Africa conduct their responsibilities
since there is no formal requirement for princip@lde trained managers. Kitavi and van der
Westhuizen (1997) said that principals are oftgmoaged on the basis of a successful record as
teachers, implying that this provides a sufficistarting point for school leadership. They say
that, in Kenya, deputy principals as well as goadisant teachers are appointed to the
principalship without any leadership training whileaching abilities are not indicators of
educational management capacity. Herriot et28l02) add that many Kenyan principals have
become leaders of schools on the basis of dubioasfigations, often of a personal nature,
rather than relevant experience and proven skillé field of management. Amezu-Kpeglo
(1990) reveals that the Ghana Education Servicensss that successful teachers necessarily
make effective school administrators. Oplatka @0&dds that, in some African countries such
as Nigeria and Botswana, teaching experience mag eot be necessary, since principals are
not even appointed on quality criteria regardingjrtiieaching performance. Many have never

been in a classroom and political connections neag dominant factor in their appointment.

However, Oplatka (2008) recognized that princip@lsind educational management is a fast-
moving field in developing countries, and it isdii that some countries are rapidly changing.
For example, the Kenyan government recognized thmifisance of training principals in
management practices (Herriot et al., 2002). @iryl the Ministry of Education in Zambia
reconstructed its approach to the management aptenmentation of education (Miti and
Herriot, 1997).
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Principals’ leadership styles

DeJaeghere et al. (2009), writing about the Ugarathrcational system, showed that demand
for, and attention to, secondary education has grovthe past decade, for three reasons. First,
the greater completion of primary education, int @ara result of Education for All (EFA) and
the Millennium Development Goals (MDGs), place matemands on secondary school
principals and other staff members. Second, thereecognition that educating these young
people has an impact not only on their lives, lbsb @n the development of their country and of
future generations. Finally, increased attentiobdsg given to new competencies, knowledge
and skills needed to participate in changing nafi@and international systems, and secondary
education has an important role to play in develgghese competencies (World Bank, 2005).
These reasons are all present in the policy inigdbr universal secondary education (USE) in
Uganda (Keating, 2001; Penny et al., 20D@Jaeghere et al.,2009), and are also relevant for
other developing countries, including Rwanda.

Zame, Hope, Warren and Respress (2008) report dtiplateducational reforms in Ghana that

sought to improve quality education from the coébrperiod. The Ghana Education Service
(GES) developed the Head Teachers’ Handbook wehptlirpose to improve quality teaching

and learning at basic school level through its etaqi®ns of head teacher behaviour. The
authors noted that not all the reforms had focusethe development of head teachers’ school
leadership proficiencies, which are integral to $hecess or failure of the reforms. They added
that Ghana still faces school leadership challenggated to head teachers’ professional

development.

Zame et al.’s (2008) research conducted in Ghaowaesth that principals (head teachers) have a
major effect on virtually every aspect of schodk.liTheir decision-making and influence
reverberate throughout the school and the commufiitg authors claimed that effective school
principals have the following aptitudes and chagastics: principal as an initiator i.e. s/He gets
the project started; principal as an innovatorwko sustains, supports or brings new strategies;
principal as a motivator means s/ He influenceerstithrough collaboration to set, reach vision,
aims, goals and objectives; principal as a caloulathich means that s/He sets the school

activities on a clear strategic plan; principabasommunicator i.e. someone who communicates
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vision, leads school community members’ vision oshg, stimulates school wide community

relationships.

Botha’s research in South Africa (2004) showed thatprincipal is the educational leader and
manager of a school and, therefore, is responfiblthe work performance of all the people in
the school i.e. both staff and learners. Effectikiacipals consider people as human resources of
schools, and use material resources such as finarfoemation equipment, and other facilities,
to produce an educated learner. Their major conisaimhelp the school achieve a high level of
performance through the utilization of all its humand material resources and this has to be
done through effective, and ultimately excellenteleadership. More simply, Botha argues that
a principal’s role is to get things done by workingh, and through, other people. In this aspect,
the leadership role of a school principal is of asthimportance and also the most important
element of the principal’s duty. Botha (2004) destoeted that the principal should be a
visionary leader, who leads the school communitytsndevelopment to use more effective
teaching and curricular strategies, and suppontsadrs’ efforts to implement new programs
and processes. To accomplish his/her responsgisilischool principals should be instructional

and transformational leaders.

Botha (2004) reviewed literature on the changinig @f the professional principal in South
Africa and found that, traditionally, school pripais had more managerial and administrative
tasks, and less teaching duties, than those inaMesbuntries. However, Caldwell (1997) and
Botha (2004) viewed the image of the contemporahpsl principal as an educational strategist
in which s/he is to be an expert in the areas @s®ocwith instructional and transformational
leadership, but in which special emphasis is gite@rthe principal being able to formulate

strategic intentions.

The role of the principal in centralized contexts

Oduro (2008), focusing on educational leadershipg gnality education in disadvantaged
communities in Tanzania and Ghana, recognised #tathhe centre of various strategies for
accelerating the achievement of quality teachind Bearning, is effective school principal
leadership at all levels of the school system. &bthor noted that quality indicators should

move beyond inputs governments provide in termsnbhstructure, teachers and materials.
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Greater attention should be given to what happertbe classroom, with specific reference to
teaching and learning time utilization. The autlBoggested a need for policy makers to be
guided by the fact that providing expanding acdbssugh the construction of classrooms and
increasing enrolment, as well as decentralizingisitmts, does not guarantee quality in
education. What matters most is how principalsgtiees and pupils make use of the resources

available to promote teaching and learning.

The study of policy development in Ghana and Talzaonggests, however, that generally
school leaders are still locked into a techniotstjl-servant transactional mode of operation
(Oduro, 2008). Most principals are seen as beisgaesible for carrying out Ministry orders
rather than acting as professional educators, rigafkllow colleagues in an endeavour to
improve the education received by pupils (Zame let2808). Headteachers need to be
empowered to provide the requisite leadership moplémenting quality education initiatives
(Oduro, 2008).

Vusi (2009) explored the School Governing Bodiestgeptions of the role of school principals
in the democratic governance of secondary schoo&outh Africa. He showed that Governors
viewed the principal as in charge of the professiomanagement of the school, who ensures that
all duties are carried out adequately, sets the ianSGB meetings, and is responsible for
interpreting education policies and ensuring theytare well implemented, including the
curriculum. Governors view principals as the engifiehe school, playing a positive role in
SGBs and as a resource person for other membahed@GBs. Vusi found that principals have
the responsibility of ensuring the maximum parttipn of both parent and learner governors in
decision-making in SGBs, so as to create conditiamsh are in line with democratic principles

of participation.

However, the author added that principals shouldavitleng to share their power and authority
for the effective functioning of the SGBs. Prindgpahould also contribute greatly to school
governance issues, since they are usually at aangalye in terms of their familiarity with

official regulations, provincial directives and kmedge of educational reform measures. In

addition, principals should guard against the dan§a conflict of roles, which may manifest in
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power struggles, and might occur when principate tzrucial decisions without involving parent
and learner governors. If principals overplay thmiles, they may end up usurping powers,
which may reduce the SGB to a puppet status. Pafgcihave wide-ranging duties on top of
their traditional duties, as they have to introdoneg&y members to legal issues affecting SGBs so
as to prevent discrepancies in SGBs. However, lsecafl their position, principals can be
intimidating to learners; it is thus their respduldly to counteract this by encouraging learner
participation. The researcher suggests that prateighould create space for debate and dialogue
for parents and learners to participate sufficieml SGBs. In this way issues of inclusion,
democracy and social justice would prevail andetveould be a great potential for their voice to
be heard and they would feel the sense of belondihgy would therefore engage fruitfully in
dialogue, as they feel included in debates andsaetimaking processes, thus arriving at what
Martin and Holt refer to as ‘joined-up governanc®lencing the voice of learners implicitly or
explicitly would mean that issues of social justased democracy are not taken into account in
SGBs.

The next sections discuss the Rwandan principalesy and the principals’ job descriptions, as a

starting point for exploring how principals endetit roles.

The Role of the Principal in Rwanda

Kitavi and van der Westhuizen’s (1997) overviewscdfiool leadership in Africa suggests that the
school principal is the most important and influghtindividual in any school. It is his/her

leadership that sets the tone of the school, thmatdé for the learning, the level of

professionalism and morale of teachers and dedreenaern for what students may or may not
become... If a school is vibrant, innovative, chihtered place, it has a reputation for
excellence... If students are performing to the loégheir ability, one can always point to the
principal’s leadership as the key to that succesBheir research provides a starting point, to

understand how principals in Rwanda lead and matiegjeschools.

The OECD (2005) states that school governance tateg vary by country (and sometimes

within country), and these variations help shape tbles, responsibilities and societal
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expectations of school leaders. In highly centealizystems, for example, where virtually all
important decisions about curriculum, assessmeather hiring and school budgets are made
centrally or regionally, the school leader’'s jobnwre narrowly confined to implementing
policies decided elsewhere. At the other end ofdbretinuum, in systems that have devolved
authority over curriculum, personnel, and budgetthe school level, the school leader’s job is
obviously very different, with a much higher premiwn creativity and entrepreneurial skills. In
some instances, principals in high-reform natiors even being asked to take on systemic
leadership responsibilities, leading networks oficsis in transformative change (Hopkins,
2005). In most countries, however, school goveraascloser to the middle of the continuum,
with some functions centralized, others decentdliand substantial interplay among leaders at
the different levels of the system. The authorsesech will seek to establish where the role of

the Rwandan principal fits in this continuum.
The following section discusses the school prinspgab description as set out in the General
Inspectorate of Education booklet (MINEDUC, 200%his will provide a starting point to

explore the principals’ role in Rwanda.

Principal’'s job description

The National Curriculum Development Centre, (NCD(@008) published a training manual,
prepared by the MINEDUC-School Management Projeelated to school principals’ job
descriptions, as stipulated in the Organic Law @/2Q03 of 30/08/2003 organizing education in
Rwanda. School principals’ responsibilities incldd@éree major following aspects in order of
priority:

* Administration

» Teaching and learning

» Social responsibilities.
Concerning administrative responsibilities, thenpipal ensures that current education laws,
rules and regulations are respected; develops naiterules in conformity with current
educational governing laws, ministerial decrees padicular conventions recognized by the
Government. Secondly, principals have to assumégsmnal leadership by supervising the
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preparation of an action plan for the school, cordmating school activities, and distributing
responsibilities to employees. They have to ensliseipline and order, prepare and supervise
school meetings, and design personnel and studentification cards. Thirdly, principals have
to prepare salaries list to hand to the districeleregister their employees to the Social Segurit
Fund and Health Insurance, signing staff and stisdeport forms and other official documents.
Finally, they have to supervise staff regularityd aauthorize occasional or official staff leave;
punish mistakes and send meeting reports to releughorities, and then supervise ceremonies

taking place at school.

The teaching and learning roles of the principalude welcoming new teachers and explaining
the structure and organization of the school, thiee them their job description and teaching
materials. Principals have to ensure that teachimdlearning are carried out properly through
predetermined curricula, classroom visits, avdlitgbof teaching materials, ensuring proper
coordination and supervision of teachers, studamg staff, pedagogic meetings, syllabus
coverage, control of teachers’ documents (e.g.rmeehef work and lesson preparations). They
have to evaluate students’ progress, and then izegénaining for teachers following the district

officer’s directives.

The third aspect of the principal’s role involvepresenting the school in its relationships with
educational stakeholders and authorities at aklgand taking part in meetings related to
educational issues, and working with the generakrmably and executive committee of the
school at the province, district and local levé&lancipals have to care about the interests of the
school, school environment (hygiene, students’ theand security), students’ diet, parental
guidance, listening to and solving their problems &irculating information to all concerned
people in the school. For staff recruitment, thengpal receives applications, informs the

district mayor and then the applicant has to beinated by the relevant authority.

Leadership and Values

Gold, Evans, Earley, Halpin, and Collarbone (2068y that school leaders are value-carriers
and that the kind of educationaklues they seek to reproduce in their leadersimg a

management practices articulate with, and have equesices for, the quality of education
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provided by their schools. The authors subscribthé view that school improvement is not a
technocratic science, but rather a process of sgedver better ways of embodying particular
educational values in the working practices, inclgdmanagement structures, of particular
schools. The researchers endorse the NCSL's prbfietaschool leadership must be ‘values-
driven’ (NCSL, 2001: 5).

Concepts

Bush (2003) stated that leadership may be undetsasanfluence but the notion is neutral in
that it does not explain what goals or actions khbe sought through the process. He suggested
that certain alternative constructs of leadersbiqu$ on the need for leadership to be grounded
in firm personal and professional values. Wassegrf@000) claimed that the primary role of any
leader is the unification of people around key ealuDion (1996) understands values as specific
desires for concrete objects that are personalhgidered as important. These values are basic
determinants of human behaviour and social att#udeney define what is desirable and
acceptable to individuals, i.e. personal valuegpaa society, as societal values. Wood (1990)
adds that values have four functions: a) they sasvéecision criteria; b) they shape the way
people understand and interpret themselves, thefldwand their God; c) they limit available
choices; d) they define positive sanctions (rewatmsnuses, praise, respect), and negative
sanctions (for example criticism, disapproval, assm, demotions etc.) that are applied to

actions.

Steyn (2002), and Botha, (2004), comment that dchpmcipals / or leaders have an
understanding of “real issues” or values of life.(power, justice, responsibilities, influences th
nature of the future, etc.), and are not only cleaheir personal views but are also open to the
views of others. They are prepared to “stand ug do “what is right.” Botha (2004) quoted
Greenfield and Ribbins (1993) who understood th#é important how a leader values values.

To be humane, to escape the fact-driven calculabté, the leader must be human.

Mestry, Pillay and du Plessis, (2006) state thatasrepresent basic beliefs about a certain way
of doing things that is preferable to another. Trausnoral principle lays the foundation for an
individual's values and determines his/her viewswvdmat is right and what is wrong. Value

systems refer to the arrangement of values in oddepriority for an individual. What is
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important to one individual regarding his/her valuend value system is likely to influence

his/her attitude, levels of motivation, perceptaord individual behavior.

Van der Westhuizen (1994) adds that values whiehaacepted by a school community have a
powerful and continuous influence on the educati@gectations of schools as institutions
where one’s philosophy of life is formed. It sholld noted that the values of leaders influence
their relationships within the school and with gte@mmunity it serves. Thus, the educational
leader will have to consider various aspects ([aglthe ethical and religious convictions in a
particular community); because these influencehbisplanning, decision-making, organizing,
guiding and controlling school matters. The valystam of the educational leader is not only
interwoven with that of the school community bugaaivith that of the state and the department
of education. All decisions which an educationader need to make should be tested in the

light of his value orientation and this may foréeher into a choice between various values.

Manasse (1986) maintains that values are princifhlasa leader considers to be important or
desirable, for example, honest communication. Hesaithat vision is based on personal or
personalized professional values. Manasse (1986)abues that visionary leadership demands

a clear sense of personal and organizational values

Research findings

Day, Harris and Hadfield’s (2001) study of 12 effee schools in England and Wales concluded
that good leaders are always informed by, and comcate, clear sets of personal and education

values which represent their moral purposes fosth®ol.

Seeley's (1992) research on visionary leaderskipdes a discussion of the need to be aware of
leaders' values because there is no way for leadeagoid moral responsibility. He states that
visions are normative statements and consequeithewer would embrace them or urge others
to embrace them are responsible for their moralesanThe connection between leaders' values
or beliefs, and their vision for their organizasonis important. However, Seeley (1992)
confirmed that there is minimal information condgeghthe impact of values and beliefs on the
leadership abilities of effective leaders or instimnal leaders. However, the limited studies of
the values and beliefs of effective educators migicslight differences among principals, and

teachers and other stakeholders and all of thepegiggh value on students' learning outcomes.
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In addition to believing that schools are for studelearning, effective principals are loyal to
their school community vision. Effective school mmipals strongly believe in meeting the
instructional needs of all their students. Repodscerning teachers' sense of efficacy indicate
that they value students' learning and that ststemiccess is rewarding and motivating to

teachers, parents, principals and to the schoalvasole structured organization.

Gold, Evans, Earley, Halpin, and Collarbone (20@&cussed the relationship between
educational values and the models of leadershipelflecting on the range of values that
interpenetrate and underpin the two prescriptivelesof school leadership that currently have
pre-eminent status in England and worldwide. Thesseof pre-eminent is the way the authors
refer to the extent to which the models of leaderste. transformational and instructional,
feature prominently with the contemporary acadesticool management discourse as well as
the study programmes delivered by school leaderstaming providers. In addition, the
educational values that underpin and provide tiemnad’étre of the two educational leadership
models are suggested by Bottery (1992: 186) thréagd, et. al. (2006: 130) as:

- Transformative; - dispersed and democratic; - atlohal and consensual; - visionary and
optimistic; - empowering and trusting; - educatifee staff and students alike; -
consultative and respectful; - inclusive and pgétory; - critical, skeptical and

experimental.

More explicitly, Botha (2004) explains that, apfrdm those values, effective school principals
in the modern age possess certain qualities oklshgp that distinguish them from their peers.
Qualities such as reflection, vision, commitmenburage, power, and empowerment are

significant when one thinks about excellence im@palship.

Botha (2004) reported five values/or qualities nhgipal leadership derived from prior research
on the principalship and can be understood as @heecstones of principal leadership (Senge,
1990; Kimann, 1991; Terry; 1999; Edwards, 2002Botha, 2004:241). These researched five

gualities are:
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1. Reflection. Good principals value reflection. Reflection cbe regarded as “reminiscent
thinking” or “focused review”. It is looking backver the shoulder seeking to identify causes and
effects, new learning and implications from whas teeen experienced. As principals think
about their actions and experiences in their owmteods, they produce new pictures of what
might be attainable — new visions, so to speak.

2. Vision: Good principals value vision. A vision is a bleofiour experience from the past,

hopes and aspiration for the future: a statemepbssibilities; a broad picture of where a school
might be going, what a group of people want to @ohi Botha (2004:241) found that vision is a
waking dream which becomes the basis for day-toe#aysions and actions. Its importance of

quality is that it results from discussion andmslerstood and owned by everyone involved.

3. Commitment and courage Good principals value commitment and courage. eifTh
importance lies in the willingness and resolvedtafid up” for the things that are truly important
in education. The focus is what principals thinkatbthe big issues that are crucial to provide
better teaching and learning opportunities — pestrapre than the daily activities in which it is

SO easy to become embroiled in their schools.

4. Power and empowerment The good principal values empowerment and the bss of
power. Empowerment is the collective effect of katiip, where people feel valued and part of
the action. Botha (2004:241) interprets power aslality used “to do things” rather than being
“in charge over” other people.

5. The head learner: The good principal values the role of the headnlea Hart (1995: 21)
argues that an educator and/or a school princgptiie mainspring in a community of learners,
not only as the headmaster or head teacher, lutaiala thinker about the important issues which

face his school.

Aplin (1984) investigated on how values and belieffuence school principals’ vision and
actions. He found that the clarity of professioveles is related to the role of school principals’
effectiveness in leading and managing their schefiectively and efficiently. In her research,
Aplin (1984) identified five values that guide aheol principal's work. First is that the
instructional programs and/or learning is the hgghariority of the system and decisions are

assessed as to whether the instructional prograntiseolearning are enhanced or threatened.
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The second leadership value is equity in persaatiogiships and instructional decisions. She
explained the third kind of leadership value thiodige practices of power delegation, teaming,
flexibility of process and incremental planning hvigxtensive communication. The fourth value
she commented on is the need to retain a high lelvdbcal control while the fifth value
discussed is the belief that the quality of decis®improved if there has been free and honest

disclosure among interested parties.

Heneveld and Craig’'s (1996) research showed thailitééing conditions are crucial to

leadership values. These are: community involvememntinclude good school/ community
relations and parental involvement in the schoahosl-based professionalism to include
leadership by the school head, teacher collegiaitd commitment, accountability through
assessment and supervision; flexibility relevanpupil curricula, adjustments in level and pace,
organizational flexibility to include school cluste multi-grade teaching, pedagogical flexibility
to include teaching innovations; and the will td, ae. having a vision and using de-centralized,

school-based solutions to problems.

However Gold, et al. (2006) found in their resedarckngland that the ultimate focus of school
leadership practice — that is, the efficient anteative preparation of young people to be
productive members of the society — is definedHgygovernment, thus leaving school leaders
in a position described by Wright (2001) as ‘battaadership’, while saying that leadership to
underpin the school direction has been removed feaders and become located at the political
level where contestation, modification and adjustirie local variations is not really available.

Wright adds that the dominant values are thoseeéignment, not school leaders.

The discussion above outlines the leadership vatugsunderpin ideas of how effective and
successful schools are led and managed. This tmksow principals transform, or should
transform, schools worldwide, especially in depatg countries, including the Huye district of

Rwanda, which is the author’s research site.

Overview

This chapter consists of the theoretical framevand#t review of the literature on how principals

lead and manage theschools. The chapter discusses concepts of |dageand reports
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research, from developed and developing countaiasyt the role of the principal. The literature
suggests there are two predominant educationaletshg models; instructional and
transformational leadership. The author’s researdkwanda will be interpreted mainly through

these two models.

Through these two predominant models, the liteeat@view consists of different normative

perspectives on how principals facilitate and @amajor role in the development, articulation,
implementation, and stewardship of a vision ofheay that is shared, supported by the school
community. It also presents views from differenha@ars on how principals advocate, nurture,
and sustain a school culture and effective instwoet climate that is conducive to successful

students’ learning as well as staff professionaktigpment.

This literature shows how a professional schoai@pial is the educational leader and manager
of a school, responsible for the work performantallothe school community members. It also
describes how the principals’ major enactment ietal the school to achieve a high level of
performance through the utilization of all its humand material resources and this is done
through effective leadership. The principals’ radeto get things done by working with and
through other people rather than through singlendéd leadership.

However, although school culture has multiple cpmgealizations, the literature review shows
that the principal, together with other school memsbshape their school culture and adapt it, as
culture is active and a living phenomenon througinctv people create and recreate the worlds in
which they live (Morgan, 1997).

The next chapter discusses the research desigthamdethods used to collect data in the Huye

district of Rwanda. The author uses a mixed-nugtapproach.
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Chapter Three: Methodology

Introduction

Gelo, Braakmann, and Gerhard (2008) argue thataodetbgy deals with the logic of research
methods, and refers to principles governing theaesh activity. It can be defined as a set of
rules, principles and formal conditions which grdiand guide scientific inquiry to organize and
increase our knowledge about phenomena. Silverg28fates that the way a researcher argues
the suitability and utility of his/ her choice ofethods is his/her methodological reasoning.
Methodology is therefore more than a collectiomatthods but also indicates what their value in
a study is and why they have been chosen. Sih&induishes the terms methodology and
method. Methodology refers to the coherent groumethods that complement one another and
have the goodness of fit to deliver data and figdithat will reflect the research question and
suit the research purpose. The term method, oattter hand, denotes a way of doing something
and the methods of data collection and analysit alslo be coherent because the researcher
thinks about them in a way that makes sure thay #ve compatible with the study. The
researcher is the methodologist-in-action; theeekihe explicitly indicates where s/he stands in

terms of methods and methodology (Silver, 2006).

This chapter outlines the research methodologyrgjnd provide the rationale that guided the
choice of the employed methodology. The chaptetestavith the purpose of the methodology
followed by a discussion of the research paradignise applied as a lens to explain and explore
the various views from the research participamsawing on these paradigms, a research design
has been chosen, based on mixed-methods. The dlesegign has two consecutive phases; a

guantitative phase, followed by a qualitative elatne

This chapter also presents the research instrunigsbelow) to be used for data collection and
analysis, the site selection, the sample populaimhsample size criteria, the validity, relialilit

and triangulation, the ethical considerations efréssearch and an overview of the chapter.

McMillan and Schumacher (2006) say that the procegidor conducting research includes

when, from whom, and under what conditions the datbbe obtained. The research method
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indicates the general plan: how the research isigetvhat happens to the subjects, and what
methods of data collection are used. The reseascherdy is mixed-method, quantitative and
gualitative, with a survey for the first phase aade studies of two schools for the second. The
purpose of this two-phase research was to quamébatexplain, and qualitatively explore and
describe, the Huye District high school principatsle in leading and managing school culture
and practices. The study targeted, among otherosahdture factors, to explore their main
responsibilities, how they lead and manage staff @imer resources, their relationships with
other stakeholders in the school community. Furtties research explored how principals cope
with the national educational policy and how thigadership and management practice is
interpreted in the light of leadership and managenmncepts derived from educational

literature.

In summary, the focus of this chapter was to expdend justify the research methods being used

for an explanation and exploration of the princgd&adership role in relation to school culture.

Research Paradigms

To make sense of research information and trangfigrimhinto data, Morrison (2007) says that
researchers draw implicitly or explicitly upon a &¢ beliefs or epistemological assumptions
called paradigms. These paradigms are sometimksi aghistemes (Foucault, 1972; Morrison,
2007) or traditions (Macintyre, 1988; Morrison, Z0@elated to how research evidence might be
understood, patterned, reasoned and compiled. B&5389) and Morrison (2007) explain that a
paradigm is a network of coherent ideas about tera of the world and the function of
researchers which are adhered to by a group oamasers and conditions the patterns of their

thinking and underpins their research actions.

Guba and Lincoln (1994) discuss the ontologicaljstemological, and methodological
foundations of different research paradigms anderwhthat ontology reflects beliefs about the
nature of reality and wonder whether reality isolfective phenomenon that holds truth or if it
is virtually constructed through social, politicahd gender meanings etc. On the other side, they
understand epistemology as referring to beliefsutibloe preferred relationships between the

researcher and the researched, including whetrmzarehers should remain objective and
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removed from what they study or get immersed ikutither, they conceptualized methodology
as referring to techniques researchers use toctafi®ormation about the world. They ask if
researchers should manipulate and measure varisbl@sler to test hypotheses or search for
meaning in words and behaviours. However, Guba amtoln state that, ontology,
epistemology and methodology are not independent fone another, but represent differences

between positivism, interpretivism and other wafykrmwing.

Morrison (2007) notes that research enquiry isdtithallenges and uncertainties and, in trying
to make sense of the world in which educationatéaesh operates, researchers work within a
range of beliefs about the ways in which educa#iod research are / or can be understood as
practice. Therefore, disputes may sometimes odmuntdforms of enquiry to be conducted at the
level of method or technique with relatively lesteation to issues of epistemology, ontology, or
methodology. For McKenzie (1997), and Morrison (20Ghe two fundamental questions for
researchers in educational areas are to know shiei relationship between what we see and
understand, i.e. our claims to know and our theoat knowledge or epistemology, and that
which is reality i.e. our sense of being or ontgloBriefly, it consists of how researchers go

about creating knowledge about the world in whiugytlive.

Epistemology is said to be central to research @arale since all researchers wonder about
knowledge, the way it is found, recognized, wheit found and how to use it, and then how
knowledge distinguishes truth from falsehood. lheotwords, researchers seek to know the
reality they are describing. Further, educatioresearchers bring a wide range of theoretical
perspectives to their work and perhaps the widetftese is ontology. This consists of a range of
perceptions about the nature of reality and is @b because the latter affects the way in

which researchers can know (Morrison, 2007).

Scott and Morrison (2006), and Morrison (2007), lakpthat methodology is also critical as
ontology and epistemology affect the methodologiest underpin researchers’ work. These
authors define methodology, to connect it to episiegy and ontology, as the theory (or set of
ideas about the relationship between phenomena)wfresearchers gain knowledge in research
contexts and why. This ‘why’ question is criticaln&e it is through methodological

understanding that researchers and readers ofrcbs@@ provided with rationale to explain the
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reasons for using specific strategies and methodsrder to construct, collect, and develop

particular kinds of knowledge about educationalnumeena.

Guba and Lincoln (1994) understand a research pgpnads the basic belief system or
worldview that guides the researcher/ investigatwt only in choices of method but in
ontologically and epistemologically fundamental wayThe ontology chosen to underpin this

research is based on both positivist and interpsttparadigms.

Positivist

Gall, Borg and Gall (1996) demonstrate that diffémesearchers make different epistemological
assumptions about the nature of scientific knowdedgd how to acquire it. The authors
understand the positivist research paradigm, wembodies quantitative aspects, as grounded in
the assumption that features of the social enviegringonstitute an independent reality and are
relatively constant across time and settings. Rdsitresearchers develop knowledge by
collecting numerical data on observable behaviafirsamples and then subject these data to
numerical analysis. Although I included a survéyld principals in Huye secondary schools,
and these data were subject to numerical analysssjs not really a positivist approach as the

survey was primarily about attitudes.

Neuman (2003) views positivism in social scienceeasgch as an organized method for
combining deductive logic with precise empiricakebvations of individual behaviour in order
to discover and confirm a set of probabilistic @uaws that can be used to predict general
patterns of human activity. Morrison (2007) seesitposm as a social theory and pupils,
students, teachers, heads of departments, priscgradl parents are objects of educational
research, notwithstanding their uniqueness as rame &nother and from the other objects of the

natural world.

The variables, in the survey phase, consisted pfagxng the views, attitudes, opinions and
behaviours, on the role and/ or enactment of 14rs8ry schools’ principals in Huye district
and on how they lead and manage their schoolshanddonception of school culture. Data were
collected through semi-structured interviews comedicwith each individual, to enable the

researcher to compare the outcomes deducted fropirieah perceptions of each principal’s
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behaviours. The survey responses of 14 individadlprincipals were quantitatively organized,
and numerically measured by combining a deductivgicl of educational leadership and
management established theories ( see Phillips,128illips and Wagner, 2002, Wagner and
Masden-Copas, 2002, School Culture Triage Surveyl) tavith empirically observable
experience of individual principal’s enactment irder to discover and confirm how their
behaviours can be generalized to a larger populairobeyond the location of the study and
replicated. Combining these principals’ observaitperience and roles, as variables, helped to
capture the educational leadership and managerotvitias in which they are engaged.

Interpretivist

Morrison (2007) contends that a range of issuefranhresearchers who may be working within
the interpretivist paradigm. Interpretivism is eegsed by Scott and Morrison (2006) as being
where social actors negotiate meanings about #etivity in the world. Thus, interpretivism

subscribes to realist ontology and educationalarebers insert themselves into this continual

process of meaning construction in order to undatkit.

Gall, Borg and Gall (1996) define interpretivisthish shares some features with qualitative
research, as grounded in the assumption that ésatfrthe social environment are constructed
as interpretations by individuals and that theseerpretations tend to be transitory and
situational. Interpretivist researchers develop videdge by collecting primarily verbal data

through the intensive study of cases and then stihjethese data to analytic induction. The
interpretivist paradigm was used to guide the tai@he phase of the author’'s research. The
second phase of the research comprises two schsetlcase studies, identified following the
guantitative phase of the research. The varialdesxplore were, mainly, the perceptions and
views of the school management teams, two repraemtteachers, two parents and two
students on their schools’ leadership and manageemactment, and the influence it had on the
school culture creation, support and/ or mainteaafeir views were grouped under themes

such as collaboration, communication, empowermeatiership and relationships among them.

Analysing these themes involved interpretivism thas been summarized by recent scholars
(e.g. Guba 2000, Schwandt 2007, Neuman 2000, amitly(1998), as relating to the assumptions
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that individuals use when seeking to understand wbed in which they live and work.
Individuals develop subjective meanings of theiperiences which they direct towards certain
objects or things. These meanings are varied artipheyi leading the researcher to look for the
complexity of views rather than narrowing meaniings a few categories or ideas. The goal of
the researcher in these two case studies was ytaasemuch as possible on the participants’
views of the situation being studied. @ The redsar's questions were broad and general,
through semi-structured interviews, so that thei@pants could construct their own meanings
of the situation (Creswell, 2009).

Crotty (1998) argues that the interpretivist phojaisical assumption is that the basic generation
of meaning is always social, arising in and outirgéraction with human community. The
process of qualitative research is largely indectith the inquirer generating meaning from the

data collected in the field.

Neuman (2003) understands the interpretivist papbgcal assumption in social science research
as concerned with how people interact and get alatigeach other. This interaction was a key
factor to comprehend the respondents’ experiendedlegir participation in how they viewed the
school was being run around there. The interpretgearch approach is the systematic analysis
of socially meaningful action through the directalled observation of people in natural settings
in order to arrive at understandings and interpiceia of how people create and maintain their
social worlds (Neuman, 2003).

Research Approach

A research approach, according to Gelo, BraakmadrGerhard (2008), is the plan of actions or
structure which links the philosophical foundaticarsd the methodological assumptions of a
research approach to its research methods, in dalgsrovide credible, accountable and
legitimate answers to the research questions. Niashamd Nachmias (1992), and Yin (1996),
understand a research approach as a plan thatsghelénvestigator in the process of collecting,
analyzing, and interpreting observations. It i®gidal model that allows the researcher to draw

inferences concerning causal relations among th@blas under investigation. A research
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approach is a blueprint of research dealing witleast four problems: what questions to study,

what data are relevant, what data to collect, awvd to analyze the results.

This research was guided by the following resegtastions:

What are the main responsibilities of school ppats in Rwanda?

How do high school principals enact their leadgrgirid management?

How, and to what extent, do Rwandan principals leaghing and learning in their schools?
How do high school principals lead and manage stadf other resources at their schools?

How do principals relate to their stakeholders)udmg the hierarchy, teachers and students,

support staff, parents and the community?
How do principals affect their schools’ culture?

Johnson (1994) states that, since each approachishaen strengths and weaknesses, in any
study, the researcher may find it convenient toarse or a combination of two or more of the
approaches to obtain the necessary informationhenrésearch questions under the study.
Further, McMillan and Schumacher (2006) say that tise of mixed-method research
approaches, which combine quantitative and quiaiaimethods, under the positivism and
interpretivism research paradigms, is becominge@msingly popular because many situations are
best investigated using a variety of methods. Witked-methods approach, researchers are not
limited to using techniques associated with tradail designs, either quantitative or qualitative,

but both research methods are used either simoligheor consecutively.

The author’s research was a mixed-methods reseg@m@toach in which quantitative data were
collected first.  Subsequently, qualitative datarevgathered to elucidate and explain the
guantitative findings. In the study, 14 principdlem different schools in Huye district were

surveyed on how they lead and manage school culthe& experience and behaviours were
analysed to provide comparable outcomes. In thensephase, two principals were selected
who represented extremely high and low scored dshmased on a comparison drawn from the
variables studied in the survey. The two casdiss also involved the two principals; eight

members of the two school management teams; tvebées; two parents and two students, all in
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the two selected schools. Therefore, 16 total @pents were interviewed in the qualitative

phase and the criteria for the selection are @etan the sample selection section.

This two-stage approach, a survey followed by twsecstudies, is appropriate because the
survey included cross-sectional exploration thagdusemi-structured interviews to collect
information on variables of interest and with th&ention of generalizing from a sample. Semi-
structured interviews were conducted with 14 higho®l principals in Huye district and were
used to learn about principals’ attitudes, beli@@lues, demographics, behaviours, opinions,
habits, ideas, and aspects of how they led and geantheir schools and to assess whether and
how their leadership impacted on their schools. 3ilmvey was designed to collect data from
participants in order to generalize the findingsatgopulation that the sample intended to
represent. The researcher’s survey investigateetipants’ views on the existing leadership and

management behaviours and experience in relatida &xisting school culture.

The two school case studies were intended to ex@ignificant features of the phenomenon, in
particular whether and how the 16 participantswon secondary schools in Huye district, one
which scored highly and another with a low scoretcpived their schools’ leadership and
management and whether or how school culture waatexnl, supported and maintained. The
researcher interviewed the 16 participants to eragblausible interpretation of what was found
in the first phase research results and to testhi@rtrustworthiness of these findings, through
respondent triangulation. In these case studiestdsearcher wanted to know about the impact
that the principals’ leadership and management baviihe school culture creation, support and
maintenance. The case studies also involved twerotesearch methods, observation and
document analysis (see below). These differergarett methods provided the potential for
respondent and methodological triangulation.  Thedys investigated an empirical of
contemporary phenomenon within its real-life cofteespecially to understand whether the

boundaries between phenomenon and the schoolsgsettie clearly evident.

Scott and Morrison (2006) assert that it is thromggthodological process that the researcher
provides the rationale for using specific methotise researcher found the two-phase research
suitable in order to quantitatively explain, andalipatively explore, the study. The researcher is
the methodologist-in-action and s/he shows whele stands in terms of methods and

methodology (Silver, 2006). The two-stage approaels used in order allow the researcher to
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construct, collect, interpret and analyse particllmds of knowledge on how high school
principals led and managed their schools in Hugé&ridt. Further, the mixed-methodS approach
was used to provide methodological triangulatiod &m increase validity and reliability. This
triangulation procedure was a way of converging a@odroborating results from the two

complementary approaches which also provided efadlin different research instruments.

Survey

Creswell (2009) understands survey research aspproach that provides quantitative or
numeric description of trends, attitudes, or opisiof a population by studying a sample of the
population. A survey includes cross-sectional studyng semi- structured interviews for data
collection, with the intent of generalizing from sample to a population (Babbie, 1990).
McMillan and Schumacher (2006) add that, in sumesearch, the investigator selects a sample
from a larger population and administers a quesfo®e or interviews to collect information on
variables of interest. In this research, semi-stmed interviews were conducted in person to 14
high school principals in Huye district and werediso learn about principals’ attitudes, beliefs,
values, demographics, behaviours, opinions, haldigs, and other types of information related
to their experience on how they led and managen $sichools and to assess whether or how
their leadership impacted on school culture inrteehool settings. The survey was designed to
collect data from participants in order to generlihe findings to a population that the sample

intended to represent.

Fogelman and Comber (2007) contend that it is enhg difficult to arrive at a straightforward
and uncontested definition of survey research. Hewethey state the definition of Hutton
(1990), who understands survey as a research méthadllecting information by asking a set
of pre-formulated questions to a sample of indisildudrawn so as to be representative of a
defined population. The researcher shared Coheal.’st (2000) understanding that surveys
typically gather data at a particular point in tinvéh the intention of describing the nature of
existing conditions, or identifying standards aganvhich existing conditions can be compared,
or determining the relationships that exist betwspgrcific events. The researcher based his
survey on an investigation of the participantswageon the existing leadership and management

behaviours and experience in relation to its exgstichool culture.
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Case study

Bassey (2007: 143) defines an educational casg agidn empirical enquiry which is conducted
within a localized boundary of space and time.m#y relate to any aspect of an educational
activity, or programme, or institution, or systemmainly in its natural context and within an ethic
of respect for persons in order to inform the juedgis and decisions of practitioners or policy-
makers or of theoreticians who are working to thesds, and such that sufficient data are

collected for the researcher to be able:

To explore significant features of the case, -tmate plausible interpretations of what is
found, - to test for the trustworthiness of thegerpretations, -to construct a worthwhile
argument or story, - to relate the argument a@rgtto any relevant research in the
literature, - to convey convincingly to an audietiois argument or story, - to provide an
audit trail by which other researchers may validate challenge the findings, or
construct alternative argument@assey, 2007: 143)

The two school case studies were based on an iiete paradigm in order to explore
significant features of the phenomenon, in paréicuthether and how the 16 participants in two
secondary schools in Huye district, one which stdngghly and another with a low score,
perceived their schools’ leadership and manageredtwhether or how school culture was
created, supported and maintained. All the 16 g@pents were interviewed in order to create a
plausible interpretation of what was found in tivetfphase research results and to test for the
trustworthiness of these findings, through respandeangulation (see below). In these case
studies, the researcher wanted to know about thmadtnthat the principals’ leadership and

management have on the school culture creatiopostipnd maintenance.

The case studies also involved two other researthhads, observation and document analysis
(see below). These different research methodsigedvthe potential for respondent and

methodological triangulation. The study investaghtin empirical of contemporary phenomenon
within its real-life context, especially to undeustt whether the boundaries between
phenomenon and the schools settings are clearfeeti Yin (1994) argues that case study
inquiry copes with the technically distinctive sition in which there are many more variables of
interest than data points, by using multiple sosi@ieevidence, with data needing to converge in
a triangulation fashion. The case study as a relsestrategy comprises an all encompassing

method, with the logic of design incorporating spe@pproaches to data collection and to data
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analysis. In this sense, the case study is nedhdata collection tactic nor merely a design

feature alone, but a comprehensive research sjrateg

Johnson (1994) mentions several possible disadyestaf case study that were considered
during the design phase. First, it may lack gdierrigour in that the design of the case stusly i
situation-dependent and follows no set rules. thé&efore heavily dependent on the skills of the
researcher. Secondly, the material may be uniquéha the findings about a specific case may
not be meaningfully transferred to another situatad another time. Thirdly, there may be
possible uneven access to all aspects of the phermamnto study. Fourth, the case study relies on
time, ready access to settings and familiarity watlhange of research skills. The author’s
research design addressed these disadvantagesnigyaugariety of data collection procedures
over a sustained period of time (Stake, 1995). fHsearcher aimed at presenting a holistic in-
depth description of the relationship between thdigpants’ views on school leadership and

management and its influence on school culture.

Research Methods

Semi — structured interviews

Semi-structured interviews formed the method ofadatllection for the first, survey, phase of

the research. McMillan and Schumacher (2006) say, thnce the researcher decided to use
interviews to collect data, an interview schedgleanstructed. The schedule lists questions to
ask, related to the objectives of the study. Intheases, the written questions are exactly what

the researcher asks, however, appropriate probassad for clarification.

Ribbins (2007) quoted Dexter (1970) who said thériviewing is the preferred tactic of data
collection when it appears that it will get bettiata or more data at less cost than other tactics.
The purpose of interviewing was to find out whasvim participants’ mind but not to put things
there. To interview people is to explore their vieim ways that cannot be achieved by other

forms of research. Findings are reported, asdguoasible, in participants’ own words.

These semi-structured interviews were conductece-fadace with 14 secondary school
principals to gather information from each indivadiyarticipant and for about 30 minutes each

during the survey phase. When conducting semistred interviews, it is important to avoid
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the ‘naive assumption’ model which means a modedtafidardized survey research in which
there are no communication problems and respongentsctly match their thoughts (Creswell,
2009). In the author’s research, there were praaged questions but these were supplemented
by open-ended questions, prompts and probes miiniglarification rather than to extend the
discussion. Non-standardized interviews can irsgethe validity of the survey research by
improving the consistency in how respondents imegrfhe meaning of the survey questions and
responses (Creswell, 2009). Further, the researalerded bias either from him or the
participants through any kind of influence that ldoimpact on the participant's way of
responding. The survey of the 14 principals used@proach closer to the structured end of the
semi-structured continuum and this enabled theareker to produce comparable outcomes.

In the case study phase of the research, semustedcinterviews were used. The interviews
were open-ended and assumed a conversational m&uass study interviews are usually of an
open-ended nature in which the researcher asksdspondents for facts as well as for the
respondents’ opinions about events. Creswell (20@8)nguishes between interviews in survey
research and case studies, saying that quantitegsearchers strive to eliminate sources of
interview bias and respondent confusion, while igtate researchers offer valuable insights

into how people construct meaning in various scsgdtings.

Ribbins (2007) argues that the fundamental objecti¥ qualitative interviews is to provide a
framework within which respondents can express thiews in their own terms. This entailed
the researcher broadly controlling the agenda amdegs of the interviews, while leaving
interviewees free, within limits, to respond asytihest saw fit. This means the production of a
semi-structured interview schedule largely deteedin terms of sequence and wording. In
contrast to survey interviews, the researcher mtabere deeply with the case studies and also
linked the participants’ opinions to other datarses; documentary analysis and shadowing

observation.

McMillan and Schumacher (2006) say that the qual#aresearcher’s first goal, related to the
case studies, is concerned with understanding Igoloeanomena from participants’ perspectives.
That understanding was achieved in the authorsaret by analyzing the many contexts of the

participants and by narrating participants’ measirfgr these situations and events. The
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participants’ meanings included their feelings,iéfs| ideas, thoughts, and actions, collected

through the three research instruments and grompethemes linked to the research questions.

Gall, Borg and Gall (1996) stress some advantademterviews over questionnaires. The
authors say that, even if the cost of samplingaedpnts over a wide geographic area is lower,
and the time limit required to collect the datai¢gfly is much less while conducting
guestionnaires, however, they cannot probe as ylé@pl respondents’ opinions and feelings as
interviews. In addition, once the questionnai@s been distributed, it is not possible to modify
the items, even though they may be unclear to smspondents. The interview's major
advantage is its adaptability because a skilleshiwer can follow up a respondent’s answer to
obtain more information and clarify vague stateraektterviews can also build trust and rapport
with respondents, thus making it possible to obiafiormation that the individual probably

would not reveal in a questionnaire response.

Observation: shadowing

The researcher shadowed the two principals onlijnguhe second phase of the research. Each
principal was shadowed in his/her respective sclioolone day. The research was with the
school principal for one day to observe the differ&ctivities run in the school setting, as a way
of establishing how they lead and manage their dsh@nd how this relates to the schools’

culture.

Yin (1994) argues that observation is useful invtimg additional information about the topic
to be studied. Moyles (2007) says that observasandata collection tool that is not dependent
on respondents’ personal views but seeks expliédeace through the eyes of the observer.
Observation leads to a description of people’s gieactions, events and culture. It is a holistic
approach concerning the observation of the everydetyities, and the description and

construction of meanings, rather than a reprodnaifcevents.

The purpose of the researcher’s observation wasptore how the two high school principals,
one in the highly scored school and the other & lbwer scored school, enacted school
leadership and management in their respective $£hbloyles (2007) says that whatever it is

we observe, and want to understand, undergoedfisagrti interpretation. Moyles (2007) adds
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that the shadowing procedure is not always perdeige observational research but her
understanding is that it clearly stands in thategaty. She qualifies it as often being a non-
participatory approach, requiring field observasidn very close proximity to the subject. A
non-participatory approach requires certain coodgito be met, not least of which is that the
subject must feel wholly at ease with the researcheonstant attendance. For that reason, the
shadowing needed careful setting up and considerabh-shadowing trial time so that the
person, who was shadowed, as far as possiblepdét comfortable and able to ignore the
researcher sufficiently to make the research outsovalid.

During the shadowing, the researcher was a nomcjpeamt agent. Participant observation allows
the researcher to be part of the natural settirdy tanbecome part of it often with no pre-
determined view about what findings will emergehow they will be interpreted, while a non-
participant observer usually enters the scenetingef the research with knowledge of what he
wants to observe, and why, without being part &f ttatural setting (Moyles, 2007). This
shadowing observation mainly consisted of discogewhat was happening in each of the two
schools involved in the two case studies and natt e researcher was told by the participants.
It consisted of looking at how the schools werengeun, how relationships and communication

were organized, and to observe school life in ganer

However, shadowing school principals for one dagsdoot provide a valid basis for making
inferences about their behaviour. This aspecthef research provided only a snapshot of

principals’ daily work.

Documentary analysis

Fitzgerald (2007) understands documentary reseasch form of interpretive research that
requires researchers to collect, collate and apalmpirical data in order to produce a
theoretical account that either describes, intéspoe explains what has occurred. These are
helpful in the sense that they can provide otheciig details to corroborate information from

other sources.

Documentary analysis was the third method usetienwo case studies. The analysis focused

on documents related to collaboration, communioatistaff empowerment, leadership and
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relationships. The documents examined includedlaMai letters, memoranda, communiqués,
minutes of meetings, internal and external admigiste documents (like pedagogical
documents which included the principal and the headtudies teachers’ supervision and
assessment, feedback discussion reports etc.)pgatspand progress reports (either from the
school leaders at the different levels, or from shakeholders like parents or district authorities
etc.). Further, the researcher explored the sghalaly documents, the school vision documents,
school management resources accountability docwnetaff and students’ involvement in
school decision making through meeting documentg] aompared them with what the

interviews and observation provided.

These documents were read and notes taken, andntteepreted with regard to the research
guestions and the themes identified by the resear8imilar themes were used for interviews,
documentary analysis and shadowing observatiomdardo triangulate the instruments and the
respondents’ views. The document analysis instrinadlowed the researcher to get more
information on the school life and how it was berng once triangulated with other instruments

in the research.

Fitzgerald (2007) argues that documents from schamlleges and universities can provide
valuable information about the context and cultofghese institutions. It can also provide
another window for the researcher to read betweerines of official discourse and triangulate
information through interviews, observations ancegjionnaires. Secondly, observation and
interview tools could be employed to determine \wbetwhat the school publicly says about

how it operates is embedded in the actions of grais, teachers and students.

Atkinson and Coffey (2006) state that a significamtount of contemporary research fieldwork
takes place in literate societies, in organizafiosraother settings in which documents are
written, read, stored, and circulated. The autholservation is that qualitative field research
should pay careful attention to the collection amalysis of documentary realities. They say
that a close scrutiny of documents is very impdrtarhe authors add that it must also
incorporate a clear understanding of how documargsproduced, circulated, read, stored and

used for a wide variety of purposes.
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Fitzgerald (2007) considers documentary analysia fssm of qualitative research that requires
readers to locate, interpret, analyze and draw lusioms about the evidence presented. For
researchers in the field of educational leadersimg management, documentary research can
contribute to aspects of case study research. Dextary research allows for sufficient data to
be collected for researchers to be able to idemié/ significant features of a particular event,

activity or case.

Sampling

Fogelman and Comber (2007) contend that a reseastbdies a sample of the population;
preferably one that can be shown to be represeetafi a larger group and which therefore
allows the researcher to be reasonably confideotitalive validity of whatever generalizations
the researcher makes. The authors suggest thabasetth sampling can either be probabilistic
for quantitative or non-probabilistic for qualitei research. In probabilistic sampling, the
sample must be representative of the population @nthis research; the quantitative sample
consisted of 14 principals in 14 secondary schal$00% sample of the whole population of
the extended grade secondary schools in Huye disWith the non-probabilistic sampling, to

be applied in the two case studies, a purposiveplagnwas used, comprising the top ranked

school from the survey and the lowest ranked scivbere the principal is of a different gender.

Site selection

McMillan and Schumacher (2006) argue that a clefindion of the criteria for site selection is
essential. The criteria should be related to, apprapriate for, the research problem and
purpose. This author’s research focus was to expliscribe and explore the role of high
school principals in leading and managing schodtiucel in the Huye District in the Southern
Province of Rwanda. The choice of this site wasrmid by the District’'s involvement in a
school leadership and management project initited 2007 by the Ministry of Education in
Rwanda in collaboration with a Belgian NGO (VVOB)arder to help all school principals, and
their school management teams (SMTs) to lead andagea their respective schools. The

research intended to explore the principals’ raléeading and managing school culture and the
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research found the selected site suitable becduseMviinistry/VVOB project should have

sensitised participants to the importance of legdprand management. The site choice was
also influenced by the fact that the researchexdliin that district, could access its schools
without much cost and intended to contribute togtiecational system of his district, but had no

previous professional knowledge of the schools.

Population and Sample Size

McMillan and Schumacher (2006) claimed that thedagf the sample size is related to the
purpose, the research problem, the major data ctioie strategy, and the availability of
information-rich cases. The insights generated frqumalitative inquiry depend more on the
information rich nature of the cases, and the ditallycapabilities of the researcher, than on the
sample size. In addition, McMillan and Schumaclenment that a case study that is descriptive
and exploratory may not need as many persons e-eositained study that is explanatory and
related to quantitative research. Therefore, cpiale researches are guided by circumstances,
that is, a study may have a small sample size thmiresearcher may be continually seeking

confirmation while returning to the same situat@ynnformants in his research.

McMillan and Schumacher (2006) add that qualitaiivguirers view sampling processes as
dynamic rather than static or a priori parametérgopulations. While there are statistical rules
for probability sample size, there are only guided for a purposive sample size. Thus,
purposive samples can range from 1 to 40 or moypicélly, qualitative samples seem small

compared with the sample needed to generalizéai@er population.

Fogelman and Comber (2007) talk about probabilisampling that embodies quantitative
research and that the sample depends on the dirgilabhd accessibility of the sampling frame.
The researcher’s sample size in the first phaaei®babilistic approach with a 100% sample of
all 14 principals in the Huye district with a coraf@ secondary cycle. The second phase of case
studies involves two of the 14 schools. The forsterion for selection of the two schools was
one school which scored highly in terms of the gpals’ leadership and management
enactment and school culture variables, and thenskewhere one school scored low. However it

was supplemented by another third stratified samgpdriterion based on the type of the school,
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either being a government or a private school, @vad the principal was from the opposite
gender.

Within each case study school, members of the $chanagement teams, as well as one parent,
one teacher and one student, were purposivelytsdlethis purposive sample was intended to
produce views from different perspectives, thustmoating to respondent triangulation. In
addition, one teacher in each school was choseheohasis of their long service in the schools,
compared to their colleagues. The other schoolebgseticipants were one elected students’
representative and one elected member of the garecitiool committee. In brief, the total

sample size in the second phase involved 16 peeglet at each school.

Instrument Design

Data collection consisted of two phases, the fpphase being survey research, using a
guantitative research approach, and the secondyl®in case studies using a qualitative

research approach.

The design of the instruments for both the quantgsand qualitative phases of the research was
derived from the research questions. In the sumfeysemi-structured interviews were designed
to quantitatively explain and measure how the lefdp and management of the school
principal impacted on school culture, while the sstructured interviews in case studies were
designed to explore and interpret the school gradts leadership and management from a range
of perspectives.

These two phases were conducted using differergarels tools. The first phase of data
collection was conducted by administering semiestmed interviews with the principals of 14

high schools of Huye District. In this phase, &lé t14 participants had the same interview
schedule, which targeted the role of these pritgipaleading and managing school culture. The
interview schedule was structured but also provigetential for probes and prompts. The
researcher translated the instrument into FrendhKamyarwanda for respondents who were not

capable of answering in English (see appendix one).
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Gall, Borg and Gall (1996) contend that intervievasisist of oral questions by the interviewer
and oral responses by the research participarteview respondents typically speak in their
own words, and their words are recorded by thervigeer, either verbatim on audiotape,
videotape, through handwritten, or by computer-gateel notes, or in short term memory for
later note taking. The interviewer is largely inntol of the process, scheduling with the
participants a mutually agreeable time and plaea ttontrolling the question pace and sequence
to fit the circumstances of the situation. The aesker mainly used verbatim, MP3 for recording
and handwriting techniques in his study. Theseriegles were used in order to capture the

respondents’ views as they were stated.

While drafting the semi-structured interviews, tlesearcher first focused on relating all the
guestions to the objectives of the study. TablesBdws the link between the research questions

and the interview questions.
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Research questions

Interview questions

1.What are the main responsibilities
of school principals in Rwanda?

-What are your main responsibilities in this scha®k school leader?

-What do you perceive as the top priority for tbhaol principal?

- Do you think your school principalship is youhsol success or failure, i.e. judged by
how efficiently things are run? If yes, explain How

2.How do high school principals enact
leadership and management?

-What are the vision/ mission/goals and organizetistructure of your school?

-Do you as a principal/ or do you think your priv&li operates through collegial/
collaborative/ participative/ shared and distriloLieadership style?

-How do you formulate the vision of your schook thverall aims and objectives and
policies for their implementation?

3.How and to what extent do Rwandan

principals lead teaching and learning in

their schools?

-How, if at all, does your school community pamiie in the elaboration of the national
curriculum?

-How, if at all, do you encourage your teacherdawelop their intellectual capacity?
-Do you intervene in teachers’ lesson preparatimh@assroom teaching? If so, please
give more details?

-How, if at all, do you encourage teachers to rteetstudents’ varying ability levels in
your school (low, average and high)?

-Do you keep students, parents, district officeakeholders, and the wider community
informed of students’ learning progress and achiews?

4.How do high school principals lead and

manage staff and other resources at their disposal?

-Do you work with the school management team tcettgva strategic plan for the schod
in its community, within the local and national jgglcontext? If so, explain how?

-How do you manage the school’s resources and piepat your disposal?

-How, if at all, do you collaborate with the distrieaders and motivate parents,
stakeholders and the community to engage in theecshiip of the school work?

5. How do principals relate to their stakeholdedduding the
hierarchy, teachers and students, support statngmand the
community?

-To what extent, if at all, do school staff anckstaolders feel ownership of school
policies and decisions?

-Do you promote, lead and manage in close liaisitin @ther local schools to improve th
development of the school? If so explain how?

-How, if at all, do you support, maintain and sirseculture that promotes school social
cohesion, and social relationships that are satigfysupportive and sociable?

6. How do principals affect their school culture?

How, if at all, do you work collaboratively withlatakeholders to develop a school
culture that is flexible, collaborative, innovatjand supportive of efforts to improve the
achievements of the students?

-How, if at all, do you promote a culture that faates staff professional development?
-How, If at all, do you control teachers’ and st activities, and the support staff, in
their day-to-day functions?

-How, if at all, do you create a culture that hetpsombine the achievement of school

goals and the maintenance of harmonious relatipasnid a positive learning climate?

Table 3.1: Links between the research questionglamthterview protocol

The interview protocol for the survey consistebpén-ended questions to be asked orally with

appropriate probing and prompts for clarificatigkfter writing the questions, the researcher

piloted them to check for bias in the procedures gumestions. The pilot test (see below) helped

the researcher to be sure that the proceduresideamécal to those that would be implemented

in the study, and the researcher noted any queastiozt could make the respondents feel

uncomfortable or were not fully understood by tagpondents.

The analytical tool used in this quantitative gsm consisted of an instrument developed,
refined and used by Phillips (1996), Phillips anégdier ( 2002), and Wagner and Masden-

Copas (2002) for measuring school leadership andagement practices and assessing its

impact on school culture. It has been used in thg#ed States and Canada and the researcher
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found it worthwhile to be revised and adapted te tbsearch study as it is related to the author’s

research questions. However, some points haveregeed to relate them to this research study.

The tool, known as School Culture Triage Surveyil(ipk, 1996), was a rating instrument based
on three main themes: professional collaboratidfiljative collegiality relationship and self-

determination and efficacy. It involved five schamllture practices for the first theme and six
practices for the second and third leadership mestwhich were adapted to the researcher’s
interviews results transcription. The researcheretated the interview responses using five-
point Likert scales ranging from 1= never, 2= rar&@=sometimes, 4=often, 5=always or almost

always, to compare the outcomes.

After conducting the first phase of this study, tesearcher developed an interview protocol
(Creswell, 2005) to guide him in the second phaskralated the questions to a list of themes
and guestions to be covered in his research. Tieeviaws mainly targeted the perceptions and
views of 16 participants in two secondary schoaisl dhe major explored themes were

collaboration, communication, staff empowermeradirship and relationships, to address how
school culture is created, supported, and maindaibe researcher conducted his interview in
both English and French, sometimes explained inydwwanda, to avoid language

misunderstandings and to help the participanteéb &t ease while expressing their thoughts,
without worrying about the need to produce corigeglish. Probes and prompts were also of
great importance for clarification and this intemwi guide was piloted before the main start of

the second phase. Piloting is discussed in thesestion.

Piloting

Fogelman and Comber (2007) suggest that undertakipgot study before the main study is
sensible for the sake of the clarity and validifytiee instrument to be used. McMillan and
Schumacher (2006) recommend that it is best tadogaample of subjects with characteristics
similar to those that will be used in the study ahé administration of the pilot study
instruments should be the same as that to be usdueistudy. Opie (2004) argues that the
piloting phase has a great importance since itsh&pvoid vague questions that may appear in
the instruments. Further, piloting influences tieéevance of the instruments and its ease of

understanding by the respondents. Turner (201@¥ akat a pilot study tests the research
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instruments on a small number of persons with sintharacteristics to the research population.
In this research, the survey instrument was pil@ted conducted in two schools in an adjacent
district (district of Gisagara), while the first tfe two case studies was designed as a de facto

pilot.

For the survey pilot study, | first contacted ea€lthe two principals individually, and explained
the objectives of the research, then agreed upenathangements for the interviews. The
interviews took place in their respective schodlkis pilot was of great importance since it
helped the researcher to test the interview prétamrding and relevance for the real study.
Some changes occurred in the survey interview pobtimllowing the pilot study. Questions 3,

4 and 6 have been rephrased, while 7 and 8 weppédobecause they were repeated and could
bring confusion. (Appendix two shows the surveyfailg protocol guide; appendix three shows

the major survey protocol guide).

As for the case studies piloting, the researchdrtheeprincipal from the high ranked school as
related to the survey results because the schosl taken as a de facto pilot to make an
appointment for the interviews. The principal wasaee of this research because of his
participation in the first phase, and consentedate part in its second phase and to plan a
meeting with the other seven participants fromdabool. The principal organized a two days
interview, one on Wednesday and another on Fridale afternoons in their free time to avoid
any impact on their daily school activities. Théeiwiew was not subjected to changes because
the questions were clearly formulated; howeverrdsearcher was inspired about proving more
probes especially for questions that related to rtiegor themes of the research for more
clarification as participants like students, paseahd some secretaries would be not enough
informed about leadership and management thedrtesugh, the interview guide was used for

both case studies with no changes.

Data Collection and Analysis

This research data collection was twofold and w#fdrent instruments. The first phase was a
survey which consisted of semi-structured intergewith 14 principals in 14 different high

secondary schools while the second phase was twe studies, using methodological
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triangulation, in which the researcher tools wemmisstructured interviews, shadowing

observation, and documentary analysis.

Quantitative data analysis

The researcher first transcribed and captured afe id Microsoft Word before starting the data
analysis to make sure errors and mistakes have desded or any other distortion that could
impact the results. The semi-structured intervieasults from each principal were manually
drafted, coded and revised before correlating tteethe School Culture Triage Survey tool. The
data were compared and tabulated following the gmtesl themes related to principals’

perceptions, attitudes on how they were leadingraadaging school culture practices.

The analysis delivered 14 responses for each skebseaging from 1 to 5, which equals 70

responses for the first theme (in terms of 14 @ogs x 5 school culture practices), and 168
responses for the second and third themes (in tefrhg principals x 6 school culture practices

in each of the two) and a total of 238 responsedte three. Calculations were carried out
manually to differentiate between the highly scopedcipal and the lowest by vertically adding

each principal’s scores. Manual statistic analydiswed the researcher to conclude who was
highest ranked and who from the opposite genderdovesst ranked.

Qualitative data analysis

Crotty (1998) links interpretivism to qualitativesearch by saying that meanings are constructed
by human beings as they engage with the world #neynterpreting. Qualitative researchers use
open-ended questionnaires or semi-structured iet@svto enable the participants to express
their views. Qualitative researchers seek to unaedsthe context or setting of the participants
through visiting this context, gathering informattipersonally and interpreting what they find
through their own experience and background. Cri¢$2@02) contends that qualitative research
involves gathering many views and seeking to redbeen into themes, meaningful categories
and patterns, to help in interpreting the informatiDenscombe (2003) adds that the researcher

identifies the core elements of a phenomenon amgkarat the underlying principles that explain
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it. Watling and James (2007) note that qualitatigsearchers are likely to be searching for

understanding rather than facts, for interpretatiamd values rather than measurements.

The researcher first analysed data collected frben demi-structured interviews. The data
analysis procedure consisted of transcribing thve irgerviews, capturing them in Microsoft
Word and coding the 16 (eight in each school) pgdnts, in order to obtain the working copies

required for analysis.

Watling and James (2007) point out that, in quiligaanalysis, it is unusual to use all the data
gathered during the research project, but theareBer reduces the amounts to a manageable
size, focusing on the more purposeful, importand aelevant information. McMillan and
Schumacher (2006) add that qualitative data arslisiprimarily an inductive process of
organizing data into categories and identifyinggrats (i.e. relationships) among the categories,
while seeking for plausible explanations. In thtsdy, the researcher followed a thematic

analysis procedure with the three types of data.

For the interviews, data organization consisteteatading the transcripts from each participant
several times, becoming familiar with what they énaaid to get a sense of the whole and to
generate the recurring ideas and meanings. Tharokme embarked on this organization bearing
in mind some initial ideas for data organizatioonirhis research questions and interview guide.
While reading and revisiting the transcripts, tsearcher started to generate a descriptive name/
or initial code from each set of data from eacimgpal. Then, the researcher compared the data,
grouped similar codes to avoid duplication and lapgring descriptions while relying on the
research questions at hand. The following processisted of organizing the presented codes
into categories and therefore arranging the relegategorised data under potential themes. This
organization led the researcher to develop the mihgmmes for data analysis and to present what
each theme embodies. This helped the researchh@etpret the participants’ views and produce

conclusions.

The shadowing observation data analysis considté@@mprincipals in the two case studies. It

involved transcribing and organizing the notes madtering the field work and then the data were
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captured in Microsoft word together with the dattlected from the eight participants from each
of the two schools. The researcher read and resligite data alongside with data from the
interviews, used the same codes to generate paitéhémes either similar or different from
those presented in the interviews for additiondbrimation. Finally, the results from both
interviews and observations were organized witlie major developed themes to help the

researcher make a holistic interpretation of bbéhgarticipants’ views and the shadowing data.

The documentary analysis stage (in each schoolyisted of reading and re-reading the
available documents and taking notes from the decuisnat hand. The next procedure was
capturing and organizing the data in Microsoft Wardl transcribing the data alongside the two
preceding data sources, then developed a codingnsyeelated to both preceding research
instruments. Further, the researcher sorted outasities and discrepancies. Similarities were
grouped within the same themes derived from botirwews and observation data categories
while differences led the researcher to generatethemes to provide additional information to

this research study.

To find regularities in the data sources, the netea compared the three different sources and

methods to see whether the same patterns keptirezur

Reliability, Validity and Triangqulation

McMillan and Schumacher (2006) say that researgblwes gathering information about the
variables in the study. Bush (2007) adds that thkeaticity of educational and social research is
judged by the procedures used to address validifiability and triangulation. Despite the
different views on both validity and reliability iguantitative and qualitative research, Brock-
Utne (1996) argues that the questions of validitg aeliability within research are just as
important within qualitative as within quantitativ@ethods, though they may be treated
somewhat differently. McMillan and Schumacher (20Gfuggest that each method has
advantages and disadvantages, and the specifioagpradopted should be the best one for

answering the research questions. It is importanunderstand and address the two basic
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principles of validity and reliability. These awsed to evaluate the adequacy of data collection

reported in the research.
Reliability

Hammersley (1987) supports the view that reliapilélates to the probability that repeating a
research procedure or method would produce iddrgicaimilar results. Yin (1994) contends
that reliability demonstrates that the operatiohs study, such as data collection procedures,
can be repeated and find the same results. SabtManrison (2006) explain that a measure is
reliable if it provides the same results on twarmre occasions, when the assumption is made
that the object being measured has not changedn\&/Beries of measures give similar results, it

is possible to say that it has high reliability.

Reliability is defined by McMillan and Schumach@00Q6) as the consistency of measurement,
the extent to which the results are similar if pe with the same instrument on different
occasions. Another way to conceptualize reliabibtyo determine the extent to which measures
are free from error. Bush (2007) understands réitiain surveys as aiming to collect a

substantial amount of data in order to draw conchss about the phenomenon under

investigation.

In the author’s study, the interview guide was faitb in two adjacent schools (Gisagara
province) before its use in the main study. Thelifigs from the pilot were cross-checked and
were helpful as a reliability check. Another surveliability factor in this study is the use of a
100% survey sample of 14 principals in 14 schoalirty a complete secondary cycle in Huye
district. In this study, the researcher administetiee semi-structured interviews personally,
following refinement through piloting, and interadtdirectly with all the participants using the
same interview protocol. The use of the same insni with the whole sample helped the

researcher to increase reliability.

Yin (1994) applied the concept of reliability toseastudies, saying that the objective is to be sure
that, if a later investigator followed the sameqgadures and conducted the same case study all
over again, the later investigator should arrivéhatsame findings and conclusions. The goal of

reliability is to minimize the errors and biasesistudy.

91



Bush (2007) says that it is not easy to ensurabiily using unstructured or semi-structured
interviews in a case study because of the delibesttaitegy of treating each participant as a
potentially unique respondent. However, the researadministered the interviews personally
during the first case study to pilot the instrumdrite instrument was revisited to minimize the
errors and biases. Even if the researcher probéganmpted for in depth understanding of the
participants’ views, this was for clarification andt intending to change any of the questions.

The responses were cross-checked and this helgedvmle a degree of reliability.

In observational research, Bush (2007) says thtigiobservation had been made at a different
time, the phenomena would have changed. Howeveth& sake of reliability, the researcher
opted for a predetermined purpose that focusedchadaving two principals. This also focused
on educational activities related to pre-estabtismesearch questions. Cross-checking the
observed activities, and comparing the results faiher instruments, helped to increase the

degree of reliability.

For documentary analysis, the researcher focusemaent analysis using available documents.
Robson (1994) regards reliability as one of theaatlges of content analysis because data are in
permanent form and hence can be subjected to tgs@aand allowing reliability checks and

replication of the study.

Validity

McMillan and Schumacher (200) argue that validgyai judgment of the appropriateness of a
measure for specific inferences or decisions tbatlt from the score generated. It is a situation-
specific-concept i.e. it is assessed dependinghenpurpose, population, and environmental
characteristics in which measurement takes placeassure validity, the researcher needs to
identify assumptions or make arguments to justifyrderence or use for a specific purpose and

then collect evidence to support these assumptions.

Bell (1987) says that validity tells us whetheri®m measures or describes what it is supposed
to measure or describe. Bush (2007) contends #iiglity, like reliability, is primarily associated
with positivism and has been questioned by resessclwho favour interpretivism. Some

analysts argue that validity may be an inappropriatm in a critical research context and find
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trustworthiness as a more appropriate concept ® insthe context of critical research
(Kincheloe and McLaren, 1998).

To address the validity of the study, the researdsed a multi -method strategy that allowed
triangulation in data collection and data analy3ise study was a quantitative and qualitative
research that included a survey before the casly siecond phase. McMillan and Schumacher
(2006) comment that most qualitative researchenslayrseveral data collection techniques to
enhance validity but usually select one as a cemteshod. To some extent, non-/ or participant
observation, interviewing, and documents analygsrgerwoven techniques. How each of these
strategies is used varies with the study. Thederdiit strategies yielded different insights about

the author’s research topic and increased thelatiggiof findings.

McMillan and Schumacher (2006) understand validgya process that refers to the degree of
congruence between the explanations of the phermuinah the realities of the world. Validity is
the degree to which the interpretations have munednings between the participants and the
researcher. Another possible strategy to enhantdityain this study was the participants’
language and their verbatim accounts. These heleresearcher to obtain the literal statements
of the participants as well as some quotations fiteerdocuments to be analyzed. The interviews
were phrased in the informant’s language where ssacg for those who could not understand
English, and then abstract terms were avoided.

Further, the third strategy for research validignsisted of low-inference description which
McMillan and Schumacher (2006) describe as conisigezoncrete, precise descriptions from
field notes and interview elaboration which are Halmarks of qualitative research and the
principal method for identifying patterns in thetalaLow inference means that the descriptions
are almost literal and that any important termstilaose used and understood by the participants.
These descriptions stand in contrast to the alis&raguage of a researcher.

The training in leadership and management of schmahagement teams, offered by the
Ministry of Education in Rwanda, in collaborationthvthe Belgian NGO (VVOB), creates an
environment that can help to explore the capabddihigh school principals in the Huye District

have in school leadership and management. This liakhe validity of this study in the sense
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that the researcher embarked on a setting thav@ufable for investigating the phenomenon he

intended to describe.

Triangulation

Bush (2007) says that triangulation consists of gammg many sources of evidence in order to
determine the accuracy of information or phenomand a means of cross-checking data to
establish its validity. Cohen and Manion (1994) enstnd it as using two or more methods of
data collection and contrast it with a more vulbéaingle-method approach because triangular
techniques explain more fully the richness and derify of human behavior by studying it

from more than one standpoint.

McMillan and Schumacher (2006) consider triangalatdesign as a mixed-method study in
which both quantitative and qualitative data ardlected at or about the same time.
Triangulation occurs when the strengths of one pektiffset the weakness of the other, so that
together, they provide a more comprehensive sdata. To the extent that the results from each
method converge and indicate the same results theriangulation and thus greater credibility
in the findings. Theoretically, the triangulatioesign is used because the strengths of each
approach can be applied to provide not only a nocoraplete result but also one that is more
valid.

Bush (2007) argues that triangulation is fundamninta device for improving validity by
checking data, either by using mixed methods orrwlving a range of participants. The
researcher achieved respondent triangulation, ig gtudy, by using a 100% sample survey
design of 14 principals in the first phase and tase studies with 16 participants in the second
phase. The researcher achieved methodologicabtrdation by using interviews with different
respondents, shadowing observation of two prinsjpahd conducting documentary analysis in

the two schools.

Gall, Borg and Gall (1996) state that case stug@garchers might begin a case study with one
method of data collection and gradually shift to,anld, other methods. The use of multiple
methods to collect data about a phenomenon cameahéae validity of case study findings

through a process of triangulation. Gall, Borg &all (1996) add that triangulation is a process

of using multiple data collection methods, datarees, or theories to check the validity of case
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study validity findings. It helps to eliminate bés that might result from relying exclusively on
any one method of data collection. The key to tndation is to vary in some way the approach
used to generate the finding that a researcherekirsg to corroborate. The authors assume that,
depending on what type of finding a researcheeekisg to validate, and the kinds of resources

available to the researcher, other forms of tridgaigon might be used.

Yin (1994) argues that the use of multiple souroésevidence in case studies allows an
investigator to address a broader range of higthrattitudinal, and behavioral issues. However,
Yin (1994) says that the most important advantagesegnted by using multiple sources of
evidence is the development of converging linesqbiiry, a process of triangulation. Through
this process, any finding or conclusion in a cdsdysis likely to be much more convincing and
accurate if it is based on several different sasrgke information, following a corroboratory

mode.

Yin (1994) advocates that, with triangulation, tatential problems of construct validity also
can be addressed because the multiple sourcesdeinee essentially provide multiple measures
of the same phenomenon. He confirms that an asabfstase study methods found that those
case studies using multiple sources of evidence waed more highly, in terms of their overall

quality than those that relied only on single sesrof information.

Trustworthiness and Authenticity

Scott (2007) contends that quality, authenticitg énustworthiness are important as they
assess the quality of work undertaken by otherarebers and also helps to determine
their own research approach and methodology. Ryrttiee authors add that the
authenticity and quality of educational and soogskearch are judged due to the procedure
the researcher employed to address validity, rditialand triangulation. They also stress
that these concepts were originally conceived toubed in positivist or quantitative
approach, however, Yildrim (2010) argues that timegy also be used in qualitative
research. Brock-Utne (1996) goes further sayingttteaquestion of validity and reliability
within research are just as important within quatitte and qualitative methods even if
they are treated differently. The assumption thadlitative methods pay attention to

validity and not to reliability is false.
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Bush (2012) argues that validity, like reliabilitis a notion primarily associated with
positivist research and has been questioned byethelso favour qualitative, or
interpretive, approaches. Denzin and Lincoln (1998phasise the central importance of
validity within positivist paradigms and claim that is inappropriate for other
perspectives. However, Kincheloe and McLaren (198fct the traditional assumption of
validity as unhelpful for critical qualitative remeh and join Bassey (1999) in advocating
the alternative concept of trustworthiness.

Despite this negative view, several writers regaalidity as wholly appropriate for both
guantitative and qualitative research. Harta2810) definition links validity to
trustworthiness.  Validity is a criterion for tivgegrity of a study in terms of accuracy of

inferences and the trustworthiness of results.

Lincoln and Denzin (1998), in Bush (2012), go baydhe debate about positivist and
interpretive research and pointed out that validityot an absolute concept:

Validity represents the always just out of reacht &nswerable, claim a
text makes for its own authority ... the researchid@lways have been
better grounded, the subjects more representative,researcher more
knowledgeable, the research instruments better dated, and so on ...
validity is the researcher’'s mask of authority, erhiallows a particular
regime of truth ... to work its way on the worldlincoln and Denzin,
1998: 415)
The authors recognised that authenticity may belasive target, but it is an important

objective for educational management researchendeWhere is no perfect truth, a focus
on reliability, validity and triangulation shouldomtribute to an acceptable level of
authenticity sufficient to satisfy both researched reader that the study is meaningful
and worthwhile (Bush, 2012).

Ethical Considerations

Cohen et al. (2000) state that ethics embody iddali and communal codes of conduct based
upon adherence to a set of principles which magt#icit and codified, and which may be

abstract and impersonal or concrete and persokaiMillan and Schumacher (2006) add that
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ethical guidelines include policies regarding imf@d consent, deception, confidentiality,
anonymity, privacy, and caring. However, field werk must adopt these principles in complex
situations and researchers have to devise wayslidcih eooperation, trust, openness, and
acceptance. When participants adjust their prexitand routines to help a researcher, a
researcher should be indebted to them and devige tewareciprocate within the constraints of
research and personal ethics. Therefore, this mayddne through collaboration with the

participants, or by giving them time, feedback atténtion.

Linking to these ethical principles, principalsheol management team members, teachers and
staff, the district officer in charge of educatiting elected parents and students’ representatives
were asked for their informed consent to the re$eand permission was also sought, from the
district officer and the principals, to conduct easch in their schools. Participants were
informed that participation in the research is wéuy. The researcher was also committed to
protecting the privacy of all participants. Pagants and their schools were not identified. The
recorded data was coded, transcribed and stortb iresearcher computer for research use only.
It was kept confidential and access required avpass The raw material was destroyed after

the researcher completed his work.

Overview

The author’s study links to a training project aihgol leadership and management implemented
from 2006 to 2013 by the Ministry of Education iw&da (MINEDUC), in collaboration with a
Belgian NGO (VVOB) sponsored by the Flemish TechhiCooperation (FTC). This projects
aims at building, improving and reinforcing the oty's school principals’ and school
management teams’ capacities to lead and managelsotffectively. However, this research
does not intend to evaluate the project, but aimsxploring, describing, and interpreting the
high school principals’ enactment of their leadgrsind management with a focus on school
culture, in Huye District, in the Southern ProvirafeRwanda.

This study was conducted using mixed-methods, ungl quantitative and qualitative
approaches. The research had two phases. Thepfiese involved a survey, using semi-

structured interviews with the principals of 14 @edary schools in Huye District. Two of these
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14 principals were selected as case studies, lmsbijh scores and low scores from the survey.
The case studies involve three modes of data ¢mfecsemi-structured interviews, shadowing
and documentary analysis. There were 16 case gpadycipants, comprising the school
management team members in each school, one tesithesignificant experience in the school,

one elected student representative, and one ele@atber of the school parents’ committee.

The next chapter provides the findings from thstfphase of the research, the survey of 14

school principals.
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Chapter Four: Survey Findings
Introduction

The author used both quantitative and qualitativethads to explore the research questions.
This chapter presents and discusses the findings fine School Culture Triage Survey (SCTS)
that has 17 items broken down into three schookuml dimensions: a) Professional
collaboration; b) Affiliative/Collegial relationsps; and c) Self-determination/Efficacy. The
survey was developed by Phillips (1996), Phillipsl &/agner (2002), and Wagner and Masden-
Copas (2002), for assessing school culture in dshdtne SCTS wording was adapted to meet
the specific aims of the author’'s study. The syrwas conducted through semi-structured
interviews with the principals of 14 secondary sihan the Huye district. Each principal’s
responses were tabulated to present the viewfetittitudes and perceptions on how he/she
leads and manages school culture, linked to theSS€€bring guide (Masden-Copas, 2002). The
latter proposes four varied ranges of scores ipgnmtmn to the five Likert scale types ranging

from 1= Never; 2= Rare; 3=Sometimes; 4=0ften; Swa\ls.

The scoring guide ranges between 17 i.e. [17 iteth$= Never)] as the lowest score and 85 [17
items X 5 (= Always)] as the highest. There ave ftems for the professional collaboration
dimension and six each for the affiliative/ colkggirelationships dimension, and the self-
determination/efficacy dimension. The findinge gresented according to the three school
culture dimensions and consist of seven main sextidhe first section presents the survey
findings in form of a table showing the frequendyscores, mean and standard deviation for all
principals while the three following sections dedth each individual principal’s scores and the
overall mean under each of the three school cutimensions. The findings interpretations and
implications show, according to Phillips (1996),il|ts and Wagner (2002) and Wagner and
Masden-Copas (2002) SCTS, what in the principgiions, attitudes and beliefs would make
the school culture the best it can be. The scom@g lme categorised into four ranges, as shown
below:

» 17-40 = the school culture is critical and immeeliattention is necessary in order to

invest all available resources in repairing andihgat.
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» 41-60= the school culture modifications and improeets are necessary and the
principal is recommended to make a more intensesaggent of the school’s culture to

find out which area is most in need of improvement.

» 61-75 = the school principal is recommended to teorand continue making school
culture positive adjustments.

» 76-85 = the school culture is positive but contimsiononitoring to support and maintain

the improvement is recommended to be sure the sshays at the top.

This range of scores helped to differentiate figdifior the 14 schools, and how each principal

leads and manages the school culture.

Section five consists of a correlative analysistieé results drawn from the 14 principals’
existing school culture practices with the scoresgnted to show the highest ranked as well as
the lowest ranked for the second qualitative phafsthe research. Section six involves the
implications for school culture according to theTSCscoring guide and the location of each

school within each range of scores. The last@ecomprises an overview of the chapter.

Frequency Scores of the School Culture Dimensions

This section deals with the 14 principals’ frequergcores on the three school culture
dimensions. Descriptive statistics that is totedgtiencies, mean, and standard deviation, of the
respondents’ scores, were calculated to deterrnmenbst predominant and influential attitudes
and behaviour revealed by the 14 principals. Thamies been determined by aggregating the
mentioned responses (numbers) in a table and tkethngd) that sum by the number of variables
(count) included in the sum. The standard deviatias been calculated to show the variability
among the responses and was based on the folldainguila proposed by Michael Sakowski
(2007).

N
Z (X - f)z
_ 4fi=l

g =

N-1
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The formula means that one proceeds by subtrattiengnean to each variable, then squaring its
results, adding the next variable’s results usimgsame procedure, dividing the results total to
the number of scoring ranges minus one and cailogldlhe square root of the found number.
The 0 sign used in the table shows that none gbtineipals’ views and/ or attitudes on a certain

item matched the corresponding scale in Table 4.1.

Dimensions of schoc | School culture practice iter Scale/ Frequen: Total | Mear | St
culture dev.
1 2 3 4 5
Professiona Principal, teachers and staff discuss instructigmedagogical and curriculum iss 0 1 9 1] 3 48 3.4: 0.7¢
collaboration
Principal, teachers and staff work together to tigvéne school activities schedt 2 2 713]0 39 2.7¢ 0.7¢
Teachers and staff are involvin the decisio-making process with regard to material and resa 10 | 0 3(0]1 24 1.71 1.01
The school community members’ code of conduct dred student behaviour code are a resu | 6 0 4 10| 4 38 2.71 1.47
collaboration and consensus.
The planningand organisational time allotted to teachers amdf & used to plan as collecti | 2 0 60| 6 49 3.t 1.02
units/teams rather than as separate individuals.
Affiliative/ collegial Teachers, staff and students and other staff saheaibers @ encouraged to remember, debate | 0 1 6 0 7 55 3.92 1.07
relationships celebrate events that marked and supported thekshalues.
Principal, teachers and staff exchange experieritie ather local schools, visit or meet inside | 0 1 913 48 3.4: 0.7t
outside of the school to enjoy each others’ company
The school reflects a true sense of commt 0 0 22|10 | 64 4.57 0.5t
The school schedule activities and strategic péteat frequent communication and collabora | 0 1 3128 59 4.21 0.8¢
opportunities for teachers, students, parents #ret staff members.
The principal encourages, supports and apprectaesharing of ideas by members of the v | 0 1 212109 62 4.4% 0.47
school community.
Principal encourages and facilitates rituals, tiads, celebrations to maintain and sustain g | 0 0 3 (1] 10| 63 4.t 0.71
interpersonal relationships and an orderly teachimgjlearning environment.
Selfdetermination Collaboration with staff members to collect and lgse information on something t working in | 1 4 3133 45 3.21 1.17
Efficacy order to predict and prevent than reacting or mepgi
Facilitation of school members’ interdependenceasdpportive culture that values each o 0 0 3147 60 4.2¢ 0.71
Encouragement of school community mers to seek for innovative alternatives to teachamgl | 3 0| 1]0/|0 26 1.88 0.2t
learning than repeating what has always been done.
Inclusion of school community members to define skbool problem and find solutiootherthan | 2 2 4 10| 6 48 3.4z 1.32
blaming each other.
The school staff is empowered to make instructiatetisions than waiting for supervisors to 2 5 5(1]1 36 2.57 1.57
them what to do.
People work in the school because they enjoy agicbfenershig 0 0 2|48 62 4.4% 0.6t

1=Never 2=Rare 3=Sometimes 4=0ften 5=Always

Table 4.1 Total, frequencies, means and standavéhtien of participants’ scores of the three
school culture dimensions related to the SCTS dpedl by Masden-Copas (2002).

Table 4.1 presents the 14 school principals’ resesn(frequencies, mean and standard
deviation) that were provided to the 17 schoolureltpractice items, within the three school

culture dimensions. The totals in the table shogvritbmber of frequency scores for each item
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and the means indicate the averages that derivedtfre sum of frequency scores divided by the
number of respondents while the standard deviatginswv the levels of variability of the
frequency scores regarding the five Likert scapeetylhese different numbers served to interpret
the findings in order to show the respondents’ gieattitudes, beliefs and implications on their

schools’ culture.

Table 4.1 presents the results on the professmoiboration dimension and demonstrates that
the principals generally do not encourage teackerbecome involved in decision-making
concerning materials and resources but they donchagh levels of involvement in curricular
issues, and planning time allocation. The findia¢g indicate that respondents believed that
two other school culture practices, developing gbkool activities schedule with teachers and
staff, and collaboration to establish a school comity members’ code of conduct, received
modest support. However, the table shows that mb items have mean scores that exceed
3.4, showing high levels of agreement on this dsman while three other items show lower

overall scores ranging between 2.7 & 1.7.

Table 4.1 also shows that the second school cultlimeension, affiliative and collegial

relationships, was claimed to be more positivegcpced than the two other dimensions. Four
items have mean scores in excess of 4.2, showigh kévels of agreement. Two items,
encouraging school members to debate events thattheschool’s values, and exchanges with

other local schools, were also positive but witlvdo overall scores.

With regard to the efficacy /self-determination émsion, the respondents claimed that people
work in the schools because they enjoy it and thete is interdependence and a supportive
culture that values each member in the schdwlo other practices were claimed to exist,
collecting and analysing information together, andluding staff in the school's problem
solving, but with a lower overall mean. The lowestcted practices appear to be empowering

the school staff to make instructional decisiond seeking innovative teaching and learning.

The overall findings show that affiliative and @glal relationships dimension scores most
highly. In contrast, claims about professional @lotiration, and self-determination and efficacy,
are lower, suggesting that teachers have limiteadnamy and only modest involvement in

decision-making.
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The next section presents the findings for thentividual principals. These findings also serve

to identify the highest and the lowest ranked sthaehich were chosen as case studies.

School Culture Findings

Professional collaboration

This section consists of an analysis of the indigidindings of the 14 principals’ views, beliefs
and enactment of professional collaboration schodture dimension among the school
community members. The section contains 14 indalidables, each ranging according to a five
point Likert-type scale from ‘never’ to ‘always’p tmeasure whether the five items that
characterise professional collaboration exist ot. mescriptive statistics of percentage and
overall mean of the scores are shown in the tabledlow a comparison with the SCTS from
Phillips (1996), Masden-Copas and Wagner’s (2008jisg school culture guide. These authors
state that the professional collaboration dimens®nbased on investigating whether the
principal, teachers and staff members meet and wag&ther to solve professional issues that
include instructional, organisational and curricutsues. The following tables show the findings
from each principal. The highlighted space in thdividual principal’s table marks that the

principal’s enactment does not match the item.
Principal PKA

Table 4.2 presents the perceptions of principal RiRAhe professional collaboration dimension
broken down into five items. The results indicatdtht PKA perceived that the school
community members’ code of conduct and the studestsaviour code are often the product of
collaboration and consensus. Similarly, she besigliat planning and organising time allocation
is sometimes a collective activity in this schdalcontrast, the principal admitted that teachers
and staff are not involved in decisions about resesiand rarely work together to develop the
schedule of school activities.
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SCHOOL CULTURE FACTOR

SCALE

Professional collaboration 1=Never | 2=Rare 3=Sometimes 4=0ftgn  5=Always
School  culture| Principal, teachers and staff discuss instructiopedlagogical strategie v
behaviours and curriculum issues.
Principal, teachers and staff work together to tgvethe school v
activities schedule.
Teachers and staff are involved in the decisionintplprocess with 4
regard to material and resources.
The school community merers’ code of conduct and the stud 4
behaviour code are a result of collaboration armsensus.
The planning and organisational time allottedaachers and staff i 4
used to plan as collective units/teams rather #saseparate individualg
Total 1 2 3 8
Percentage 20% 20% 20% 40% 0%
Overall mean 2.8

1=Never; 2=Rare; 3=Sometimes; 4=0ften; 5=Always

Table 4.2 Principal PKA professional collaboratisohool culture practice scores as assessed
by the School Culture Triage Survey (SCTC) develapel refined by Phillips (1996), Phillips
and Wagner (2002) and Masden —Copas (2002).

Principal PCF

Table 4.3 indicates that principal PCF viewed tivae allocation and organisation is often a

product of collective work. In addition, the pripal claims that sometimes instructional and

curricular issues are discussed, school schedultias are developed together and codes of

conduct for school members and students are comsiynproduced. However, the principal

perceived that staff are never involved in decigimaking about resources and materials.
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SCHOOL CULTURE FACTOR

SCALE

Professional collaboration

1=Neveg

r

2=Rare

3=Sonedim

4=0Often

5=Always

School
culture

behaviours

Principal, teachers and staff discu
instructional, pedagogical strategies a

curriculum issues.

Principal, teachers and staff work toget

to develop the school activities schedule.

Teachers and staff are involved in the

decision-making process with regard |to

material and resources.

The school community members’ code
conduct and the student behaviour code

a result of collaboration and consensus.

The planning and organisational tin
allotted to teachers and staff is used to p
as collective units/teams rather than

separate individuals.

Total 1

Percentage

20%

0%

60%

20%

0%

Overall mean

2.8

1=Never; 2=Rare; 3=Sometimes; 4=0ften; 5=Always

Table 4.3 Principal PCF professional collaboratisohool culture practice scores as assessed
by the School Culture Triage Survey (SCTC) develapel refined by Phillips (1996), Phillips
and Wagner (2002) and Masden —Copas (2002).

Principal PKB

Table 4.4 demonstrates that principal PKB belietret instructional strategies and curricular

issues are always a result of school members’ delamtd time allocation planning and

organization are similarly derived from teacherst astaff collective agreement. Further, the

principal viewed that teachers and staff involveterdecisions regarding resources and school

materials sometimes occurs in his school. In cehtthe principal felt that staff involvement in
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developing the school activities schedule rarelguos and that the school members’ code of
conduct and the students’ behaviour code is nobdyet of consensus.

SCHOOL CULTURE FACTOR SCALE

Professional collaboration 1=Nevgr 2=Rare 3=Sonedim 4=0Often| 5=Always
School Principal, teachers and staff discu v
culture instructional, pedagogical strategies a

behaviours curriculum issues.

Principal, teachers and staff work toget 4

to develop the school activities schedule.

Teachers and staff are involved in t 4
decision-making process with regard
material and resources.

The school community members’ code |of v
conduct and the student behaviour code [are

a result of collaboration and consensus.

The planning and organisational tin v
allotted to teachers and staff is used to p
as collective units/teams rather than

separate individuals.

Total 1 2 3 10

Percentage 20% 20% 20% 0% 40%

Overall mean 3.2

1=Never; 2=Rare; 3=Sometimes; 4=0ften; 5=Always

Table 4.4 Principal PKB professional collaboratisohool culture practice scores as assessed
by the School Culture Triage Survey (SCTC) devel@mel refined by Phillips (1996), Phillips
and Wagner (2002) and Masden —Copas (2002)
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Principal PAU

SCHOOL CULTURE FACTOR

SCALE

Professional collaboration

1=Neveg

r

2=Rare

3=Sonedim

4=0Often

5=Always

School
culture

behaviours

Principal, teachers and staff discu
instructional, pedagogical strategies a

curriculum issues.

Principal, teachers and staff work toget

to develop the school activities schedule.

Teachers and staff are involved in the

decision-making process with regard |to

material and resources.

The school community members’ code
conduct and the student behaviour code

a result of collaboration and consensus.

The planning and organisational tin
allotted to teachers and staff is used to p
as collective units/teams rather than

separate individuals.

Total 1

Percentage

20%

0%

60%

0%

20%

Overall mean

1=Never; 2=Rare; 3=Sometimes; 4=0ften; 5=Always

Table 4.5 Principal PAU professional collaboratisohool culture practice scores as assessed

by the School Culture Triage Survey (SCTC) devdl@mel refined by Phillips (1996), Phillips
and Wagner (2002) and Masden —Copas (2002).

Table 4.5 shows that PAU perceived that the allonaif time to school members always results
from collective planning. The findings also showatththe principal believed that they only
sometimes debate curriculum issues and pedagogicategies.
school’'s schedule of activities, and the codesomidact for school members and students, only
sometimes come from collaboration. However, thelteshow that the principal believed that

staff are never involved in decision making ab@sburces and materials.

Similarly, developing the
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Principal PGS

SCHOOL CULTURE FACTOR

SCALE

Professional collaboration

1=Neveg

r

2=Rare

3=Sonedim

4=0Often

5=Always

School
culture

behaviours

Principal, teachers and staff discu
instructional, pedagogical strategies a

curriculum issues.

v

Principal, teachers and staff work toget

to develop the school activities schedule.

Teachers and staff are involved in the

decision-making process with regard |to

material and resources.

The school community members’ code
conduct and the student behaviour code

a result of collaboration and consensus.

The planning and organisational tin
allotted to teachers and staff is used to p
as collective units/teams rather than

separate individuals.

Total 1

10

Percentage

20%

0%

40%

0%

40%

Overall mean

3.4

1=Never; 2=Rare; 3=Sometimes; 4=0ften; 5=Always

Table 4.6 Principal PGS professional collaboratischool culture practice scores as assessed

by the School Culture Triage Survey (SCTC) devel@mel refined by Phillips (1996), Phillips
and Wagner (2002) and Masden —Copas (2002).

Table 4.6 indicates that principal PGS perceiveat thstructional and curriculum issues are
always discussed and that the codes of conducsdioool members and students are always
consensually produced. In addition, the principaines that sometimes the school schedule

activities and time allocation for school membees developed together. However, the principal

said that staff are never involved in decision-mglkabout resources and materials.
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Principal PGT

SCHOOL CULTURE FACTOR SCALE

Professional collaboration 1=Nevgr 2=Rare 3=Sonedim 4=0Often| 5=Always
School Principal, teachers and staff discu 4

culture instructional, pedagogical strategies a

behaviours curriculum issues.

Principal, teachers and staff work toget v

to develop the school activities schedule.

Teachers and staff are involved in the v
decision-making process with regard |to

material and resources.

The school community members’ code |of v
conduct and the student behaviour code [are

a result of collaboration and consensus.

The planning and organisational tin v
allotted to teachers and staff is used to p
as collective units/teams rather than

separate individuals.

Total 2 3 4 5

Percentage 40% 0% 20% 20% 20%

Overall mean 2.8

1=Never; 2=Rare; 3=Sometimes; 4=0ften; 5=Always

Table 4.7 Principal PGT professional collaboratisohool culture practice scores as assessed by the
School Culture Triage Survey (SCTC) developed afided by Phillips (1996), Phillips and Wagner
(2002) and Masden —Copas (2002).

Table 4.7 shows that principal PGT believed thaetiallocation for staff is always collectively
planned and that the schedule of school activiiegten a product of collaboration. Further, the
principal perceived that pedagogical and curricidaues are sometimes discussed. In contrast,
the principal stated that staff are never involiredlecision-making about school materials and
resources and that the codes of conduct for batti ahd students are never a product of

consensus.
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Principal PGB

SCHOOL CULTURE FACTOR SCALE
Professional collaboration 1=Never| 2=Rarel 3=Sometimgs 4=0ften 5=Alwg
School culture| Principal, teachers and staff discuss instructio v
behaviours pedagogical strategies and curriculum issues.
Principal, teachers and staff work together to tgvehe v
school activities schedule.
Teachers and staff are involved in the decisionintal v
process with regard to material and resources.
The school community members’ code of conduct dved v
student behaviour code are a result of collabaratiad
consensus.
The planning and organisational time allotted é¢achers v
and staff is used to plan as collective units/tegatiser than
as separate individuals.
Total 1 6 10
Percentage 20% 0% 40% 0% 40%
Overall mean 34

1=Never; 2=Rare; 3=Sometimes; 4=0ften; 5=Always

ys

Table 4.8 Principal PGB professional collaboratisohool culture practice scores as assessed
by the School Culture Triage Survey (SCTC) devdl@mel refined by Phillips (1996), Phillips
and Wagner (2002) and Masden —Copas (2002).

Table 4.8 indicates that principal PGB felt thatipgogical strategies and curricular issues, and

the time allocation for staff and teachers, areagbvconsensually discussed. In addition, PGB

believed that staff and teachers are only sometimadved in decision-making about materials

and resources and the codes of conduct for bothoschembers and students are sometimes a

product of collaboration. In contrast, PGB statedlt the schedule of school activities is never

developed together with teachers and staff.
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Principal PKI

SCHOOL CULTURE FACTOR

SCALE

Professional collaboration

1=Neveg

r

2=Rare

3=Sonedim

4=0Often

5=Always

School
culture

behaviours

Principal, teachers and staff discu
instructional, pedagogical strategies a

curriculum issues.

Principal, teachers and staff work toget

to develop the school activities schedule.

Teachers and staff are involved in t
decision-making process with regard

material and resources.

The school community members’ code
conduct and the student behaviour code

a result of collaboration and consensus.

are

The planning and organisational tin
allotted to teachers and staff is used to p
as collective units/teams rather than
separate individuals.

Total

Percentage

20%

0%

40%

20%

20%

Overall mean

3.2

1=Never; 2=Rare; 3=Sometimes; 4=0ften; 5=Always

Table 4.9 Principal PKI professional collaboratischool culture practice scores as assessed by

the School Culture Triage Survey (SCTC) develomedrafined by Phillips (1996), Phillips and
Wagner (2002) and Masden —Copas (2002).

Table 4.9 demonstrates that principal PKI beliethet the school staff and teachers are always
involved in decision-making about resources andenads, and that pedagogical and curricular
issues are often collectively discussed. Furthi€r,d@rceived that the school schedule activities,
and time allocation for staff and teachers, areetones a product of consensus. However, the

principal stated that the school codes of conducstaff, and for students, are never the outcome

of consensual collaboration.
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Principal PKT

SCHOOL CULTURE FACTOR

SCALE

Professional collaboration

1=Neve

r

2=Rare

3=Sonedtim

4=0Often

5=Always

School
culture
behaviours

Principal, teachers and staff discu
instructional, pedagogical strategies &

curriculum issues.

Principal, teachers and staff work togeth
to develop the school activities schedule.

Teachers and staff are involved in t
decision-making process with regard
material and resources.

he v

to

The school community members’ code
conduct and the student behaviour code
a result of collaboration and consensus.

of v
are

The planning and organisational tin
allotted to teachers and staff is used to p
as collective units/teams rather than

separate individuals.

Total

Percentage

40%

0%

40%

20%

0%

Overall mean

2.4

1=Never; 2=Rare; 3=Sometimes; 4=0ften; 5=Always

Table 4.10 Principal PKT professional collaboratisnhool culture practice scores as assessed

by the School Culture Triage Survey (SCTC) devdl@mel refined by Phillips (1996), Phillips

and Wagner (2002) and Masden —Copas (2002)

Table 4.10 indicates that principal PKT believedtttine school schedule of activities is often a
result of discussions with teachers and staff diditéon, the principal perceived that instructional
strategies and curriculum issues, and time allonafor teachers and staff, are sometimes
collectively debated. However, he stated that teechnd staff are never involved in decision-

making regarding materials and resources or irabolation about the school codes of conduct
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for both staff and for students. The findings shbat principal PKT appears to be reluctant to
share power with his staff.

Principal PMT

SCHOOL CULTURE FACTOR SCALE

Professional collaboration 1=Nevegr 2=Rare 3=Sonedim 4=0Often| 5=Always
School Principal, teachers and staff discu v

culture instructional, pedagogical strategies a

behaviours curriculum issues.

Principal, teachers and staff work toget v
to develop the school activities schedule.

Teachers and staff are involved in the v
decision-making process with regard |to
material and resources.

The school community members’ code |of 4
conduct and the student behaviour code [are

a result of collaboration and consensus.

The planning and organisational tin v
allotted to teachers and staff is used to p
as collective units/teams rather than

separate individuals.

Total 2 3 4 5

Percentage 40% 0% 20% 20% 20%

Overall mean 2.8

1=Never; 2=Rare; 3=Sometimes; 4=0ften; 5=Always

Table 4.11 Principal PMT professional collaboratisohool culture practice scores as assessed
by the School Culture Triage Survey (SCTC) devel@mel refined by Phillips (1996), Phillips
and Wagner (2002) and Masden —Copas (2002)

Table 4.11 shows that principal PMT perceived trganizing time allocation for teachers and
staff is always collectively discussed and thatdtieedule of school activities is often developed

together. The results also show that PMT believed instructional strategies and curriculum

113



issues are sometimes discussed. However, he asedsthat teachers and staff are never
involved in decision-making regarding school resegrand materials and that the establishment
of the school codes of conduct for school staffd dar students, is never a product of
collaboration. These findings suggest that prialcPMT is reluctant to share power on key

dimensions of school management.

Principal PSB

SCHOOL CULTURE FACTOR SCALE

Professional collaboration 1=Nevegr 2=Rare 3=Sonedim 4=0Often| 5=Always
School Principal, teachers and staff discu 4

culture instructional, pedagogical strategies a

behaviours curriculum issues.

Principal, teachers and staff work togeth v
to develop the school activities schedule.

Teachers and staff are involved in the v
decision-making process with regard |to

material and resources.

The school community members’ code |of v
conduct and the student behaviour code [are

a result of collaboration and consensus.

The planning and organisational tin 4
allotted to teachers and staff is used to p
as collective units/teams rather than

separate individuals.

Total 2 9

Percentage 40% 0% 60% 0% 0%

Overall mean 2.2

1=Never; 2=Rare; 3=Sometimes; 4=0ften; 5=Always

Table 4.12 Principal PSB professional collaboratisechool culture practice scores as assessed
by the School Culture Triage Survey (SCTC) devel@mel refined by Phillips (1996), Phillips
and Wagner (2002) and Masden —Copas (2002).
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Table 4.12 demonstrates that principal PSB belighatinstructional strategies and curriculum

issues, the schedule of school activities, and time allocation to teachers and staff are

sometimes discussed. However, the principal sthi@idteachers and staff are never involved in
the decision-making process with regard to materaid resources, and that the codes of
conduct for school members and for students arerreevesult of consensus. The results indicate
that the principal is reluctant to share power withschool community members.

Principal PSV

SCHOOL CULTURE FACTOR SCALE

Professional collaboration 1=Nevgr 2=Rare 3=Sonedim 4=0Often| 5=Always
School Principal, teachers and staff discu v

culture instructional, pedagogical strategies &

behaviours curriculum issues.

Principal, teachers and staff work toget v

to develop the school activities schedule.

Teachers and staff are involved in the v
decision-making process with regard |to
material and resources.

The school community members’ code v
conduct and the student behaviour code

a result of collaboration and consensus.

The planning and organisational tin v
allotted to teachers and staff is used to p
as collective units/teams rather than

separate individuals.

Total 1 6 10

Percentage 20% 0% 40% % 40%

Overall mean 3.4

1=Never; 2=Rare; 3=Sometimes; 4= Often; 5=Always

Table 4.13 Principal PSV professional collaboratieehool culture practice scores as assessed
by the School Culture Triage Survey (SCTC) devdl@mel refined by Phillips (1996), Phillips
and Wagner (2002) and Masden —Copas (2002).
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Table 4.13 shows that principal PSV perceived thatschool members and students’ codes of
conduct, and the planning and organization of tath@cation for staff and teachers, are always a
result of collaboration. Similarly, the principadlf that instructional strategies and curriculum
issues, and the schedule of school activitiessamneetimes a product of consensus. In contrast,
PSV said that teachers and staff are never invalvetecision-making regarding materials and
resources. The findings show a greater willingnafsprincipal PSV to share power with his
staff.

Principal PRP

SCHOOL CULTURE FACTOR SCALE

Professional collaboration 1=Nevegr 2=Rare 3=Sonedim 4=0Often| 5=Always
School Principal, teachers and staff discu v

culture instructional, pedagogical strategies a

behaviours curriculum issues.

Principal, teachers and staff work together v
to develop the school activities schedule.

Teachers and staff are involved in t v
decision-making process with regard

material and resources.

The school community members’ code v
conduct and the student behaviour code
a result of collaboration and consensus.

The planning and organisational tin 4
allotted to teachers and staff is used to p
as collective units/teams rather than

separate individuals.

Total 1 9 5

Percentage 20% 0% 60% 0% 20%

Overall mean 3

1=Never; 2=Rare; 3=Sometimes; 4=0ften; 5=Always

Table 4.14 Principal PRP professional collaboratischool culture practice scores as assessed
by the School Culture Triage Survey (SCTC) devel@mel refined by Phillips (1996), Phillips
and Wagner (2002) and Masden —Copas (2002).
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Table 4.14 indicates that principal PRP viewed thatcodes of conduct for school staff and for
students are always a result of collaboration. adidition, he perceived that instructional
strategies and curriculum issues, and planningoagdnizing time allotted to teachers and staff,
were sometimes collectively discussed. Similarlg ¢laimed that teachers and staff are
sometimes involved in decision-making about materad resources. However, the principal

stated that the schedule of school activities \®@nédeveloped collectively.

Principal PRS

SCHOOL CULTURE FACTOR SCALE

Professional collaboration 1=Nevegr 2=Rare 3=Sonedim 4=0Often| 5=Always
School Principal, teachers and staff discu 4

culture instructional, pedagogical strategies a

behaviours curriculum issues.

Principal, teachers and staff work togeth v
to develop the school activities schedule.

Teachers and staff are involved in the v
decision-making process with regard |to

material and resources.

The school community members’ code v
conduct and the student behaviour code

a result of collaboration and consensus.

The planning and organisational time v
allotted to teachers and staff is used to plan
as collective units/teams rather than |as

separate individuals.

Total 2 2 3 5

Percentage 40% 20% 20% 0% 20%

Overall mean 2.4

1=Never; 2=Rare; 3=Sometimes; 4=0ften; 5=Always

Table 4.15 Principal PRS professional collaboratgehool culture practice scores as assessed
by the School Culture Triage Survey (SCTC) devel@mel refined by Phillips (1996), Phillips
and Wagner (2002) and Masden —Copas (2002).

117



Table 4.15 shows that principal PRS perceived ondy the codes of conduct for school staff
and for students are always discussed and thasdhedule of school activities is sometimes
developed together with other members. In contthstprincipal believed that instructional and
curriculum issues are rarely discussed among thi# ahd that staff are never involved in
decision-making on resources and materials, aridhiibaime allocation for staff is never a result
of collaboration. The results show that princiP®S is reluctant to share power within his
school.

Affiliative/ collegial relationships

Affiliative and collegial relationships dimensiorse said to be based on how people enjoy
working together, support one another, and feeliadland included in their daily activities
(Phillips and Wagner, 2002). This section presémessurvey findings on how the 14 surveyed
principals believe that they enact these kindsetdtionships with staff and other community

members.

Principal PKA

SCHOOL CULTURE FACTOR SCALE

Affiliative/ Collegiality relationships 1=Never

School Teachers, staff and students and other staff saheoibers arg

culture encouraged to remember, debate and celebrate ¢hah
behavior marked and supported the school’s values.

Principal, teachers and staff exchange experientte ather
local schools, visit or meet inside or outside ld school to
enjoy each others’ company.

The school reflects a true sense of community.

The school schedule activites and strategic plefieat
frequent communication and collaborative opportasitfor
teachers, students, parents and other staff members

The principal encourages, supports and appredia¢esharing
of ideas by members of the wide school community.

Principal encourages and facilitates rituals, tiads,
celebrations to maintain and sustain good integpels
relationships and an orderly teaching and leareimgronment.
Total

Percentage

Overall mean 4.66

1=Never; 2= Rare; 3=Sometimes; 4= Often; 5=Sometme
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Table 4.16 Principal PKA affiliative/ collegial r@ionships school culture practice scores as
assessed by the School Culture Triage Survey (S@av&Joped and refined by Phillips (1996),
Phillips and Wagner (2002) and Masden —Copas (2002)

Table 4.16 shows that principal PKA believed thhe taffiliative/ collegial relationships
dimension of culture is a strong feature of hisaethFive of the six items are said to always
occur. The only cautious response relates to &me @n rituals, traditions and celebrations where

this principal felt that she only sometimes encgagasuch activities.

Principal PCF

SCHOOL CULTURE FACTOR

Affiliative/ Collegiality relationships

School Teachers, staff and students and other staff schenibers arg
culture encouraged to remember, debate and celebrate ¢hah
behavior marked and supported the school’s values.

Principal, teachers and staff exchange experiente other
local schools, visit or meet inside or outside lod school to
enjoy each others’ company.

The school reflects a true sense of community.

The school schedule activities and strategic plafieat
frequent communication and collaborative opportasitfor
teachers, students, parents and other staff members

The principal encourages, supports and appredia¢esharing
of ideas by members of the wide school community.

Principal encourages and facilitates rituals, tiads,
celebrations to maintain and sustain good integpes
relationships and an orderly teaching and leareimgronment.

Total
Percentage 0% 0% 33.3% 50% 16.6%
Overall mean 3.84

1=Never; 2= Rare; 3=Sometimes; 4= Often; 5=Sometme

Table 4.17 Principal PCF affiliative/ collegial raionships school culture practice scores as
assessed by the School Culture Triage Survey (S@8&oped and refined by Phillips (1996),
Phillips and Wagner (2002) and Masden —Copas (2002)

Table 17 shows that PCF believed that he alwaypmtgp and appreciates ideas sharing with

other school members. Further, the principal peskthat three of the school culture practices

119



often take place in his school while the two iterakting to the principal’s encouragement of

rituals and celebrations were only sometimes supgor

Principal PKB

SCHOOL CULTURE FACTOR SCALE

Affiliative/ Collegiality relationships

School Teachers, staff and students and other staff scheoibers ar¢g
culture encouraged to remember, debate and celebrate ethests

behavior marked and supported the school’s values.

Principal, teachers and staff exchange experiente other
local schools, visit or meet inside or outside fé school to

enjoy each others’ company.

The school reflects a true sense of community.

The school schedule activities and strategic plafieat
frequent communication and collaborative opportesitfor
teachers, students, parents and other staff members

The principal encourages, supports and appredia¢esharing
of ideas by members of the wide school community.

Principal encourages and facilitates rituals, tieds,
celebrations to maintain and sustain good integues
relationships and an orderly teaching and learamgronment.

Total

Percentage

Overall mean 4

1=Never; 2= Rare; 3=Sometimes; 4= Often; 5=Sometme

Table 4.18 Principal PKB affiliative/ collegiaklationships school culture practice scores as
assessed by the School Culture Triage Survey (S@8¥&oped and refined by Phillips (1996),
Phillips and Wagner (2002) and Masden —Copas (2002)

Table 4.18 indicates that principal PKB perceivieat the always supports and appreciates ideas
sharing, also encourages rituals and celebratioat dustain good interpersonal relationships,
and that the school always reflects a sense of aontyn Similarly, the principal perceived that
he only sometimes encourages celebration of evdras mark the school's values, only
sometimes exchange with local schools and thastheol schedule activities and the strategic

plan only sometimes reflect collaboration.
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Principal PAU

Table 4.19 shows that principal PAU believed tha¢ taffiliative/ collegial relationships
dimension is highly practiced in his school, witsuf of the six items said to always happen.
However, the responses to the two items on celebsbf events that have marked the school’s
values, and exchange with other local schools, estgg more cautious response, because he

only sometimes facilitates such events.

SCHOOL CULTURE FACTOR SCALE
Affiliative/ Collegiality relationships 1=Never

School Teachers, staff and students and other staff sechenibers arg
culture encouraged to remember, debate and celebrate etheaits
behavior marked and supported the school’s values.

Principal, teachers and staff exchange experientte ather
local schools, visit or meet inside or outside leé school to

enjoy each others’ company.

The school reflects a true sense of community.

The school schedule activities and strategic plafieat
frequent communication and collaborative opportasitfor
teachers, students, parents and other staff members

The principal encourages, supports and apprediagesharing
of ideas by members of the wide school community.

Principal encourages and facilitates rituals, tiads,
celebrations to maintain and sustain good integpes
relationships and an orderly teaching and learaimgronment.

Total

Percentage

Overall mean 4.4

1=Never; 2= Rare; 3=Sometimes; 4= Often; 5=Sometme

Table 4.19 Principal PAU affiliative/ collegiaklationships school culture practice scores as
assessed by the School Culture Triage Survey (S@8&oped and refined by Phillips (1996),
Phillips and Wagner (2002) and Masden —Copas (2002)

Principal PGS

Table 4.20 indicates that principal PGS felt tlnet affiliative/ collegial relationships dimension
of school culture is a strong feature of his schddle principal believed that four of the six
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items always occur in the school. However, the gypi@ admitted that he only sometimes

supports and appreciates sharing ideas and tliaéstihange with other local schools is rare.

SCHOOL CULTURE FACTOR SCALE

Affiliative/ Collegiality relationships 1=Never

School Teachers, staff and students and other staff schenibers arg
culture encouraged to remember, debate and celebrate etheaits
behavior marked and supported the school’s values.

Principal, teachers and staff exchange experientte ather
local schools, visit or meet inside or outside leé school to

enjoy each others’ company.

The school reflects a true sense of community.

The school schedule activities and strategic plefieat
frequent communication and collaborative opportasitfor
teachers, students, parents and other staff members

The principal encourages, supports and appredia¢esharing
of ideas by members of the wide school community.

Principal encourages and facilitates rituals, tiads,
celebrations to maintain and sustain good integpels
relationships and an orderly teaching and learemgronment.

Total
Percentage 16.6% 16.6% 66.6%
Overall mean 4.17

1=Never; 2= Rare; 3=Sometimes; 4= Often; 5=Sometme

Table 4.20 Principal PGS affiliative/ collegiatlationships school culture practice scores as
assessed by the School Culture Triage Survey (S@8&oped and refined by Phillips (1996),
Phillips and Wagner (2002) and Masden —Copas (2002)

Principal PGT

Table 4.21 shows that principal PGT believed treathvays encourages celebrations of events
that mark the school’s values and that the schiewys reflects a true sense of community. The
principal also stated that three of the schoolutalfpractices often occur in the school while

exchanges with other local schools only sometinaggpén.
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SCHOOL CULTURE FACTOR SCALE

Affiliative/ Collegiality relationships

School
culture

behavior

Teachers, staff and students and other staff saheoibers arg

encouraged to remember, debate and celebrate etheaits

marked and supported the school’s values.

Principal, teachers and staff exchange experiente other

local schools, visit or meet inside or outside fé school to

enjoy each others’ company.

The school reflects a true sense of community.

The school schedule activities and strategic plefieat
frequent communication and collaborative opportasitfor

teachers, students, parents and other staff members

The principal encourages, supports and appredia¢esharing
of ideas by members of the wide school community.

Principal encourages and facilitates rituals, tieds,

celebrations to maintain and sustain good integpes

relationships and an orderly teaching and leareimgronment.

Total

Percentage

Overall mean 417

1=Never;

Table 4.21 Principal PGT affiliative/ collegiaklationships school culture practice scores as

2= Rare; 3=Sometimes; 4= Often; 5=Sometme

assessed by the School Culture Triage Survey (S@8&oped and refined by Phillips (1996),
Phillips and Wagner (2002) and Masden —Copas (2002)

Principal PGB

Table 4.22 indicates that principal PGB perceivest he always encourages celebrations that

mark the school’s values. The principal claimedt tha often supports and appreciates ideas

sharing. Three of the six items sometimes occuhénschool but the item relating to rituals and

celebrations was only rarely supported.
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SCHOOL CULTURE FACTOR SCALE

Affiliative/ Collegiality relationships 3=Sometimgs  4=0Often  5=Always

School Teachers, staff and students and other staff saheoibers arg

culture encouraged to remember, debate and celebrate etheaits

behavior marked and supported the school’s values.

Principal, teachers and staff exchange experiente other
local schools, visit or meet inside or outside tod school to
enjoy each others’ company.

The school reflects a true sense of community.

The school schedule activities and strategic plefieat
frequent communication and collaborative opportasitfor
teachers, students, parents and other staff members

The principal encourages, supports and appredia¢esharing
of ideas by members of the wide school community.

Principal encourages and facilitates rituals, tieds,
celebrations to maintain and sustain good integpes
relationships and an orderly teaching and leareimgronment.
Total

Percentage

Overall mean 3.4

1=Never; 2= Rare; 3=Sometimes; 4= Often; 5=Sometme

Table 4.22 Principal PGB affiliative/ collegiaklationships school culture practice scores as
assessed by the School Culture Triage Survey (S@8&oped and refined by Phillips (1996),
Phillips and Wagner (2002) and Masden —Copas (2002)

Principal PKI

Table 4.23 demonstrates that principal PKI perakithet the affiliative/ collegial relationships
dimension is a very strong feature of his schodle Pprincipal claimed that all the six items
relating to this culture dimension always occuher school, suggesting a strong emphasis on

collaboration. However, this is based on selbrépg and cannot be confirmed.
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SCHOOL CULTURE FACTOR SCALE

Affiliative/ Collegiality relationships

School Teachers, staff and students and other staff secheoibers ar
culture encouraged to remember, debate and celebrate etreat:
behavior marked and supported the school’s values.

Principal, teachers and staff exchange experiente other
local schools, visit or meet inside or outside tod school to
enjoy each others’ company.

The school reflects a true sense of community.

The school schedule activities and strategic plefieat
frequent communication and collaborative opportasitfor
teachers, students, parents and other staff members

The principal encourages, supports and appredia¢esharing
of ideas by members of the wide school community.

Principal encourages and facilitates rituals, tieds,
celebrations to maintain and sustain good integpes
relationships and an orderly teaching and leareimgronment.
Total

30
100%

Percentage

Overall mean 5

1=Never; 2= Rare; 3=Sometimes; 4= Often; 5=Sometme

Table 4.23 Principal PKI affiliative/ collegialetationships school culture practice scores as
assessed by the School Culture Triage Survey (S@8¥&loped and refined by Phillips (1996),
Phillips and Wagner (2002) and Masden —Copas (2002

Principal PKT

Table 4.24 shows that principal PKT claimed tha¢ taffiliative/ collegial relationships
dimension is manifested in the school. Four ofdilxetems are said to always occur. There were
more cautious responses to the two items on rituedslitions and celebrations, and on the

strategic plan, where the principal stated thadehmactices only sometimes occurred.
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SCHOOL CULTURE FACTOR SCALE

Affiliative/ Collegiality relationships

School
culture

behavior

Teachers, staff and students and other staff saheoibers arg

encouraged to remember, debate and celebrate etheaits

marked and supported the school’s values.

Principal, teachers and staff exchange experiente other

local schools, visit or meet inside or outside fé school to

enjoy each others’ company.

The school reflects a true sense of community.

The school schedule activities and strategic plefieat
frequent communication and collaborative opportasitfor
teachers, students, parents and other staff members

The principal encourages, supports and appredia¢esharing
of ideas by members of the wide school community.

Principal encourages and facilitates rituals, tieds,

celebrations to maintain and sustain good integpes
relationships and an orderly teaching and leareimgronment.

Total

Percentage

Overall mean 4.4

1=Never;

Table 4.24 Principal PKT affiliative/ collegiaklationships school culture practice scores as

2= Rare; 3=Sometimes; 4= Often; 5=Sometme

assessed by the School Culture Triage Survey (S@8&oped and refined by Phillips (1996),
Phillips and Wagner (2002) and Masden —Copas (2002)

Principal PMT

Table 4.25 shows that principal PMT believed tlmat affiliative /collegial relationships school

culture dimension is strongly practiced in the sthawith five of the six items always

happening. The only practice that only sometimesuscrelates to staff exchange with other

local schools.
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SCHOOL CULTURE FACTOR SCALE

Affiliative/ Collegiality relationships 1=Never

School
culture

behavior

Teachers, staff and students and other staff sehenibers arg
encouraged to remember, debate and celebrate etheaits

marked and supported the school’s values.

Principal, teachers and staff exchange experiente other
local schools, visit or meet inside or outside fé school to

enjoy each others’ company.

The school reflects a true sense of community.

The school schedule activites and strategic plefieat
frequent communication and collaborative opportasitfor
teachers, students, parents and other staff members

The principal encourages, supports and appredia¢esharing
of ideas by members of the wide school community.

Principal encourages and facilitates rituals, tieds,
celebrations to maintain and sustain good integues
relationships and an orderly teaching and leareimgronment.

Total

Percentage

Overall mean

1=Never;

2= Rare; 3=Sometimes; 4= Often; 5=Sometme

Table 4.25 Principal PMT affiliative/ collegiaklationships school culture practice scores as
assessed by the School Culture Triage Survey (S@8¥&oped and refined by Phillips (1996),
Phillips and Wagner (2002) and Masden —Copas (2002)

Principal PSB

Table 4.26 indicates that the principal PSB peexithat three of the six items always occur in

the school. In addition, the item related to thbost as a true sense of community often

characterizes his school. However, there were nuaetious responses concerning staff

exchange (sometimes) and celebrations of eventsiuk the school’s values (rarely).
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SCHOOL CULTURE FACTOR SCALE

Affiliative/ Collegiality relationships 1=Never 3=Sometimgs  4=0Often  5=Always
School Teachers, staff and students and other staff schenibers arg
culture encouraged to remember, debate and celebrate etheaits

behavior marked and supported the school’s values.

Principal, teachers and staff exchange experiente other
local schools, visit or meet inside or outside fé school to

enjoy each others’ company.

The school reflects a true sense of community.

The school schedule activites and strategic plefieat
frequent communication and collaborative opportasitfor
teachers, students, parents and other staff members

The principal encourages, supports and appredia¢esharing
of ideas by members of the wide school community.

Principal encourages and facilitates rituals, tieds,
celebrations to maintain and sustain good integues
relationships and an orderly teaching and leareimgronment.
Total

Percentage

Overall mean 4

1=Never; 2= Rare; 3=Sometimes; 4= Often; 5=Sometme

Table 4.26 Principal PSB affiliative/ collegiatlationships school culture practice scores as
assessed by the School Culture Triage Survey (S@8¥&oped and refined by Phillips (1996),
Phillips and Wagner (2002) and Masden —Copas (2002)

Principal PSV

Table 4.27 indicates that principal PSV believeat the affiliative/collegial relationships school
culture dimension is a strong feature of his schbolr of the six items are claimed to always
take place. In contrast, the principal sated tkeft exchange only sometimes happens and that

he rarely encourages sharing ideas within the sadwyomunity.
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SCHOOL CULTURE FACTOR SCALE

Affiliative/ Collegiality relationships 1=Never s 4=0Often 5=Always

School Teachers, staff and students and other staff sehenibers arg
culture encouraged to remember, debate and celebrate etheaits

behavior marked and supported the school’s values.

Principal, teachers and staff exchange experiente other
local schools, visit or meet inside or outside tod school to
enjoy each others’ company.

The school reflects a true sense of community.

The school schedule activities and strategic plefieat
frequent communication and collaborative opportasitfor
teachers, students, parents and other staff members

The principal encourages, supports and appredia¢esharing
of ideas by members of the wide school community.

traus,
celebrations to maintain and sustain good integpes

Principal encourages and facilitates rituals,

relationships and an orderly teaching and leareimgronment.
Total

Percentage

4.17

1=Never; 2= Rare; 3=Sometimes; 4= Often; 5=Sometme

Table 4.27 Principal PSV affiliative/ collegiatlationships school culture practice scores as
assessed by the School Culture Triage Survey (S@8&oped and refined by Phillips (1996),
Phillips and Wagner (2002) and Masden —Copas (2002)

Principal PRP
SCHOOL CULTURE FACTOF SCALE
Affiliative/ Collegiality relationship 1=Never 3=Sometime 5=Always

School culture | Teachers, staff and students and other staff saheaibers are encouraged to remember, debat
behavior celebrate events that marked and supported thekshalues.

Principal, teachers d staff exchange experience with other local schoakit or meet inside ¢

outside of the school to enjoy each others’ company

The school reflects a true sense of commt

The school schedule activities and strategic péfiect frequnt communication and collaborati
opportunities for teachers, students, parents #ret staff members.

The principal encourages, supports and apprecthtesharing of ideas by members of the v
school community.

Principal encourages d facilitates rituals, traditions, celebrations rtwaintain and sustain goc
interpersonal relationships and an orderly teachimgjlearning environment.

Total

Percentac

Overall mea

1=Never; 2= Rare; 3=Sometimes; 4= Often; 5=Sometme
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Table 4.28 Principal PRP affiliative/ collegiatlationships school culture practice scores as
assessed by the School Culture Triage Survey (S@8¥&loped and refined by Phillips (1996),
Phillips and Wagner (2002) and Masden —Copas (2002)

Table 4.28 indicates a mixed response from prinddBP in respect of the affiliative/collegial
relationships school culture dimension. The ppalkclaimed that three of the six items always

take place while the three other items are saattoir only sometimes.

Principal PRS

SCHOOL CULTURE FACTOR SCALE

Affiliative/ Collegiality relationships

School Teachers, staff and students and other staff schenibers are
culture encouraged to remember, debate and celebrate etreat
behavior marked and supported the school’s values.

Principal, teachers and staff exchange experientte ather
local schools, visit or meet inside or outside leé school to

enjoy each others’ company.

The school reflects a true sense of community.

The school schedule activities and strategic plafieat
frequent communication and collaborative opportesitfor
teachers, students, parents and other staff members

The principal encourages, supports and appredia¢esharing
of ideas by members of the wide school community.

Principal encourages and facilitates rituals, tieds,
celebrations to maintain and sustain good integues
relationships and an orderly teaching and learamgronment.

Total

Percentage

Overall mean 25

1=Never; 2= Rare; 3=Sometimes; 4= Often; 5=Sometme

Table 4.29 Principal PRS affiliative/ collegiaglationships school culture practice scores as
assessed by the School Culture Triage Survey (S@8¥&oped and refined by Phillips (1996),
Phillips and Wagner (2002) and Masden —Copas (2002)

Table 4.29 suggests that principal PRS is reludiarshare power. He often facilitates rituals,
traditions and celebrations and three of the scholiure practices are perceived to sometimes
take place in his school. However, the two itematirey to encouraging celebrations of events

that marked the school’s values, and collaboratier the strategic plan, were never facilitated.

130



Self-determination/ Efficacy

Phillips and Wagner (2003) based the efficacy agfidetermination school culture dimension
on assessing whether the school community membeis because they want to be there, or if
they work to improve their skills as true professils, or they simply consider themselves as
helpless victims of a large and uncaring bureaycractheir schools. These views drive the
analysis of the 14 principals’ behaviours and hbaytperceive that they respond to these items
on self-determination and efficacy among theirfstammunity members. This section presents

the findings as follows:

Principal PKA

SCHOOL CULTURE FACTOR SCALE

Self-determination/ Efficacy 3=Sometimgs  4=0Often 5=Always

School Collaboration with staff members to collect and lgs&a
culture information on something not working in order teegict and

behavior prevent than reacting or repairing.

Facilitation of school members’ interdependence am(

supportive culture that values each other.

Encouragement of school community members to seek
innovative alternatives to teaching and learniranthepeating
what has always been done.

Inclusion of school community members to define sbool
problem and find solutions other than blaming eatbler.

The school staff is empowered to make instructiclegisions

than waiting for supervisors to tell them what to d

People work in the school because they enjoy ared

ownership.

Total 3 4
Percentage 16.6% 16.6% 16.6%
Overall mean 4

1=Never; 2= Rare; 3=Sometimes; 4= Often; 5=Sometme

Table 4.30 Principal PKA efficacy/self-determiatischool culture practice scores as assessed
by the School Culture Triage Survey (SCTC) devel@mel refined by Phillips (1996), Phillips
and Wagner (2002) and Masden —Copas (2002).

Table 4.30 shows that the principal claimed thatpbework in the school because they enjoy it

and that staff are empowered to make instructidealsions. She also believed that the school
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has a supportive culture. In contrast, it seems itireovation is rare at this school. Problem

solving is perceived to occur sometimes or often.

Principal PCF

SCHOOL CULTURE FACTOR SCALE

4=0ften  5=Alwg

Self-determination/ Efficacy 1=Never | 2=Rarel 3=Sometimas ys

School Collaboration with staff members to collect and lgpsm

culture information on something not working in order teegict and

behavior prevent than reacting or repairing.

Facilitation of school members’ interdependence amdg

supportive culture that values each other.

Encouragement of school community members to seeK
innovative alternatives to teaching and learniranthepeating

what has always been done.

Inclusion of school community members to define shbool
problem and find solutions other than blaming eattier.

The school staff is empowered to make instructiclegisions
than waiting for supervisors to tell them what to d

People work in the school because they enjoy ared

ownership.

Total

Percentage 0% 33.3% 33.3% 33.3% 0%
Overall mean 3

1=Never; 2= Rare; 3=Sometimes; 4= Often; 5=Sometme

Table 4.31 Principal PCF self-determination/ effigaschool culture practice scores as assessed
by the School Culture Triage Survey (SCTC) devel@el refined by Phillips (1996),Phillips
and Wagner (2002) and Masden —Copas (2002).

Table 4.31.indicates that principal PCF perceiVet his staff works in the school because they
often enjoy it and there is often interdependennd a supportive culture among school
members. The results also show that he agreed if\emmetimes inclusion of school members

in problem solving but the culture of innovatiordastaff empowerment is still rare
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Principal PKB

SCHOOL CULTURE FACTOR SCALE

Self-determination/ Efficacy 1=Never | 2=Rarel 3=Sometimgs 4=0Often 5=Alwdys
School Collaboration with staff members to collect and lgsm

culture information on something not working in order tegict and

behavior prevent than reacting or repairing.

Facilitation of school members’ interdependence amdg
supportive culture that values each other.

Encouragement of school community members to seeK
innovative alternatives to teaching and learniranthepeating
what has always been done.

Inclusion of school community members to define sbool
problem and find solutions other than blaming eattier.

The school staff is empowered to make instructiclegisions
than waiting for supervisors to tell them what to d

People work in the school because they enjoy arel

ownership.

Total

Percentage 0% 50% 0% 16.6% 33.3%
Overall mean 3.4

1=Never; 2= Rare; 3=Sometimes; 4= Often; 5=Sometme

Table 4.32 Principal PKB self-determination/effigaschool culture practice scores as assessed
by the School Culture Triage Survey (SCTC) devel@mel refined by Phillips (1996),Phillips
and Wagner (2002) and Masden —Copas (2002).

Table 4.32 shows that principal PKB perceived ih&rdependence and a supportive culture
that values each member and inclusion of school lmeesnin problem solving, always occur in
his school. The principal also felt that people kvor the school because they often enjoy it.
However, there were more cautious responses toitdmas on collaboration regarding
information collection and analysis, innovatiorntéaching and learning, and staff empowerment,
where the principal believed they were rarely sufgab  These findings suggest that the

principal is reluctant to encourage collaboratieeidion-making.
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Principal PAU

SCHOOL CULTURE FACTOR SCALE

Self-determination/ Efficacy 1=Never | 2=Rarel 3=Sometimgs 4=0Often 5=Alwdys
School Collaboration with staff members to collect and lgsm

culture information on something not working in order tegict and

behavior prevent than reacting or repairing.

Facilitation of school members’ interdependence amdg

supportive culture that values each other.

Encouragement of school community members to seeK
innovative alternatives to teaching and learniranthepeating

what has always been done.

Inclusion of school community members to define sbool
problem and find solutions other than blaming eattier.

The school staff is empowered to make instructiclegisions
than waiting for supervisors to tell them what to d

People work in the school because they enjoy arel

ownership.

Total

Percentage

Overall mean 2.7

1=Never; 2= Rare; 3=Sometimes; 4= Often; 5=Sometme

Table 4.33 Principal PAU self-determination/ effigaschool culture practice scores as assessed
by the School Culture Triage Survey (SCTC) devel@mel refined by Phillips (1996),Phillips
and Wagner (2002) and Masden —Copas (2002).

The striking feature of table 4.33 is that foumterelating to collaboration are rarely supported,
according to principal PAU. He claimed that theyalways interdependence and a supportive
culture among the school members and that peoptk iWwahe school because they sometimes

enjoy it. These data collectively suggest a relumato share power in this school.
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Principal PGS

SCHOOL CULTURE FACTOR

Self-determination/ Efficacy

School
culture
behavior

Collaboration with staff members to collect and Igsm
information on something not working in order tegict and

prevent than reacting or repairing.

Facilitation of school members’ interdependence am(
supportive culture that values each other.

Encouragement of school community members to seek
innovative alternatives to teaching and learniranthepeating

what has always been done.

Inclusion of school community members to define shbool
problem and find solutions other than blaming eattier.

The school staff is empowered to make instructiclegisions
than waiting for supervisors to tell them what to d

People work in the school because they enjoy ared

ownership.

Total

Percentage

3=Sometimes

4=0ften

5=Alwdys

Overall mean

1=Never; 2= Rare; 3=Sometimes; 4= Often; 5=Sometme

Table 4.34 Principal PGS self —determination/ eifiz school culture practice scores as
assessed by the School Culture Triage Survey (S@8&)oped and refined by Phillips (1996),

Phillips and Wagner (2002) and Masden —Copas (2002)

Table 4.34 shows that principal PGS thought thatrethis always interdependence and a

supportive culture among the school members anglpeoork in the school because they

always enjoy it. He also believes that staff armetimes able to solve problems collectively.

However, the principal admitted that three of thxepsactices on the self-determination/ efficacy

dimension never occur in the school, suggestirguectance to share power.
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Principal PGT

SCHOOL CULTURE FACTOR SCALE

Self-determination/ Efficacy 1=Never | 2=Rar 3=Sometimgs  4=0Often  5=Always
School Collaboration with staff members to collect and lgsm

culture information on something not working in order tegict and

behavior prevent than reacting or repairing.

Facilitation of school members’ interdependence amdg

supportive culture that values each other.

Encouragement of school community members to seeK
innovative alternatives to teaching and learniranthepeating

what has always been done.

Inclusion of school community members to define sbool
problem and find solutions other than blaming eattier.

The school staff is empowered to make instructickegisions
than waiting for supervisors to tell them what to d

People work in the school because they enjoy arel

ownership.

Total

Percentage 0% 33.3% | 0% 50% 16.6%
Overall mean 35

1=Never; 2= Rare; 3=Sometimes; 4= Often; 5=Sometme

Table 4.35  Principal PGT self-determination/ edfty school culture practice scores as
assessed by the School Culture Triage Survey (S@8¥&oped and refined by Phillips (1996),
Phillips and Wagner (2002) and Masden —Copas (2002)

Table 4.35 indicates that principal PGT viewed tbeltool members are always included in
problem solving. He also claimed that there isroftellaboration while collecting and analyzing

information, interdependence and a supportive oellamong school members, and that staff
work in the school because they often enjoy it. Eesy, the results show that the principal
accepted that staff empowerment to make instruatialecisions, and encouragement to be

innovative, rarely occur.
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Principal PGB

SCHOOL CULTURE FACTOR SCALE

Self-determination/ Efficacy 3=Sometimgs  4=0Often  5=Always

School Collaboration with staff members to collect and lgsm
culture information on something not working in order tegict and

behavior prevent than reacting or repairing.

Facilitation of school members’ interdependence amdg
supportive culture that values each other.

Encouragement of school community members to seeK
innovative alternatives to teaching and learniranthepeating
what has always been done.

Inclusion of school community members to define shbool
problem and find solutions other than blaming eattier.

The school staff is empowered to make instructiclegisions
than waiting for supervisors to tell them what to d

People work in the school because they enjoy arel

ownership.

Total 1

Percentage 16.6% 33.3%
Overall mean 3.4

1=Never; 2= Rare; 3=Sometimes; 4= Often; 5=Sometme

Table 4.36  Principal PGB self-determination/ edfty school culture practice scores as
assessed by the School Culture Triage Survey (S@8¥&oped and refined by Phillips (1996),
Phillips and Wagner (2002) and Masden —Copas (2002)

Table 4.36 shows that the principal PGB claimed thare is always staff inclusion in school
problem solving and people work in the school beeathey always enjoy it. In addition, the
results indicate that the principal perceived thage of the six practices sometimes occur in the
school. However, the principal admitted that s&fi® not empowered to make instructional

decisions.
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Principal PKI

SCHOOL CULTURE FACTOR SCALE

Self-determination/ Efficacy 3=Sometimgs  4=0Often 5=Alwgys
School Collaboration with staff members to collect and lgsm

culture information on something not working in order tegict and

behavior prevent than reacting or repairing.

Facilitation of school members’ interdependence amdg
supportive culture that values each other.

Encouragement of school community members to seeK
innovative alternatives to teaching and learniranthepeating
what has always been done.

Inclusion of school community members to define shbool
problem and find solutions other than blaming eattier.

The school staff is empowered to make instructiclegisions
than waiting for supervisors to tell them what to d

People work in the school because they enjoy ared

ownership.

Total

Percentage 16.6% 16.6% 66.6%
Overall mean 4.17

1=Never; 2= Rare; 3=Sometimes; 4= Often; 5=Sometme

Table 4.37 Principal PKI self-determination/ eficy school culture practice scores as assessed
by the School Culture Triage Survey (SCTC) devdl@mel refined by Phillips (1996), Phillips
and Wagner (2002) and Masden —Copas (2002).

Table 4.37 shows that principal PKI perceived thatself-determination/efficacy school culture
dimension is a strong feature of his school. Fduhe six items are said to always occur and the
staff are sometimes empowered to make instructideeiksions. However, the principal admitted

that seeking innovative teaching and learning Ig carely encouraged.
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Principal PKT

SCHOOL CULTURE FACTOR SCALE

Self-determination/ Efficacy 2=RareLY| 3=Sometimgs 4=0ften 5=Alwalys

School
culture

behavior

Collaboration with staff members to collect and lps@
information on something not working in order teegict
and prevent than reacting or repairing.

Facilitation of school members’ interdependence an

supportive culture that values each other.

Encouragement of school community members to see

innovative alternatives to teaching and learnin@ntl
repeating what has always been done.

Inclusion of school community members to define
school problem and find solutions other than blayréach
other.

The school staff is empowered to make instructio

decisions than waiting for supervisors to tell thetmat to
do.

People work in the school because they enjoy amtl

ownership.

Total 2 3

Percentage 16.6% 16.6% 66.6%

Overall mean 4.17

1=Never;

Table 4.38 Principal PKT self-determination/ effigaschool culture practice scores as assessed

2= Rare; 3=Sometimes; 4= Often; 5=Sometme

by the School Culture Triage Survey (SCTC) devel@mel refined by Phillips (1996),Phillips
and Wagner (2002) and Masden —Copas (2002).

Table 4.38 indicates that principal PKT felt thae tself-determination/ efficacy dimension of

school culture strongly exists in his school. Tésuits show that the principal believed that four

of the six items always occur in the school andtamthlly he perceived that staff empowerment

also sometimes takes place. The only cautious nsgpeelates to the item on seeking innovation

that he believed is rare.
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Principal PMT

SCHOOL CULTURE FACTOR SCALE

Self-determination/ Efficacy 3=Sometimgs  4=0Often  5=Alwgys
School Collaboration with staff members to collect and lgsm

culture information on something not working in order tegict and

behavior prevent than reacting or repairing.

Facilitation of school members’ interdependence amdg

supportive culture that values each other.

Encouragement of school community members to seeK

innovative alternatives to teaching and learniranthepeating

what has always been done.

Inclusion of school community members to define sbool

problem and find solutions other than blaming eattier.

The school staff is empowered to make instructiclegisions

than waiting for supervisors to tell them what to d

People work in the school because they enjoy arel

ownership.

Total

Percentage

Overall mean 4

1=Never; 2= Rare; 3=Sometimes; 4= Often; 5=Sometme

Table 4.39 Principal PMT self-determination/ edity relationships school culture practice
scores as assessed by the School Culture TriageeYsSCTC) developed and refined by
Phillips (1996), Phillips and Wagner (2002) and Mas —Copas (2002).

Table 4.39 demonstrates that principal PMT clairted there is always interdependence and a

supportive culture in his school, staff are alwayduded in problem solving, and people work

in the school because they always enjoy it. In timdi it seems that collecting and analyzing

information together, and empowering staff, ocoumetimes or often. However, encouraging

innovation is still rare in the school.
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Principal PSB

SCHOOL CULTURE FACTOR SCALE

Self-determination/ Efficacy 1=Never | 2=Rar 3=Sometimgs  4=0Often  5=Always
School Collaboration with staff members to collect and lgsm

culture information on something not working in order tegict and

behavior prevent than reacting or repairing.

Facilitation of school members’ interdependence amdg

supportive culture that values each other.

Encouragement of school community members to seeK
innovative alternatives to teaching and learniranthepeating

what has always been done.

Inclusion of school community members to define sbool
problem and find solutions other than blaming eattier.

The school staff is empowered to make instructiclegisions
than waiting for supervisors to tell them what to d

People work in the school because they enjoy arel

ownership.

Total

Percentage 16.6% 33.3% | 50% 0% 0%
Overall mean 2.4

1=Never; 2= Rare; 3=Sometimes; 4= Often; 5=Sometme

Table 4.40 Principal PSB self-determination/ effiz school culture practice scores as assessed
by the School Culture Triage Survey (SCTC) devel@mel refined by Phillips (1996), Phillips
and Wagner (2002) and Masden —Copas (2002).

Table 4.40 shows that this dimension is a weakufeadt this school. Collaboration to collect
and analyse information, and encouraging innovati@are perceived to be rare while staff
inclusion in problem solving never occurs. PriatidPSB believed that the school has
sometimes interdependence and a supportive cwdtnong school members. He added that staff

are sometimes empowered and that they work indheas because they sometimes enjoy it.
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Principal PSV

SCHOOL CULTURE FACTOR SCALE

Self-determination/ Efficacy 3=Sometimgs  4=0Often  5=Alwgys
School Collaboration with staff members to collect and lgsm

culture information on something not working in order tegict and

behavior prevent than reacting or repairing.

Facilitation of school members’ interdependence amdg
supportive culture that values each other.

Encouragement of school community members to seek f
innovative alternatives to teaching and learniranthepeating
what has always been done.

Inclusion of school community members to define sbool
problem and find solutions other than blaming eattier.

The school staff is empowered to make instructiclegisions
than waiting for supervisors to tell them what to d

People work in the school because they enjoy arel

ownership.

Total

Percentage

Overall mean 3.17

1=Never; 2= Rare; 3=Sometimes; 4= Often; 5=Sometme

Table 4.41 Principal PSV self-determination/ effigachool culture practice scores as assessed
by the School Culture Triage Survey (SCTC) devel@mel refined by Phillips (1996),Phillips
and Wagner (2002) and Masden —Copas (2002).

Table 4.41 shows that principal PSV felt that peopbrk in the school because they always
enjoy it. The principal also agreed that therelvgags collaboration in collecting and analyzing
information. Further, the principal believed thhe tschool has often a supportive culture and
staff are sometimes empowered. However, he alsbtlsat innovation seeking, and inclusion in
problem solving, never take place in the school.
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Principal PRP

SCHOOL CULTURE FACTOR SCALE

Self-determination/ Efficacy 1=Never | 2=Rarel 3=Sometimgs 4=0Often 5=Alwdys
School Collaboration with staff members to collect and lgsm

culture information on something not working in order tegict and

behavior prevent than reacting or repairing.

Facilitation of school members’ interdependence amdg

supportive culture that values each other.

Encouragement of school community members to seeK

innovative alternatives to teaching and learniranthepeating

what has always been done.

Inclusion of school community members to define sbool
problem and find solutions other than blaming eattier.

The school staff is empowered to make instructickegisions
than waiting for supervisors to tell them what to d

People work in the school because they enjoy arel

ownership.

Total

Percentage 0% 33.3% 16.% 50% 0%
Overall mean 3.17

1=Never; 2= Rare; 3=Sometimes; 4= Often; 5=Sometme

Table 4.42  Principal PRP self-determination/ ety school culture practice scores as
assessed by the School Culture Triage Survey (S@8¥&oped and refined by Phillips (1996),
Phillips and Wagner (2002) and Masden —Copas (2002)

Table 4.42 indicates that principal PRP claimed tiere is often interdependence and a

supportive culture in the school, staff empowermabout instructional decisions, and that

people work in the school because they often emjolde also said that collecting and analyzing

information collectively sometimes happens. Howetlee principal added that innovation, and

inclusion in problem solving, rarely occur.
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Principal PRS

SCHOOL CULTURE FACTOR SCALE

Self-determination/ Efficacy 1=Never | 2=Rar 3=Sometimgs  4=0Often  5=Always

School Collaboration with staff members to collect and Igsm
culture information on something not working in order tegict and

behavior prevent than reacting or repairing.

Facilitation of school members’ interdependence am(
supportive culture that values each other.

Encouragement of school community members to seeK
innovative alternatives to teaching and learniranthepeating

what has always been done.

Inclusion of school community members to define shbool

problem and find solutions other than blaming eattier.

The school staff is empowered to make instructiclegisions

than waiting for supervisors to tell them what to d

People work in the school because they enjoy ared

ownership.

Total

Percentage 0% 50% 33.3% 0% 16.6%
Overall mean 2.9

1=Never; 2= Rare; 3=Sometimes; 4= Often; 5=Sometme

Table 4.43 Principal PRP affiliative/ collegiatlationships school culture practice scores as
assessed by the School Culture Triage Survey (S@8&oped and refined by Phillips (1996),
Phillips and Wagner (2002) and Masden —Copas (2002)

Table 4.43 shows that principal PRS perceived peatple work in the school because they
always enjoy it. The principal also claimed that #thool sometimes facilitates interdependence
and a supportive culture that values people, aait isclusion in problem solving. However, the

principal believed that collaboration to collecdaanalyse information, seeking innovation, and

empowering staff to make instructional decisioresrare in this school.

Correlation of Principals’ School Culture DimensionScores

Phillips (1993) understands school culture as dhidly the beliefs, attitudes, and behaviours that

characterize the school in terms of how peopletti@ad feel about, each other, the extent to
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which people feel included and appreciated, and ribgals and ceremonies reflecting

professional collaboration and collegiality and-skdtermination.

This section presents a correlative summary ob#iefs of the 14 principals on the three school
culture dimensions and their scores are tabulatetd compared to the SCTS scoring guide
(Masden-Copas, 2002) to rank the highly scoredlewest schools. The table presentation and

interpretation follow below:

SCHOOL CULTURE DIMENSIONS
Professional collaboration Affiliative / CollegialSelf-determination/ Efficacy
relationships

ltems Scalg /12 | % Item Scale Score. /3 % Item Scale Score| /3 % /8 | Overa

Score. 5 0 0 5 | 1%

1/2(3]4]|5 11234 |5 1{2(3|4 |5
PK |1|2|3|8|0 |14/ 56|0|/0|3|0|2|28|833|0|2|3|4|1]|24| 80%| 66/ 77.6
A % 5 % 5 %
PC |1/0|9|4|0 | 14|56 |0|0|6|1 |5 |23| 766|0|4|/6|/8 |0 | 18| 60%| 55 64.7
F % 2 % %
PK |1|2|3|0|1 (16|64 |0|0|9|0 |1]|24|80%| 0/6/0|4 |1]|20]| 66.6|60]| 70.5
B 0 % 5 0 % %
PA |1|/0|/9|0|5 |15/ 60|0|0|6|/0|2|26|8.6|0|8|3|/0|5]| 16| 53.3|57| 67%
u % 0 % %
PG |1|0|6|0|1 17|68 |0|2|3|0|2|25(833|3|0|3|/0|1]|16|53.3|58]| 68.2
S 0 % 0 % 0 % %
PG |2|0|3|4|5 14|56 |0|/0|3|1|1|25|833|0[|4|0|1 |5 |21| 70%| 60 70.5
T % 210 % 2 %

5

PG |1{0|6|0 201 666|1(0|9|0

PK |2/0|6/4|0 |12 48 |0|0|6|0 |2 |26|8.6(0|2|3|0 |2 |25]|833|63| 74.1
T % 0 % 0 % %
PM | 2/0|3|4|5 |14 5 [0({0|3|0 |2 [28|933(0|2|3|4 |1 |24|80%| 66| 77.6
T % 5 % 5 %

PS |2({0|9|0|0 | 11| 44 (02|34 |1|24|80%| 14|9|0 |0 | 14| 46.6|49| 57.6
B % 5 % %

PS |1/0|6/0|1 17|68 |[0(2|3|0 |2 |25|833(2|0|3|4 |1|19|633|61| 717
V 0 % 0 % 0 % %
PR |1/0|9/0|5 |15/ 60 |0(0|9|0 |1|24|80%| 04|3|1 |0 |19| 63.3|58]| 68.2
P % 5 2 % %

1= Never 2= Rare 3= Sometimes 4= Often 5= Always

Table 4.44 14 principals’ correlated beliefs’ sceref three school culture dimensions as
assessed by the SCTS developed by Wagner and M&sies (2002).
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Table 4.44 shows the findings of the 14 secondahpd principals’ beliefs on the school

culture practices they enact according to the teadwol culture dimensions. The calculation to
determine the percentage of the principals’ vieves Wwased on the likert scale, from ‘never’ to
‘always’, to determine the highest and/ or lowesvpiling behaviour among the three school
culture dimensions according to the SCTR scoringlegMasden-Copas, 2002) for assessing

school culture in schools.

According to the correlation, affiliative/ collegjielationship appears to be more prevalent in the
14 schools than the two other dimensions with #regntages ranging between 50% and 100%
while efficacy/ self-determination ranges betweeB.6%and 83.3% and professional
collaboration is between 44% and 68%. The resalteéch school culture dimension as viewed
by each school principal are:

a) The professional collaboration is perceivedhat fevel of between 44% & 48% by three

principals; four principals at 56% and seven ppats at a level between 60% & 68%.

b) The affiliative/ collegial relationship is belied to be enacted at the level of 50% to 76.6% by
three principals; while nine of the principals pgved to enact it between 80% & 86.6%. The

results show two principals who perceived this disien more highly than others, one scoring

100% and one 93.3%.

c) The self-determination/ efficacy behaviour iswed to be enacted at 46.6% by one principal;
between 53.3% & 56.6% by three principals and betw@&0% & 66.6% by five principals. The

correlation also shows that five principals enat¢keldimension between 70% & 83.3%.

Implications for School Culture According to the SO'S Scoring Guide

The survey findings show the implications for sdhoalture according to Phillips (1996),
Phillips and Wagner (2002) and Wagner and Masdgma€8 (2002) SCTS scoring guide. The
correlation also presents the 14 principals’ opisjoattitudes and beliefs and it helped the

researcher to establish how these principals viewr schools’ cultures. The principals’ scores
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are categorised following the ranges below in otddbcate each school within each category,

according to the principals.

v' 17-40 = the school culture is critical and immegliattention is necessary in order to
invest all available resources in repairing andihgat. No schools are perceived to be in

this range.

v’ 41-60= the school culture modifications and im@ments are necessary and the
principal is recommended to make a more intensesaggent of the school’s culture to
find out which area is most in need of improveméhhe schools are perceived to be in

this category.

v' 61-75 = the school principal is recommended to itborand continue making school

culture positive adjustments. Five schools aregieed to be in this range.

v' 76-85 = the school culture is positive but contimsiononitoring to support and maintain
the improvement is recommended to be sure the tciays at the top. No schools are

perceived to be in this category.

These results imply that the schools which randeden 44 & 60 (PRS, PSB, PCF, PAU, PGB,
PGS, PRP, PKB, and PGT) have a school culture wisclperceived to be in need of
modifications and improvements and the principatdsommended to make a more intense

assessment of the school’s culture to find out tvlaiea is most in need of improvement.

Five schools (PSV, PKT, PMT, PKA and PKI) rangewsstn 61 & 71. These results imply that
the school principal is recommended to monitor aodtinue making school culture positive

adjustments.

The results from the correlation of the three stlootiure dimensions with regards to the SCTS
( Masden-Copas,2002) scoring guide proves PKI ttheéighly ranked with 71 points out of 85
(i.e. 83.3%) while PRS is the lowest ranked widhodit of 85 ( 51.7%). According to the criteria
set out in chapter three, these two schools weoserhas the case studies for the qualitative
phase of the research. PKI is a female while RR8ale, so the case studies also provide a

gender balance.

147



Overview

This chapter presented the findings and quanté¢aawalysis of the survey of 14 school
principals’ attitudes, beliefs and perceptions owlthey enact leadership and management of
school culture in their respective schools. Thelymmis based on the School Culture Triage
Survey developed by Phillips (1996), Phillips ananyer (2002), Wagner and Masden-Copas
(2002) that has 17 items, grouped under three $cbwlture dimensions: a) professional
collaboration, b) affiliative/ collegial relationgts, c) and efficacy/ self-determination.

Semi-structured interviews were conducted withXAeprincipals and the results were tabulated
and interpreted. Descriptive statistics were usedrovide the results, showing the mean,
standard deviation and different percentages twatel the level of frequency the 14 principals

thought they practiced the school culture in tkelools.

A correlative table of the three school culture elsions was presented to indicate the most
prevailing school culture practice. This was alsed to identify the highest and lowest ranked

principals for the case study phase of the research

The next chapter provides the findings from thstfoase study of the highest ranked principal
(PKI).
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Chapter Five: Case Study Findings for School PKIH

Introduction

This chapter presents the findings from the fiesesstudy school. This school was purposively
selected as the highest ranked school from the tigai@ve findings of 14 principals who
participated in the first phase of this study. Tdeta presentation is based mainly on semi-
structured interviews with the PKIH school managetteam (SMT), (including the principal,
the head of studies, the discipline master, theetsmy and the bursar), and one representative
teacher, one representative parent and one stu@ikatfindings also include data from the

documentary analysis, and from the shadowing optireipal.

The findings consist of an exploration and explamabf the eight participants’ attitudes on their
school’'s leadership and management enactment arithjitact on the school culture creation,
support and /or maintenance. The participants’ mmganinvolved their feelings, beliefs, ideas,
thoughts, and actions, collected through semi-girad interviews, while documentary analysis

and shadowing supplemented the interview data &thadological triangulation.

This qualitative data analysis was an inductivecpss of organizing data into categories and
identifying patterns (i.e. relationships) among tbategories, while seeking for plausible

explanations. Further, the researcher followedeantitic analysis procedure of the three types of
data that were generated from semi-structuredvietes, documentary analysis and shadowing-
observation. Data are structured into three maemts: collaboration and communication, staff

empowerment, leadership and relationships.

The presentation is subdivided into five sub- saxtiwithin each theme as follows: documentary
analysis, interview with the principal, interviewsith the SMTs, interviews with other
stakeholders (teachers’ representative, studegpsesentative and parents’ representative), and

the findings from the shadowing. The third seci®an overview of the findings.
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To comply with my undertaking of guaranteeing amoity and confidentiality of interviewees |
coded the name of the school and the names ofedgondents are identified only by their
positions: The principal, the head of studies, dsipline master, the bursar, the secretary,

teachers’ representative, students’ representatidegparents’ representative.

Thematic Data Analysis and Findings

The thematic data analysis started with the dagarozation in order to become familiar with
what participants have said and to get a senseeoivhole. The author embarked on generating
the recurring ideas and meanings, then giving argegse name/ or initial code to each set of
data derived from each participant and notes télan the national education policy and PKIH
school documents and from the notes of the shadpwihcompared the data, and grouped
similar codes to avoid duplication and overlappdescriptions. The data were organized into
categories, within each theme. This organizateahthe researcher to develop the major themes

for data analysis and to present what each therbediss as follows:

Collaboration and communication

This section deals with a presentation and anabfdise findings derived from what the national
education policy and the school’s (PKIH) documestigulate about the nature of collaboration
and communication in schools, the findings fromititerviews with the PKIH school principal,

the SMT members, and the three education stakeisolded the findings from shadowing the

principal.

Documentary analysis
The analyzed school documents comprised:
» The roles and responsibility (job description) ofsacondary school head teacher
(principal).

» The internal and external administrative documesiish as the vacancy announcement
and appointment forms, the working contract andnieation, dismissal and/ or

resignation, and report components (school entdyeaimual reports).

150



» Pedagogical documents, including the principal’'sl dhe head of studies teachers’

supervisions assessment and feedback discussiorigejc.

The researcher also examined the school and nhtsoheation policy documents related to

secondary school:

> Legal texts adopted by the government to lead thueaion system e.g. the organic law
no 20/2003 of 03/08/2003 establishing educatiomwizations.

» The Presidential order no 11/01 of 07/03/2005 &edRrime Minister’s order no 05/03 of
15/03/2003 establishing the organization and fomatig of the General Inspection of
Education.

The training manual for secondary school principleadership and management (MINEDUC
school management, 2008) stipulates that the lamss and instructions are established to
regulate and promote collaboration and communinateonong the human resources of
secondary schools that include the administratiaé éhead teacher, head of studies, discipline
master, the bursar and secretary), the teachirfy stgporting staff, students and parents (as
partners). This collaboration and communicatiomanly depicted through the organizational
structure of the school to show vertical and horiab patterns of authority and collaborative
relationships between and among school stakeholdertical collaboration and communication
consists of top-down instructions and/or rules frfiNEDUC to the province and that the
principal receives from the district education offiand disseminates through the school’s middle
leaders. Horizontal collaboration and communicatioainly takes place in the school setting
when the principal or any other school middle leaatiresses the school community on issues

for debate, to reach a common understanding.

Collaboration and communication often follow thenfial organizational structure of the school,
which also shows the collaborative relationshipsveen the different groups inside the school
and with the different school stakeholders. Fig&d& describes the different levels of
collaboration and communication in Rwandan seconsenools, as prescribed by the Education
Sector Strategic Plan (ESSP, 2008-2012).
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Figure 5. 1: Secondary school organizational stanetchart.

Source: Training manual for secondary school headhers (MINEDUC school management,
July 2008).

Principal’s job description

The mission of the Ministry of Education for scho@h Rwanda is to transform the Rwandan
students into skilled human capital for a sociorernic development of the country by ensuring
equitable access to quality education that focasesombating illiteracy, promotion of science
and technology, critical thinking and positive v@uMINEDUC, 2006).
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To achieve that, the school principal’s job degaip (MINEDUC School management, 2008;

organic law nr 29/2003 of 30/08/2003) states thatgrincipal’s job involves five aspects:

Leadership and management of policies, regulati@ms] procedures for staff and
students’ supervision in a safe learning environmemeet the approved curricula and
the mission of the school.

General administration through good governancehef dchool and of extra curricula
activities.

Leadership of administrative, pedagogical and s$oaaivities; financial and human

resource management.

Inspiring others in their ideas and actions towand$ionourable goal.

Organizing, commanding, coordinating and contrgllithe school activities in

collaboration and communication with all educatpantners.

The Education Sector Strategic Plan (ESSP) docustgniates that:

The principal and the school community have thegraw collaborate and communicate
in taking strategic administrative decisions ab@source management and operational

activities for daily school management to achideedoals.

However, the ESSP also states that schools havenform to the education policy system i.e.

laws, rules and regulations (Education Sector &jratPlan, 2008- 2012).
The Prime Minister’s order nr 05/03 of 15/03/20@8uires the school principal:

To collaborate and communicate with others thrgugtice, equity and impartiality; and

a democratic spirit.

To avoid any action that may undermine the existiogd collaboration between the

school and its stakeholders.

To inform other school authorities and learnersualjwoblems that may affect their

work, andto meet parents to discuss the conduct, progressesnlts of their children.
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Interview with the principal

A semi-structured interview was conducted faceatefwith the principal of PKIH’s school and
assumed a conversational manner in which the redseraasked for facts as well as for the

principal’s opinions about events. This sectioouses on collaboration and communication.

At the beginning of the interview, the researchsea about the principal’s top priority for the
school:

“My top priority is based on good relatidnips inside and outside the school,
teaching and learning, educating for Gowtlahe country through the school vision which
is ‘Patriotism, Unity & Work’... so that stewts can succeed in school exams and the
national examinations. Further, | have toomote the success of all students and
facilitating the implementation of teachiagd learning that is shared and supported by
the whole school community, ... sustainirggl@ool culture and instructional programme
conducive to student learning and professiagrowth, ... ensuring the management of
the school's organization and resources fan efficient and effective learning
environment, ... collaborating with parergtad the whole school community through
integrity, fairness and in an ethical valba@sed manner”.

This quotation confirms that the principal’s prigriwas to achieve success through good

collaboration with the whole school community artkden stakeholders. She added that:

“I believe my principalship is a successchuse | always collaborate and discuss
instructional and pedagogical issuethwieéachers and other principals of the district in
our monthly meeting... and... | think ®3% of my students’ success is due to teachers’
work, collaboration as a family and thegaching and learning quality, and ... a system

of collaboration which is supplementedégular meetings with staff and students”.

To strengthen that collaborative spirit and comroation with other education stakeholders, the

principal claimed that she operated through a @petive leadership style:

“You know... all the school structures herery often meet... some meet on a
weekly basis like teachers... | also isagdents each morning and monthly in a general
meeting... and each structure gives repfmtsthe whole school after having time to
share ideas ... and in order to particpand have a share in decision making each at
his/her level. Another issue is that inkhall school members have up to now shown a
good collaboration among the leaders ahé ted so that each may have space and
rights of expression”.
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The principal extended her belief in communicatamd collaboration to the wider school

community:

"I regularly meet with teachers, students, distridficers and parents and discuss what
may develop our school, and try to find out dédfersolutions for the problems we have
through a common understanding with all concerpadies because... it improves trust
and therefore has a positive impact on what happenshe school and among its
members”.

The principal added that her school collaborate$ wie neighbouring schools either to share
from their experience or to share knowledge:

“We try to visit other schools and we make our stitd meet with their peers from
other schools like in sports competition, tradigmance exhibition and performance.
We... for example... have an organization named “edusaCarrefour” made of three
adjacent districts of Huye, Nyanza and Gisagaraotigh which we test our students
especially those intending to do the national exation in senior three and senior six”.

The principal also expressed how she is in closgact with her staff and students and told the
researcher how the wider school community, students parents were informed about the

students’ learning progress:

“Concerning the learning progress of the studenthen time comes to inform people
about it... | regularly organize meetings with théd@a staff and inform them... | also
send reports where necessary like to the distfiater... and then the class masters give
each student his/her results’ bulletin or transtgmd each student goes back home with
an information sheet for parents to let them kndwatitakes place in this school... also
requiring the parents to acknowledge they haveiveckinformation and asking them to
sign the sheets and give some suggestions wherthildren are back at school”.

The principal also explained how she inducts newlestts and staff:

“Normally... the staff members contribatdittle money each month for probable happy

or bad occasions that may happen thhotige school year... so at the beginning of the

year for example... we always make a waefsome feast for newcomers being teachers
and students, and share meals and driikes.go on inducting them, especially teachers,
through conversations we make duringli®eO0 tea break, providing them with the
necessary teaching materials, and beindpeit disposal at any time they need our help”.
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In summary, the principal self-report claimed taoptise good relationships inside and outside
the school and also added that her school succdmbedise of collaboration and communication
with the school community and discussion with temshabout some instructional and
pedagogical issues. Further, she claimed to conuatenistudents’ learning progress through
different meetings held at school and through sttgldranscripts to their parents. She also
claimed to induct new teachers and students.

Interviews with SMT members

This section presents data on how four of the SMmiers (the head of studies, the discipline
master, the secretary and the bursar) perceivéabooition and communication with the school

principal, the hierarchy and other education staldsdrs.
The findings are structured into seven themes:

1. The principal’s perceived priorities.

2. How the principal achieves success.

3. The principal’s participative leadership style.

4. Collaboration with the student council.

5. Communication of the students’ learning progress.

6. Inducting new school members.

7. Liaison with other schools.

1. The principal’s perceived priorities.

This section addresses issues of the SMT membeligf® on their school principal’s priorities.
The four participants offered overlapping views what they believed their principal was
prioritizing, with some similarities and some slighdividual differences. Three SMT members
confirmed that their principal’s priorities includi¢he school vision, accountability and working

for the better management of the school. Their siexsre as follows:
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Though the discipline master’'s perspective is lthke his responsibility for the conduct of the
students, he shared the same views with the secritat their principal prioritizes quality

education as shown below:

“The top priority for the school principal is to pmote quality education and instruction
in the school and also working in good collaboratiavith the school community
members. | always hear her saying she wishes hafests would better succeed, a
reason why | can confirm what | say(Secretary)

“The top priority for the school principal is todel and manage the school life including
teaching activities, propose a recruitment of cdpalteachers and other staff,

maintaining discipline at school, relating to paterand the wide school community as
well as the government authority and making sur these are well done. She is
somehow democratic and energetic, committed to simatdoes, has an entrepreneurial
spirit with values, conviction and expectationstthall students can learn up to high

ability levels... she as well inspires us with ahcbtigh the school vision that has to
mark students and staff both inside and outsidestheol building”. (Discipline master)

2. How the principal achieves success.

Two SMT members shared the view that the princgpauccess is based on gathering

information before any decision is taken and ined@ping cohesion among school members:

“I think that the principal promotes cohesion whishwidely acknowledged as a key
characteristic of effective team work in this sdh&@hen | talk about cohesion... | refer
to the extent to which school members coheretliaekthey belong to this school and are
happy to work together. It also means that scheaht members agree on the work at
hand after the members have defined the schookneed clearly link it with structural
support in the sense that a team which knows i&simthe organizational structure as a
whole is more likely to feel a sense of belonging jpurpose”.(Discipline master)

Two other SMT members revealed that the successhef principal derived from her
collaborative and democratic manner:
“I believe... and really from the deep of my hearhis school’s success depends on our

principal’s efficient way of running things. Shdggeme as the discipline master, leaves
me freedom and responsibility to decide on whatidoand sometimes we cooperate,
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collaborate and then decide together as a team peaally on matters concerning
students’ behaviour”(Discipline master)

“The principal helps me to provide the necessarngh needed in this school so that
teaching and learning activities may be well acbegvit may for instance be buying
enough food for student and on time, other schaaterals for teachers and students
even for the support staff materials like stuff floe kitchen and dormitories, cleaning
classrooms, materials for sports and other differgames and entertainment etc”.
(Bursar)

However one SMT member (the secretary) viewed th@d principal’s success through her

perspective on quality teacher recruitment:

“My view... even if | am not directly engaged in leiag and teaching... is that if one
regards how students succeed and the school repntétis evident that students have a
satisfying level and this derives from the recraitin of knowledgeable teachers who
deliver quality teaching due to the efforts theahleader always makes despite the
teaching materials which are difficult to ge{Secretary)

3. The principal’s participative leadership style
Two SMT members claimed that they worked collabeely with the principal:

“I think she leads through a participative way... base... you know... we take decisions
together. For example she always follows and ackenhyes ideas of colleagues or from
parents when we meet and/ or during students’ dadivities. Further, she assigns
duties to others, like students’ representativediifierent classes, so as to help her
accomplish her duties and also to create leaderstnpng learners and has to show
workmates that she recognizes their abilitig®iscipline master)

“I am sure that the principal leads in a participa¢ manner because... | know... she
really tries to fulfill her daily duties through éads sharing with all school middle leaders
as co-workers and in a collaborative waySecretary)

The researcher wanted to know the kind of parttorpdeadership the principal advanced in the

whole school community, and three SMT members [a&d of studies, discipline master and

the secretary) commented on this:

“Here in this school... I think work is based on nalttespect, humility and trust in each
other to promote  teamwork  for  the better of the osth

| can say that here everyone has time to give éisghggestions in several meetings held
in this school... especially during the general assgrthat occurs once a month with
students, teachers and other staff membdisdead of studies)
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“The principal organizes weekly meetings with teaxshand all the staff to examine
probable issues about the school life includingcheag and learning activities.
However... students’ representatives do not attepndethmeetings but their wishes and
wills are presented by their respective class teesho be discussed. However, the
school leader sometimes finds time to meet witlstaff and students together to advise
them about their learning and discipline in geneérdDiscipline master)

“All members of the School Management Team alwajlorate with others and
cooperation is based on what each of the schoohmamity members does in the school
but all the activities are linked to the schoolmmipal as the top leader of the school.”
(Secretary)

However, one SMT member believed he only workedhhe school principal and recognized

he received other school members’ views from tivecpal as shown below:

“1 mostly work with the school principal to know wliilae school needs and to plan for

how the purchase has to be organized. Other dtdthers, students’ needs have to be
submitted to the school principal who in turn taife the necessary ones to provide.”

(Bursar)

4. Collaboration with the Student Council

Only two SMT members were in close collaboratiothvgitudents on a daily basis:

“I am in permanent contact with the students’ reggetatives from different classes and
it is a general rule that the class representatigeme to me at any time of the day when
they have an issue to discuss about their colleaguth me. This is an effective channel
of getting information about the whole studentghoaunity. However, when one student
has a particular issue to debate he/she meets rnteouti passing through the class

representative.’(Head of studies)

“Each class has its representative and | alwayshasither to help me manage other
students. The latter (all class representativesjeheo make sure that information about
students’ life (studies issues, social, health)escknown either by the class teacher, the
discipline master or head of studies for possihleck] solution when urgent or waiting
for staff and teachers’ meeting to be solved. Amo#xample is how | collaborate with
the council of students to organize the in and ristdools games and sports.”
(Discipline master)

In contrast, the two other SMT members stated they were working only with the school

leaders and not engaged with the students’ council.
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5. Communication about students’ learning progress.

Two SMT members believed their principal tried néorm the school community on students’

learning activities as follows:

“The principal encourages teachers to give feedbgkkly and regularly after each test
so that students may know how they are working simel makes a follow up in
collaboration with the head of studies and clagzresentatives to be sure that teachers
do not delay to do so. Further, parents are allowedvisit their children on the first
Sunday of each month, and | suppose their childigmw them their monthly results’
transcripts because the class teacher monitor doégfore the parents come for the
visit.” (Head of studies)

“The school tries to inform the wider school commyiof students’ learning progress
and achievements during meetings with parents. Mewelocal administrative
authorities have never been invited despite maymirgy as parents who have their
children at this school.(Discipline master)

However, two SMT members claimed that the schoal iat established a clear system for

leaders to communicate with parents and local il

“The school has not up to now established a systehmay help to know whether the
parents have seen the transcripts or not. We ohgck the trimester results’ bulletins
when students come back from the holidays bec&eseparents have to acknowledge
by signing the bulletins. For other stakeholdersl alistrict officers, they only know the
students’ learning progress through the NationahEnation Council when it officially
publishes the results after the national examdliose who finish either the first cycle (
senior three) or the second ( senior sixfi&ad of studies)

“At the end of each trimester, there is a lettemenonly known as “babyeyi” meaning
“parents” and a result transcript/ or bulletin wbih are given to each student to
communicate the students’ results and learning peg to his/her parents. The latter is
signed and brought back to school to make sur@#nents have seen it. But few students
do not show it when they have failed and they gignfind someone else to do it for fear
of being reprimanded by their parents. We may ktios situation when parents come
for the following meeting and claim their childrérave not shown them the school
bulletins pretending that they were not ready &t tittmester end.’(Discipline master

The other two SMT members stated that they aredmettly involved in communicating

students’ learning progress.
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6. Inducting new school members

Induction is considered as a way of integrating meswmbers into school life. However, only two
SMT members believed they were playing a big noledllaboration with the principal while the

two others believed they were not directly concdrrighe first two SMT members expressed
their perceptions as shown below:

“As | deal with studies... | work with the principal.especially inducting teachers

mostly... by giving them the timetable... explaining bee work must be done... helping
them to understand the contract... giving them thehimg materials to use... showing
them their different classes at the beginning efyttar and introducing them to students.
The rest, like explaining the school vision, goalsns and the government policy and
other guidelines, are given by the principaltlead of studies)

“New students are mostly sent at this school adogrdo the National Examination
Council appointment list and the discipline magiats them into small groups around a
care mother (meaning another student who is expeee and more older than them)
who initiates them into school life. New teacheegttthe principal with other teachers to
get some briefings about the school activities tfoe first days. Further, the school
principal usually organizes talks during the firseek at the morning assembly for 25
minutes before classes start to give them instvastand to receive queriegDiscipline
master)

The two other SMT members are not directly involvedinducting newcomers, apart from

participating in the school ceremony organizedtat purpose.
7. Liaison with other schools.

Two SMT members stated that their school was wagrkinclose liaison with other local schools

while the two other claimed that they were not infed about it.

“Sometimes with teachers and some students weotigt local schools to see what they
may teach us and we exchange experience by visiimg teachers during their lessons,
or laboratory practice. Further, we sometimes cotapeith their students through mock
exams to prepare our students for the national exations. Another issue... | can add is
collaboration through different games and clubs meheur students compete and relax...
even create relationships with other and developfidence and ... self-esteem through
debates and other discussions held with studeoits dther schools.{Head of studies)
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“Different meetings are held among principals comseg the district's educational
progress or weakness. | am sure that principalgriesom other more performing
schools while they organize visits to see how athbools are run.’(Discipline master)

In summary, the findings revealed how the four SM&mbers perceived the PKIH school
principal’s collaboration and communication insided outside the school setting. The data
showed that the principal’'s priority was to workllaboratively with the school members
focusing on the school vision, accountability, dratd work and creating a good teaching and
learning environment and to create a good teachimd) learning environment. Her school’s
success is strengthened by sharing ideas, effedaehers’ recruitment, inclusion of staff and

students in decision-making and promoting trust @ttesion within the school setting.

In summary, the findings revealed how the four SM&mbers perceived the PKIH school
principal’s collaboration and communication insided outside the school setting. The data
showed that the principal’s priority was to worklaboratively with the school members and to
focus on what the school vision stipulates, tryimgreate a good teaching and learning situation.
The success of the school was also due to shateas, an attempt to recruit good teachers, and
inclusion of staff and students in some decisiofkintaat the school level, as this promotes trust

and cohesion within the school setting.

Interviews with other stakeholders

This section presents data from the interviews titbe stakeholders; a teachers’ representative,
a parents’ representative and the students’ reptabee. Their responses are discussed through

the same seven themes identified for the SMT mesnber
1. The principal’s perceived priorities.

Two of the three stakeholders claimed that the cpal focused on creating a spirit of
collaboration among others, developing quality edioa to attain the school goal, and caring for

the staff and learners:
“The top priority for the school principal... as | &w her... is to do her best to create a

spirit of collaboration among the students andfséafa way of attaining the school goals
and each individual’'s aim through hard work in ord® deliver good and quality
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education and relevant knowledge to Rwandan yautccordance to the school vision
that is ‘Patriotism, Unity & Work™.(Teacher rep)

“I think that the top priority for our school pringal has been...first of all ... to find

guality teachers who can teach well and evaluaeekihowledge of students. Further....
other priorities | have up to now noticed... are lhsm taking care of the students’
health and security, promoting entertainment (spodifferent games, competitions with
other schools, language clubs and other informatitubs on issues like HIV and gender
violence etc.), maintaining discipline... and colledting with teachers and students to
achieve success{(Students’ rep)

However, the parents’ representative, who is ngtlegly in the school, viewed the principal’s
priorities in a general way:

“I believe...that the principal is the top leadertbe school and therefore her top priority
is to coordinate all what happens in the school..etlvbr the school succeeds or fails it
is the principal who decides on how to improveditgation”. (Parents’ rep)

2. How the principal achieves success.

All three stakeholders believed that the reputatbthe school depends upon their principal’s
partnership and collaboration with others:

“Our school success is based on a strong teachehoal principal leadership
collaboration and partnership in what we do heredame always look for any solution
that can improve our school records and this iselon a weekly basis(Teacher)

“I may say that this school’s success depends erstiool principal at 90% because she
looks for quality teachers who are well trained ambdo teach well. The 10% of failure
relates to lack of information which makes someestts fail the national examination”.
(Student)

“I think this school has got a good reputation ..esibody would wish to bring his/her
child here... | think this depends on the principdadership because she seems to be
devoted to her duties of spiritually and intelledty educating our children”(Parent)

3. The principal’s participative leadership style.

The three education stakeholders claimed that idesiswere shared among the school

community either during general meetings or throtggresentation:
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“During teachers’ meetings, for instance... | canl tgbu... no decision can be made
without their consent and all the suggestions thas a representative teacher, submit to
the school’s top leaders (principal, head of stsdend head of discipline) are from
teachers’ opinions. Further... all decisions that cem our learners are also discussed
before they are put into practice(Teacher)

“The principal’s leadership is a participative oriecause she invites me as a students’
representative in different meetings which takecglaere at school and | discuss with
other school authorities and teachers the issues toncern students’ life conditions
such as learning, health, cleanliness of the sclaya other social problems students
may have, including orphan students who have probleabout school fees etc”.
(Student)

“The principal calls different meetings related ttee school activities ... even if | do not
attend all of them, because | live far from theosthand sometimes | find myself not
available due to my other duties, ... but | thinkeoshlike staff members and students’
representatives suggest ideas that are taken imtosideration while making some
decisions ... though | may say that they work asua'te(Parent)

4. Collaboration with the students’ council.

Two stakeholders stated that students’ council nemblid not collaborate directly with the

school leaders but through the students’ repregeatd heir views are shown below:

‘I mainly work with students either individually dhrough their class representatives
and does my best to report their issues to theahody for quick solutions or wait until
the weekly meeting when we meet with the prinepédlother school leaders to settle the
students’ matters. Up to now I think I truthfullpll@borate with school leaders and
students”.(Student)

“The collaboration lies in a weekly meeting witletichool principal to discuss probable
issues, either good or bad, about the school lifenostly concerns the class teacher
monitors, students’ representative who meets thecipal once a week to discuss the
issues they collected from different classes. Téxeting members discuss and analyse the
problems and recommend the class monitors togstitbrthe students’ representative to
meet students in their different classes in ordertransmit the decisions to them”.
(Teacher)

The parent representative was not able to comnretitis issue.

5. Communication about students’ learning progress
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The three stakeholders offered the following ideas:

6.

“I think this school has only two ways of commutiiog the students’ learning progress.
First... is the use of the school transcripts bulietwhich students get at the end of each
month and they are supposed to show them to pavdma they come for a visit on the
first Sunday of the month, second is informatioat tis given during the trimester
meeting and the bulletins that students bring améowhen they go for holidays”.
(Student)

“The school principal informs the parents about gtadents’ learning progress during
the general parents’ assembly at the end of eaafester and, when students come for
holiday, they bring home the school results’ trafse to be checked and signed by each
individual parent as a testimony that parents hagégced how their children progress”.
(Parent)

“l think the only way the school informs and commateis the students’ learning
progress and achievements is done through giviagthool results’ bulletins to students
who in turn are supposed to get them signed by gaeents”. (Teacher)

Inducting new school members

Only the teacher representative was able to comorettiis issue:

7.

“I am really involved because | have to collaboratéh the principal and the head of

studies to be sure that the new teachers havehgatécessary things to start their work.
It may be their contracts, small loans for begirmér equip themselves, and other life
issues for someone who is still new in a pla¢&&acher)

Liaison with other schools.

Two of the stakeholders commented on this issudelie parent said he was unaware of it:

“Our school is in permanent collaboration with othschools because the principal

encourages teachers and students to visit themhate two departments here ( Arts and
Science departments) and teachers and studentsoti@r schools according to those
departments to exchange experience with them, does, books and sometimes giving
model lessons to be revieweyl colleagues”(Teachers)

“We often collaborate with other schools throughak@xams, also our teachers bring
us to other schools for laboratory practice esplgian science experiments or group
discussion with other students in different sulsje®e also compete in varied clubs,
sports and games. Mostly each weekend there ar@otwen big groups of students who
are out of the school for various activitiegStudent)

165



In summary, the section above comprises the firdfingm the interviews conducted with three
education stakeholders on how they perceived cmflon and communication in PKIH
School. Two stakeholders claimed the principal $&dion creating a spirit of collaboration
among others, caring about staff and learnersderaio attain the school goal. The stakeholders
also claimed that school success was based onetepchcipal partnership, and inclusive
decision-making. In addition, they confirmed thaKIR School was collaborating and
communicating the students’ learning progress teerga and was liaising with other local
schools to share experience and knowledge. Howewbr,one stakeholder claimed to be highly

involved in new members’ induction because of luisifion as teachers’ representative.

Shadowing-Observation findings

This section consists of data gathered by the resea when he shadowed the principal in
PKIH to discover how she communicates and collabksraith the school community members.

The observation lasted from 06.30 until 4 p.m.

The researcher observed the principal’s way of camaating with other people while carrying
out her various activities and tasks. Once in ttleosl compound, the researcher asked the
gatekeeper where the principal was. | heard thecipal conversing with the support staff in the

kitchen as students had their breakfast at 6.30 a.m
The record of the shadowing is shown below:

* 6.30-7 a.m.: with the students and support stafthm refectory during the students’

breakfast.

During this period, the principal was circulatingorh the kitchen to the refectory,
communicating with cooks who were serving and shs also visiting different tables, talking to

students in a friendly manner.
e 7 a.m.-7.25: With the students and teachers dumaighing assembly.

All the students (grouped according to their défar classes), teachers and other school

members met at the designated place for the nataarthem. The principal talked to them for
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about 25 minutes, reminding them of their dailyydot learning as their school vision stipulates
(Patriotism, Unity & Work). Through reminding theudents and teachers about this vision
(which was written on their school uniforms), | tight of a school community that was working
together and for the same purpose. The princisi®t speech revealed encouragement for
better working through collaboration and communaratthat may facilitate the quality of
teaching and learning, and the creation of posg@al interaction, which may also improve the
health of the school life. This speech expressedakef to reinforce a good school climate that
may positively affect the collective perceptiontitaties and behaviour of the entire school
community. Further, the speech showed the prinsipaupportive and constructive
communication to motivate teachers and studentseat work.

7.35-9 a.m.: Patrolling the school compound.

Following the anthem, the principal, together wtile head of studies and the discipline master,
patrolled the school compound until 9h00 to make sli staff and students were in class. The
school compound was very calm at this time aparhfsome voices of teachers who could be
heard explaining or interacting with students iaithlifferent classes. The principal was not only
checking the classes but also visited gardenedstrenlaundry, toilets and the dormitory, where
she was observed communicating with cleaners.

From 9 a.m.-10 the principal was in her office lasven in the discussion below.
e 10 a.m.-10.30: In the staff room during the teaakre

The principal went to the teachers’ room to shaeewith teachers and other staff. The teachers’
conversation mood changed until the principal sthtalking to one of them, maybe to break the
ice. She appeared to be a principal who wants toopen, egalitarian, and friendly. Her

discussion was about sharing ideas and commungcatformation on their daily work. She

also discussed the different difficulties they ander, in order to get experience and feedback
from their peers. Even though the principal wasresiing teachers as a leader who would like
to advance patrticipation in a collegial atmosphstd, teachers manifested some reticence and

reserve.
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* 9am.-10a.m. and 10.30- 1.30: The principal indser office.

During these periods, the researcher preferrethtois the secretary’s office as she also worked
as a receptionist to observe the frequency of thigsvthe principal was receiving from staff,

students or other visitors. There was a queugpdb 12 people waiting to meet the principal.
However, the head of studies, discipline mastertaadursar did not wait in the queue. Each
one entered the principal’s office twice withoutitiveg. It seemed that the principal has time to

sit in her office and meet different people who eaim her with varied queries.

e 1.35-4p.m.
During this time, the researcher noticed that twtivdies took place. During the lunch break,
the researcher again saw the principal controliregsupport staff service, and checking whether
all the tables have got food, but she was stilveosing with students easily. At 2 p.m., students
started playing different kinds of sports while soothers were either cleaning their clothes or
busy playing cards, pool etc. The researcher sawptincipal also conversing with students

about the competitions and she seemed really iedalv what was happening.

At 3.30, the sports ended and the students werd &rower. The principal, the head of studies
and the discipline master were walking around ®igéhe students were preparing themselves
for the study time that started at 4 p.m. It id tirae when the researcher left PKIH School.

The next section consists of data presentatiorfindohgs on staff empowerment.

Staff empowerment

This section presents the findings, from documantsyviews and shadowing, about how staff

are empowered.
Documentary analysis

The analyzed documents comprise two brochures:
» The general Inspectorate of Education in RwandaN@®DUC, 2009) that establishes

quality standards in education for elementary ambsdary schools.
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This document states that the principal ensures ttia teaching staff is empowered with
appropriate and sufficient teaching and learningens (e.g. syllabus and teacher’'s guides,
teachers and students’ books for varied subjedibrary, and computers) for capacity-building
and self development. The document adds that tineipal provides opportunities for staff to
expand their responsibilities for shared leadersisple and outside the school.

The MINEDUC (2008) school management project doaunsipulates that the principal
follows his staff empowerment through internalrirag for teachers, especially science teachers,
by their co-teachers, for example ‘World Teach Vibders Teachers’; staff initiation to
computerize and file school documents, delegatibmpawer through academic departments
leadership by election, continuous training on stHeadership and management by VVOB
including the community awareness to support edusatnd schools clarification of government
education policies with regard to Parent TeachesoBistions (PTAs) and the importance of

decentralization and decision-making empowermetiteaschool level.

Interview with the principal

This section presents the findings on how the PKJehool principal perceived staff

empowerment to achieve the school goals and vision.

The first issue concerns how the principal peragitree staff members and other stakeholders’

engagement in instructional and pedagogical dawsab the level of the school:

“It is my duty to implement pedagogical and instragal decisions and making sure the
staff works in accordance with those decisions”.

A related issue is how the principal intervenedesson preparation, classroom teaching and

supervision to empower teachers:

“The intervention | do is class supervisions andréafter giving feedback and advising
them about how to improve their teaching methodsther, all together we sometimes
sit and decide on who will give a model lesson ddjpgy on such subject for discussion
and better teaching”

The researcher asked how the principal encouragathérs to meet students’ varying abilities:
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“The head of studies and | organize monthly in-s@nshort workshops for teachers to
shape pedagogical and instructional practices agathing methods in order to monitor
regular weak students’ learning progress and degvelp a culture of learning for
students to become more participative.

The researcher also asked about whether the tepstafi was empowered through participation

in the elaboration of the national curriculum:

“There is no clear process of participation in cioulum elaboration. Sometimes the
National Curriculum Development Center staff meet#th different education
stakeholders to investigate about the national icutum elaboration but we have no
specific role in it as such”.

The researcher also focused on how the principhévsel the school staff developed their

intellectual capacity:

“The Ministry of Education sometimes organizesfdtaining for teachers who share the
same field during the holidays; while I, at the @ohlevel, encourage the staff to
continue their studies at higher degree level”.

The researcher also asked the principal about hm@vescourages stakeholders to develop an

innovative culture that improves school achievement

“| try to encourage each teacher to give ideas augjgestions on something new that
can help the school to improve supportive teactand learning, and strengthening a
team work spirit in order to avoid individuals’ wiegesses in different subjects”.
Finally, the researcher asked about how the prahdgzilitated a staff professional development
culture:

“I try to create an environment supportive of tesghstaff to overcome pedagogical and
instructional obstacles and building a collaborajv trusting and caring school
community that can generate visionary ideas tootiganization.”

In summary, the principal declared that the staffmbers had few inputs in pedagogical and
instructional decisions. However, the principalimed that she sometimes discussed model
lessons to improve teaching methods and she alsofgadback after supervisions. In addition,
she declared that she encourages teachers to tadehts’ varying abilities by organizing in-

service workshops to debate and empower teachen®ndor weak students’ learning progress

and make them become more patrticipative. Howewer ptincipal stated that teachers had no
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power in curriculum elaboration but she encouraged to pursue their studies to improve their

intellectual capacities.

Interviews with the SMT members

This section presents the findings on how four WiHPs SMT members (the head of studies, the
discipline master, the secretary and the bursacepeed staff empowerment.
The findings are organised into seven sub-headings:

1. How SMT members perceive engagement in pedagogichinstructional decisions.

2. The principal’s intervention in lesson preparaticlassroom teaching and supervision.

3. How SMT members perceive teachers’ encouragemeniméet students’ varying
abilities.
How SMT members perceive teacher in the elaboratidhe national curriculum.
How SMT members perceive the empowerment of stéflectual capacity.

How SMT members perceive the innovative culturgrtprove school achievements.

N o o &

How SMT members perceive the facilitation of afgpabfessional development culture.

1. How SMT members perceive engagement in pedagogichinstructional decisions.
This section deals with four SMT members’ perceggion their engagement in pedagogical and
instructional decisions. Three members viewed thegagement with slight differences:

“Pedagogical and instructional decisions at the &ch level mainly concern the
principal. The SMT members sometimes help for twal gonduct of the school. Only
teachers do the best to implement the NCDC deasabout the pedagogical and
instructional issues but other education partnesséano big impact”(Head of studies)

“Pedagogical and instructional decisions are takanthe level of the MINEDUC and
National Curriculum Development Centre (NCDC). Wiy diold meetings at the school
level just to find ways of implementing the NCD§tructions”. (Discipline master).

“I think that they are included in pedagogical amdtructional decisions when they are
invited in different meetings held at this schaobrder to advise on how education and
instruction can improve and benefit the studentythll together have to educate”.
(Secretary)

The bursar stated that he was unaware of pedad@gidanstructional decisions.
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2. The principal’s intervention in lesson preparaticlassroom teaching and supervision.

Two SMT members linked the principal's intervensonn classroom teaching, lesson
preparation and supervision to their responsiegitnd commented:

“Her intervention takes place when we discuss togetwith teachers after class
supervisions as a way of giving feedback. Also glmate, in general, when we meet in
the teachers’ room or in monthly meetings for asisgsinstructional issues and the
school teaching and learning activities progres@iead of studies)

“‘My view is that she intervenes while checking #tadents behaviours to be sure
whether they follow lessons with attention, takeesoregularly, and sometimes
intervening to settle misconduct that may occur @gnstudents or between students and
teachers for a good space conducive to A favouraddehing and learning climate
and/or the school security(Discipline master)

Two SMT members (the secretary and the bursar) weable to comment on this issue.

3. How SMT members perceive teachers’ encouragemeniméet students’ varying
abilities.
Two SMT members believed their principal worked hwithem to help teachers meet the
students’ varying abilities as follows:

“I work together with the principal and the classather monitors to empower teachers
through internal workshops on how they have tofellegular weak students learning
abilities and enhancing their participation in tdaily tasks.”(Head of studies)

“The principal and | regularly hold work sessions deacher classroom leadership
empowerment including the way they daily managdestis’ discipline regarding their
learning progress and handling individual difficathses (Discipline master)

Two SMT members (the secretary and the bursar) n@rable to comment on this issue.

4. How SMT members perceive teacher in the elaboratidhe national curriculum.

All SMT members stated that they were not involwedhe national curriculum elaboration.
However, two commented that some teachers weretedl®o give views.

“We have no big role in the national curriculum btaation. However, sometimes the
NCDC calls for principals across the country (espyg in good outstanding schools) to
select one or two teachers from their schools wéens to understand a particular
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subject and the latter meet once in two years soulis some points of the curriculum
that are predetermined’{Head of studies)

“Curriculum is dealt with the NCDC but | have heatttat sometimes the centre calls a
few numbers of teachers for one or two days in mtdegive ideas on some school
subjects but mostly the school teaches in accomlavith a predetermined curriculum

and guidelines at the national levelDiscipline master)

5. How SMT members perceive the empowerment of stédflectual capacity.

Two SMT members believed the school tries to hegif S0 develop intellectual capacity
through peer reviewing, upgrading their studies asel of school facilities as follows:

“The principal only encourages staff to discussutegly with their peers like those who
teach the same subjects in different classes. Egrteachers are encouraged to use the
small library we have as well as the computer labupdate their lessons’{Head of
studies)

“The school allows and facilitates teachers andeotitaff who are willing to upgrade
their knowledge at the National University of Rwanat any other private university
they would like to join or by distance learning cees. At school we only have a small
computer lab also connected to internet and teaxhee encouraged to use it in order to
update their courses and get more other informatielated to their teaching field”.
(Discipline master)

One SMT member (Bursar) commented that she hasl@sabout the school staff intellectual

capacity development but one stated that it igithtg of the principal to help them:

“I have no idea about how teachers develop theiellactual capacity or how the school
helps them to do so. | think it is the duty ofgbkool principal to know how to help them
improve their intellectual capacity'{Secretary)

6. How SMT members perceive the innovative culturegrprove school achievements.

Three SMT members believed that staff empowermerihriovate was not visible; however
devotion and a supportive spirit led them to harloégr duties:

“Concerning innovation it is difficult to say bute principal tries to encourage staff to
work hard with colleagues and to initiate and deyeh school culture with a child-
centered approach to improve school, staff andesitsloutcomes.(Head of studies)
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“Innovation is not easily visible but the schookftis always stimulated through
different school meetings to base their daily aehmeents on promoting a culture of
tolerance, mutual respect, humility towards othemnsl a supportive spirit for a collective
work growth and school succesgDiscipline master)

“Everyone here is encouraged not to be strictlyerbbunded but to develop a supportive
and collaborative culture towards co-workers andd&nts to make the school achieve its
goals”. (Secretary)

7. How SMT members perceive the facilitation of afspabfessional development culture.

Two SMT members thought the school was doing la litt facilitate staff development:

“The school has no budget. It totally depends owegoment subsidy. So it is the
Ministry of Education which plans some trainingseliwhen teachers of science undergo
short training for about a week during the holidaybe school also encourages teachers
to pursue their academic studies at different ursivies in the country but on their own.
It is the school initiative to help teachers pudmead for qualification as a way of
retaining them”.(Head of studies)

“I think teachers attend some local professionairiing (in different subjects) organized
by the Ministry of Education or the district eduocat office during the holidays”.
(Discipline master)

The bursar was not able to comment on issues fbfodg@elopment but the secretary declared:

“Staff development is not my concern... | think iamsissue that must be handled by the
school principal together with other leaders likeet head of studies, the district
education officer and the Ministry of educationngrove quality education here and in
other schools”(Secretary)
In summary, the findings show how the four SMT memshbelieved PKIH’'s school staff are
empowered. The data demonstrate that staff menaversot directly engaged in pedagogical
and instructional decisions and the latter mainbpaern the principal. Also, the principal
discussed with teachers about supervision feedlesson preparations and student learning and
worked with the class monitors to help teacherstrtieestudents’ varying abilities. In addition,
two SMT members recognised the principal encourgged reviewing among teachers, the use
of the school facilities, and that teachers wendlifated to pursue studies for further degrees.

However, the SMT members claimed that there wts articipation in curriculum elaboration,
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little staff intellectual capacity building and 8tarofessional development empowerment and

encouragement to innovation were hardly noticed.

Interviews with other stakeholders

This section presents the findings from three s$talders (teachers’ representative, a parents’
representative and the students’ representative)tmether and how PKIH’s school staff was

empowered. The discussion is structured into theesseven themes as in the previous section:

1. How the three stakeholders perceive staff engagemepedagogical and instructional
decisions.
Two of the three stakeholders commented that pejgegjoand instructional decisions were
fixed by the NCDC with little inputs from the scHa@mmmunity members as shown below:

“Pedagogical and instructional decisions are implkamed at the district level by school
leaders but they are mostly fixed by the NCDC anNBIDUC, and school community
members have no big decisions about them or thelvegyare elaborated”. Teacher)

“Pedagogical and instructional guidelines are aliet time decided at the level of the
National Curriculum Development Centre. | think 8alhool members do not take part in
pedagogical or instructional decisions they onlyplement with probably little internal
contribution concerning the way of teaching at el of the school”’(Students)

The parents’ representative was not able to comuorethis theme.

2. The principal’s intervention in lesson preparaticiassroom teaching and supervision.

Only the teachers’ representative was able to carhorethis issue:

“We discuss together with the principal after supsions to see how teaching and
learning methods can be improved. Also teacherp kach others during the lesson
preparation through teams, use almost the samecssuprovided by the school or any
other that an individual teacher may possess. Mb#te time preparations take place in
the teachers’ room where teachers can discuss aresknowledge”(Teacher)
3. How SMT members perceive teachers’ encouragemenméet students’ varying

abilities.

Two stakeholders commented on how the principdtstab teaching staff and students’

representatives about how to help low ability stusle
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“The principal discusses with teachers and the stigl representatives about the level
of each student. Further, the class teacher repthréd students with low abilities are
grouped together with high ones in small study témhelp each other and sometimes
volunteer teachers come to join some teams duhiegreekend for extra explanation”.
(Teacher)

“I know that the principal calls for school meetsdp talk about low ability students to
try to see how they can be grouped with others egmhelp them during assignments or
revisions and exam preparationg'Student)

The parent adds that the principal requires parentuggest how to improve the low ability

students:

“This sometimes happen during the general schodtimg like when we advise teachers
to take care of students who do not progress atstrae level as their classmates in
giving them some extra lessons to improve thelilitedsi especially those who may be
preparing the national examination{Parent)

4. How three stakeholders perceive teacher in theoedéibn of the national curriculum.

All the three stakeholders stated that the schiadl ;mmembers were not involved in curriculum
elaboration:
“I do not know because | have never seen any efdtihool staff members taking part in
the national curriculum elaboration’{Teacher)

“As | know the national curriculum is elaborated kiye National Curriculum
Development Centre’(Student)

“I do not know if this school community participate the elaboration of the national
curriculum or not but what | may say is that these National Curriculum Development
Centre which is in charge of curriculum at the llesethe country. | cannot confirm the
kind of relationships the centre has with the s¢tho@arent)

5. How the three stakeholders perceive the empowerafestaff intellectual capacity.

Two of the stakeholders (parent and student) pezddahey were not engaged in how the school
staff intellectual capacity was empowered. Howewube teacher stated that the principal

encouraged capable teachers to pursue their studies
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“The principal encourages teachers to pursue thaiiversity studies and to upgrade
their degrees or get new ones in different fieldsr those who are able to pay the
university fees the school leadership gives thdigh& timetable to allow them to study”.
(Teacher)

6. How the stakeholders perceive the innovative celtarimprove school achievements.

The three stakeholders commented that the prineipdilother school community members base
innovation on mutual support and acceptance of eaels idea and contribution:

“Innovation in this school is based on flexibiliand support that underpin the mission
statement of our school i.e. education for God &rdthe country. People feel equal,
ready to understand and support others. They apgraae students, advise them on
their future and encourage them to work har(ireacher)

“Most of the time the school authorities try to adate for students with socio-economic
problems like poor students or orphans asking teexko be more flexible towards them
and help them achieve their daily workStudent)

“This happens through ideas sharing during schoshgral meetings that occur once a
trimester when staff and parents discuss issuestadiodents’ learning”(Parent)

7. How the stakeholders perceive the facilitation sfaf professional development culture.

Only the teachers’ representative was able to camhorethis issue:
‘I may say that the principal facilitates teachevgho feel more knowledgeable in a
specific field than others to collaborate with thpeers in order to improve knowledge
and attain the school goals{Teacher)
In summary, the section above includes the findidgsived from interviews with three
stakeholders related to how they believed PKIH'$ 108t staff was empowered. Two
stakeholders believed they had no big impact oragegical and instructional decisions and
only one ascertained that the principal debatedch wiachers on lessons preparation and
supervisions to empower the teaching staff in te@cimethods improvement. Further, two
stakeholders claimed that they worked with the @pial, teachers and students’ representatives
to improve weak students abilities. In contradtired stakeholders declared not to be involved in
curriculum elaboration and two also perceived thesre not engaged in staff intellectual

capacity empowerment. However, three perceived ahigupport, idea sharing and advising
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students helped to make some innovations and amybelieved peer reviewing was used to

develop staff professional development empowerment.

Shadowing-Observation findings

This section consists of data gathered by the relsea when he shadowed the principal in
PKIH to discover how the principal empowers theasdtstaff. Conducted simultaneously with
the principal’'s shadowing about the first themeg thata collected on staff empowerment
observation reveal staff empowerment activitiest thecurred alongside collaboration and

communication.

The researcher observed how the principal insparetlinfluenced the school staff to carry out
their various activities and tasks. Talking durthg morning assembly, the principal reminded
school staff and students to stick to their commaitinto the school vision and goals. She was
directing the human resources to the achievemetiteoflesired purpose of success. Further, the
principal was seen as a visible and accessibleecteatho was fostering an atmosphere that
encouraged the teaching staff to take their respilities to meet the needs of students. The
principal moved from one department to another raviple a caring environment instead of
leaving everything to the discretion of the teashdihis contrasts with laissez-faire leadership,
which would not be the best leadership style to us¢he school because it may lead to

performance problems, which are likely to affee sithool’'s effectiveness.

The researcher also shadowed the principal whesatdhat it is the school leader who has the
role of awakening the school community members addising them on pedagogical and
instructional matters in the school. She was adgishe staff that, through participation, they
have to build trust, respect and commitment bec#us#éows the school community to have a
say in decisions that affect the institution’s goahd how the staff achieve their work. She
added that students also have to be involved is¢heol’s leadership and in the implementation
of decisions because these impact on their learkiogexample, she said that all middle leaders
have to motivate the staff to participate in thieasdt activities because the teaching and learning
progress depends on the exhibited contributioraoheschool community member. But through
this process of working with all members, directimmd school vision principles, mission and

goals articulation might be followed and achieved.
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The next section consists of data presentatiorfindohgs on staff leadership and relationships.

Leadership and relationships

This section presents the analysis of the findidgawn from documents, interviews and

shadowing, on the nature of leadership and relstigs in PKIH’s school:
Documentary analysis

The analyzed documents included the MINEDUC schoainagement document entitled

‘Administration of secondary schools in Rwanda’{&pthat stipulates:

“The principal is required to lead and relate withe school community members to plan for
the future of the school and to be visible for go®d conduct of the teaching and learning
process. In addition, the principal takes the lgadinfluence and organize team work, to
report on the institutional achievements and tof@ice the school relationships within and
outside its environment”.

The leadership and relationships aspects involedéwels.
» On the administrative level, the principal is matedato achieve the following:

“The principal coordinates decision-taking in theheol, delegation of powers and

responsibilities, solves conflicts and sanctionsedularities and thereafter reports to

relevant authorities. Further, he/she insures tlespect of laws, rules and regulations in
accordance with the school legislation and ministeinstructions. Also he/she supervises
the school action plan preparation, insures theosdhorder, discipline and respect of the
school timetable. The principal prepares the schoommunity and other stakeholders’
meetings, establishes personnel identification foand updates students’ and staff files,
payment of salaries, social security fund and signofficial documents. Finally he/she
evaluates staff and provides reports to higher arities on any major incident that has

occurred at school” (Organic law nr 29/2003 of 30/08/2003)

» On the social level, the school principal's leatigysand relationships include the

following tasks:

“The principal links the school with all educatiotakeholders and participates in
meetings organized for educational purposes. Heillstygires with his/her collaborators
the promotion of socio-cultural and economic atidd for the school and the
neighborhood and insures the protection and segwit people and school property.
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Further he/she promotes extracurricular activitieand encourages students’
participation in sports and other games and commateis the necessary information to
teachers, parents, students and other stakeholdemally, he/she protects with other
school members the school environment, hygiene amtbanliness
(www.mineduc.gov.ny

Interview with the principal

This section focuses on the principal’s perceptiahsut how she leads and relates with the

school community and other education stakeholders.
The researcher began by asking for the principéds on her main responsibilities:

“My main responsibility is for the overall good atunct of the school | lead, always
ensuring students have good discipline and valuimg people | work with through
honest relationships”.

The principal then addressed the link with the stsarision:

“The school vision is ‘Heroism, Unity and Work’ blutlid not take part in it because |
was not yet here. However, | try to pursue thaiovisand my task is to reinforce it, to
lead students to become heroes in the differety tisks they have to achieve, to create
good social relationships inside and outside theost, and to help staff to show a sense
of cooperation in the various duties they are eigeto achieve”.

The principal added that the SMT members and aitadeholders:

“Had no role in the school vision creation becausae, all found it in the school”.

She claimed that staff and students own the schsioin:

“All the school staff and students feel ownershiptlee school policy and decisions
because they always take part in meetings heltdensthool and in whatever decisions
are taken. Further, they are all welcome to suggestidea that may bring improvement
and at any time of their choice”.

The principal also mentioned the inclusion of thdTSmembers and other stakeholders in the

preparation of the school’s strategic plan:
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“We meet with all SMT members and other stakehsldéthe beginning of the year and
in different other meetings during the three terarg] write the strategies to follow, and
then evaluate progressively with scrutiny”.

The principal also discussed how information wdtected for decision-making in the school:

“Different meeting are organized during the yeattwall the school structures, however,
the top authority of the school takes the lastslear.

Concerning the creation of a good climate condutovesffective teaching and learning, the
principal asserted:

“| always relate and link students with teacherisitvand help teachers in their different
activities, advise students on how they have tdys&nd try to find out the most needed
materials for both teachers and students”.

To emphasize the school's good interpersonal oglsliips for an orderly teaching and learning

environment, the principal revealed that:

“I encourage teachers and students to help eacleroth their everyday duties and
working like members of the same family. Teacheéssuds their lessons as well as
students according to their classes and departmamtiseach one is willing to contribute
for the reputation of the school.”

The principal also referred to the perceived schadiure of social cohesion and good social
relationships:

“I encourage the whole school community to sociayate and we have installed a kind
of association called ‘caritas’ i.e. ‘charity’ in fwch all the members of the school
community participate financially and mostly thedess help the youngest like in
handling life problems”.

Finally, the researcher wanted to know how thegypegl manages teachers’, students’, and the
support staff's, daily functions. The principaltséthat:

“I am always at school and work with the disciplimaster, the head of studies and the
class monitors to make sure all activities are wddhe and according to the school
timetable. Concerning the students, | am alwayslabie to hear each of them and at
any moment during the day. For the support stathéck what they have achieved
regularly in the mornings and afternoons”.
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In summary, the principal declared that her leddprand relationships focused on the good

conduct, discipline and respect of the school mesibhalues. Further, she tries to pursue the
school vision principles, and creates good so@é#dtionships inside and outside the school.
Also, the principal claimed that she was tryingstware ideas to help staff and students feel
ownership, but the last word still belonged to heraddition, the principal asserted that she led
and linked students with teachers, provided thessary materials, stimulated the stakeholders
for team work, and created a good climate and petsional relationships conducive to an

effective teaching and learning environment.

Interviews with the SMT members

This section presents the findings from the four TSMembers (the heads of studies, the
discipline master, the secretary and the bursar}heir principal’s leadership and relationships

with school community members and other schoolettakders.
The data are presented within nine themes:
1. The principal’s perceived main responsibilities.
2. How the SMT members view vision formulation and iementation.
3. How the SMT members assess the school communépsesof ownership.
4. How the SMT members think that the school stratptaa is developed.
5. How the SMT members perceive information collectionthe decision-making process.

6. How the SMT members perceive whether the schowolatk is conducive to teaching and

learning.
7. How the SMT members view the school members’ irespnal relationships.

8. How the SMT members assess the links between theewf social cohesion and social

relationships.

9. The principal’s perceived control of day-to-dayfistand students’ functions
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1. The principal’s perceived main responsibilities.

The researcher wanted to know how the four SMT nemiperceived the principal’s main
responsibilities. Most of them focused on teactand learning:

“Her responsibilities are leading teaching and learg, supervising the timetable,
making sure books and other teaching materialddachers and students are available,
checking the computer lab and science laboratodyjsang students and/or teachers with
teaching and learning problems, making sure theidwal curriculum is followed and
achieved”.(Head of studies)

“The principal’s responsibilities, together withhar school members, are guiding and
counseling students about their day-to-day conduearning activities, time
management, thinking about the future of the schamal establishing rules about
discipline etc”(Discipline master)

“Her responsibility is to lead and relate to herlifawers in order to achieve the good
functioning of the school{Secretary)

“Her main responsibility lies in investigating arlchowing the needed materials for the
school to run, for example food for the studentiseostuff for a clean space conducive to
good teaching and learning, for sports and ententaént etc”.(Bursar)

2. How the SMT members view vision formulation and lementation.

All four SMT members declared that they did notdavrole in creating the school vision but

they work together under the principal’s leadergbipnplement it:

“The school vision is ‘Heroism, Unity & Work. Howery | have never had any
participation in its formulation because | foundtiere. It is found on students’ uniforms
and the school logo at the entrance to help each mnremember the target of the
school.” (Head of studies)

“l did not take part in its formulation. What wedether do in the daily work is to try
hard as a team to work towards it in order to ackeid¢he school's overall objectives.”
(Discipline master)

“I had no participation in its formulation but eackorks for its implementation by trying
to accomplish his/her responsibilities as requibgtthe school rules(Secretary)

“I have not had any role in its formulation becaudeund it there but | try to follow it in
my daily activities through collaboration with mglieagues”.(Bursar)
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3. How the SMT members assess the school communépsesof ownership.
Three SMT members commented on this issue bututsabdid not feel able to do so:

“Staff feels somehow involved in the school peticand decisions but not fully because
they are not included in the school budget or thericulum, the teaching calendar,
annual load etc.”"(Head of studies)

“Everyone seems to be only partially involved bessathe main decisions are from
higher authorities. Further, parents are invisibile school decision-making. So their
contribution is sometimes lacking(Discipline master)

“Each SMT member feels ownership regarding histesiponsibilities and what he/she
does for the good school life run(Secretary)

4. How the SMT members think that the school stratptaa is developed.
Only two SMT members were able to comment on thea(s strategic plan:

“The school strategies are from the Ministry of Edtion mission statement and are
stated within the national education policyHead of studies)

“We just limit ourselves to the school schedulevats plan and thereafter follow what
the Ministry of Education sends through the distaducation office that states what to
cover by the end of each trimester according torthgonal education strategic plan”.
(Discipline master)

5. How the SMT members perceive information collecfimndecision-making process.

All SMT members commented on this issue and twihef stressed that the last word belonged
to the principal:

“Before any decision, each member investigateswohg his/her responsibilities but has
to inform the principal for the last decision to tad&en”. (Head of studies)

“Information is always collected from different s structures; however the last word
belongs to the school headDiscipline master)

“| always share ideas on what to do with schooldeato exchange information for a
common and better understanding on how my dutiedeavell done”(Secretary)

“I only work with the principal and mésfollow her directives” (Bursar)
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6. How the SMT members perceive whether the schowlatk is conducive to teaching and

learning.

Two SMT members perceived the principal inspiregiritto be visible, to reduce bureaucratic

activities but rather focusing on being near sttslend teachers:

“The principal encourages me to be visible to tearshand students, to relate to them
always, and not staying in offices but to circulatel be near them in order to hear their
wishes and feelings and creating a friendly mood &mst in each other’(Head of
studies)

“A conducive climate to teaching and learning iseated through counseling and
advising the students about their daily work, keg@n eye on students who may disturb
others when they are in class or revising theistass, finding alternatives to keep the
students busy when a certain teacher may be abs@iscipline master)

The other two SMT members are not directly involueteaching and learning.
7. How the SMT members view the school members’ irespnal relationships.

One of the SMT members referred to interpersoratiomships through teamwork while three

others perceived it through social and mutual sagpdheir daily life activities:

“Teachers meet in departments and discuss throegimtvork to build trust. Also the
school has established clubs in which volunteerstrmetudents during the weekend to
discuss different issues like HIV, gender-baseteno®, feminism. Therefore, they create
and consolidatggood interpersonal relationships among the schashmunity”. (Head

of studies)

“We help one another by providing mutual and soaapport to improve each ones’

welfare like solidarity gestures among the schavhmunity during misfortune or happy

days. Together with the school principal, we allalg best to help each member to feel
free and relaxed”(Discipline)

“The school staff sometimes meets for differergtmaltions inside or outside the school
for good interpersonal relationships as people whork for the common purpose.”
(Secretary)

“Interpersonal relationships are maintained herechase the whole school staff works
like a family in mutual respect with financial s@ppwhen necessary(Bursar)
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8. How the SMT members assess the links between theewf social cohesion and social

relationships.

Three SMT members declared that social cohesiorieardwork were encouraged in the school

as well as focusing on teaching and learning:

“The school staff has a spirit of working in teanrs order to strengthen good
relationships, honesty, equality and harmony. Waaloconcentrate on studies only but
we also approach students for moral conversatianstiow them the advantages of
studying because they are still young and can beatited by mundane things then drop
out”. (Head of studies)

“I think that the more relationships are harmonguhe more the school is successful.
We all together try to remove all social problenmaag the school wide community so
as to meet our goals'{Discipline)

“I have noticed a high level of social cohesiorthis school and on each organizational
level... school members do whatever they can to suppeh other and create good
social cohesion inside and outside the scho@&cretary)

The bursar mentioned that financial aspects otlaatiy:

“The school has installed a mutual support fundledl‘lkimina’ which facilitates the
school community members to help each other sgcaild financially. For example
during the Labour Day we get together to enjoynid @ven invite our students to promote
a supportive and sociable climate in our scho@Bursar)

9. The principal’s perceived control of day-to-dayffséand students’ functions.

Two SMT members believed that the principal wasblesat school, to manage and help staff

and students:

“Our principal is more engaged in her work. Shatsschool early morning to make sure
everyone is there and on time, checking each hadedt his/her task, and has a
permanent eye on what is really being done butawitiputting any kind of pressure on
anybody. Also she is always visible to helpiead of studies)

“Each student has got a communication notebook hEsahool staff may use it to report
about the student in case he/she does not comghiyting school discipline”(Discipline
master)
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The other two SMT members thought that the dayap<staff and students’ control was the duty
of the principal, head of studies and the disceohmaster.

In summary the four SMT members perceived that ghacipal focused on teaching and
learning, provision of facilities and relation witter followers. Also, the four SMT members
claimed that they worked together to implementgtieool vision but had not participated in its
formulation. Two of the SMT members believed tHagyt were not fully involved in all the
school activities but rather two others felt owhgosdepending on each one’s duties. In addition,
all four believed not to be engaged in school sgiat planning. Other three SMT members
claimed that each school structure was contactednformation collection but the last word
belonged to the school leader while two stated thay were inspired by the principal to be
visible, advising students instead of focusing auwrebucratic duties only. Two testified
interpersonal relationships through teamwork waseans of linking school members while
three others emphasized social and mutual supBetated to the culture of social goals and
harmonious relationships combination, three SMT@eed social cohesion to be also important
than sticking on teaching and learning only. Finalvo SMT believed the principal was always

visible for school staff and students’ daily comtsat also accessible for any needed help.
Interviews with other stakeholders
The data are presented using the same nine thenfestate SMT members:

1. The principal’s perceived main responsibilities.

All three stakeholders stated that the principainigaleads teaching and learning activities,

while also relating to internal and external stakdérs:

“Her responsibility lies in coordinating teachingnhd learning activities in collaboration
with the head of studies and also ensuring smaoatitionships among teachers, students
and other school stakeholdergTeachers’ representative)

“The principal leads and follows all the school’stavities and especially the conditions
in which the students live. She also represents sitteool inside and outside and
represents the school to other official leaderStudents’ representative)

“I think her main responsibilities are to give adei on learning and how the students’
behaviours could be better handled@Parents’ representative)
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2.

How other stakeholders view vision formulation amglementation.

All three stakeholders declared they had no roldeweloping the vision but they also agreed

that they were working to secure its implementation

3.

“The school vision exists but | had no role infitssmulation. What we do is to work in
accordance with that vision{Teachers’ representative)

“I have never taken part in its elaboration butdtgere to the school vision and help my
colleagues to study heroically, to be hard-workergheir studies for the implementation
of the school vision, goal and their futur¢Students’ representative)

“I know that the school has a vision ‘Heroism, Un& Work’ but | have never had any
role in its formulation... what | think is that theincipal and other school leaders and
teachers work in accordance with it because ouddcén succeed well”.(Parents’
representative)

How other stakeholders assess the school commsis#yise of ownership.

Two of these stakeholders felt that they were neblved at all in the school’s decision-making

processes, while one felt a sense of ownership:

4.

“Not all staff and stakeholders are always involiedthe school policies and decision-
making. For example, parents and support staff seebe excluded from some meetings
of the school and from decision-making, like theués about the school fees where
parents are informed without their consenfTeachers’ representative)

“Staff, student’s representatives and parents arated to meetings but some policies
and decisions seem to be taken in advance andikieigust informing them”(Students’
representative)

“| feel ownership because | sometime . . . take pameetings and other activities that
occur in the school”(Parents’ representative)

How other stakeholders think that the school sfjiatplan is developed.

All three stakeholders declared that they have puticipated in developing the school’s

strategic plan:

“All the members are not consulted as such. Mairtlye school strategic plan
elaboration concerns the MINEDUC and top schoolda only”. (Teachers’
representative)
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“I have no idea about how the school strategic plan developed”. (Students’
representative)

“Mostly | only attend general meetings called by tchool principal but | have never
been invited to discuss the strategic plan of tth®el”. (Parents’ representative)

5. How the SMT members perceive information collecfimndecision-making process.

Three stakeholders declared that information wastijnayathered through meetings but the

principal also does this informally, according teestakeholder:

“Ideas are sometimes informally collected througimeersations or when people meet in
the teachers’ room”(Teachers’ representative)

“Information is collected in meetings but some &sare discussed only by the principal,
head of studies and the head of discipline. FomgXa, no students take part in meetings
about the school’s resourceqStudents’ representative)

“I and other parents give advice during meetings #ecisions mostly come from school
leaders rather than parents{Parents’ representative)
6. How the SMT members perceive whether the schowlatk is conducive to teaching and

learning.

Two of these stakeholders agreed that they wemvad with their peers to influence teaching
and learning in the school:

“I work with my peers to share experience relatedteéaching and learning, solving
internal misunderstandings when they occur to aveathers’ disputes that may have a
negative impact on the school whole communiffgachers’ representative)

“I work in close contact with all the class represatives, discuss regularly to know how
their classmates learn; which kind of problems laeytmeet in their learning, what other
life problems they may have that can impact orr tteidies”. (Students’ representative)

The parents’ representative has a more limited role
“I am really not concerned with teaching and leargibut can advise in case there is a

problem either among teachers or if there is a migrstanding between teachers and
their leader”. (Parents’ representative)
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7. How the stakeholders view the school members’ petesonal relationships.
The two internal stakeholders stressed the valust@fpersonal relationships in the school:

“The school’s top leaders, teachers and studentkwath mutual respect and share the
same feelings on what good or bad event may o&ach member is free to make a
contribution through the school’s structurgTeachers’ representative)

“We are from different socio-economic backgroundsl dome students may be needier
than others. Therefore it is a necessity to hegrtlso that they may be in a favourable
studying community”(Student representative)

The parents’ representative stated that his oéywas to advise students about their conduct:

“I have no direct or formal impact on the schooflenction but as a parent | usually
advise students to have a good conduct, to bedigeto others and relate to teachers
and school authorities by following the school @giBoe and rules”. (Parents’
representative)

8. How the stakeholders assess the links betweenulh@e of social cohesion and social

relationships.

The parents’ representative was not able to comaretiis issue but the other two stakeholders
stated that trust and ideas-sharing with peers Wweve social cohesion and social relationships

helped to achieve the common goals:

“I do my best to create a good atmosphere amoegehchers because nothing can be
achieved successfully when co-workers live in paenadispute or misunderstanding.

Daily harmonious relationships, mutual respect,strin each other’s ability and ideas

are the basic foundation of achieving the commagjo(Teachers’ representative)

“Students have the habit of meeting and discussihgt they wish would be better and
helpful for the school goals’ achievement, shaigfepas, and then | report their wishes to
the school authorities to solicit their help andva”. (Students’ representative)

9. The principal’s perceived control of the day-to-dgff and students’ functions.

The parents’ representative was not able to commethis issue but the other two stakeholders
declared that the principal dealt with punctuakttyd other activities related to teaching and

learning:
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“The principal checks punctuality, teaching progsealignment with the curriculum and
other activities related to teaching and learningTeachers’ representative)

“Class representatives possess notebooks wherergwyd the teachers’ punctuality
and presence as well as the taught lessons. Tiss oégpresentatives bring the reports to
the school principal each week for control and dineg’. (Students’ representative)

In summary the findings show that three stakehsldeglieved that the principal mainly
coordinates teaching and learning and relatesheraducation partners inside and outside the
school. Three stakeholders declared they had mamdhe school vision elaboration but do their
best to accomplish it and two stakeholders felt thay were not involved in all decisions,
however only one felt to be included in school\dti&s. In addition, three stakeholders viewed
that the school strategies were planned by the NDINE but claimed that information was
sometimes collected through meetings and otherstimrmally through conversations with
staff or middle leaders. Also, only two stakehofdagreed they were sharing experience with
their peers to positively impact the good functasrihe school. Two stakeholders contended that
mutual respect and their socio-economic linkedsti®ool members, and also two stakeholders
confirmed that trust, ideas-sharing among the dch@nbers helped them to combine school
goals and harmonious relationships. Finally, twaksholders declared that the principal focused

on punctuality and other activities related to keag and learning to control students and staff.

Shadowing-observation findings

This section includes data collected by the researa/hile shadowing the principal in PKIH to
know how she leads and relates with the school camiyn members. The observation was

conducted simultaneously with the two precedingries

The observed findings concern the principal’s wagi@ctivities and duties that related to her
influential leadership and relationships amongdtieool community during the shadowing day.

The overview of the shadowing is shown below:

The researcher noticed that the principal was sigirg all the early morning activities and
relating to the support staff and students in anfilly and trusting manner. In her talk with
students and teachers, the principal focused ors¢heol goals, encouraged open and honest

relationships among the school community membensgern for each other and commitment to
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their main responsibilities of learning and teaghiilso, the researcher noticed a sense of
leadership control for the school activities’ diien. The principal intended to be visible from
early in the morning to show a sense of belongsugport and involvement in the daily process
of teaching and learning by making sure all staffl students were working in a favourable
climate conducive to their duties. Her conversatiwdicated enthusiasm towards teamwork and
collegiality and an influence to motivate staff teach a high level of achievement for the
reputation of the school. Staff were invited toystgen, honest and equal for the health of the
school and vision attainment. Further, it seemed ¥isitors were satisfied due to their friendly
mood while relating with the secretary after eaeld Imet the principal. This showed a good
social and harmonious relationship the school hald wternal and external school partners. In
addition, the researcher noticed that the princgitdnded different kinds of activities in the
afternoon such as students’ games, discipline aaidtenance of a good and calm climate for

students to revise lessons, and preparing forélkeday.

Overview

This chapter consists of qualitative results fréw first case-study school. The data followed an
inductive process under a thematic procedure stredtinto three themes: collaboration and
communication, staff empowerment and leadershipratadionships. Each theme consists of the
findings from the documentary analysis, the intems with eight participants and the shadowing

of the principal.

Collaboration and communication comprised the tedubm the school and national education
policy documents, the interviews results with eigfarticipants and the shadowing of the
principal. The documents showed the organizati@eélool structure chart, the principal job
description and the laws and rules that stipulati&lgoration and communication between and
among school stakeholders. The findings from therwews with the eight participants revealed
that seven believed that the principal focused @pidt of collaboration, quality teaching and
staff care. Also, all of the eight stated that stsuccess derived from cohesion, quality teacher
recruitment and the principal’s partnership withests and six agreed that the principal shared
decisions with other school structures. Furtheveseparticipants declared to be in permanent

contact with the students’ council and six beliewhd school leadership communicated the
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students’ learning progress. In addition, four iggréted in new comers induction while six

agreed to liaise with other schools.

Staff empowerment also was dealt with following tinee sub-divisions similar to the first
theme. Findings from documentary analysis stipukat@rovision of appropriate materials,
internal and external trainings, computer initinfioschool decentralization, community
awareness to support educators and schools. Huisrdrom the interviews with the eight
participants showed that six of them perceived thay only implemented pedagogical and
instructional decisions form the NCDC and all of #ight declared they were not involved in the
curriculum elaboration. However, four stated thegycdssed in workshops to shape teaching
practices to monitor low level students and alsar fagreed that staff intellectual capacity was
developed through peer reviewing and upgradingiesud-urther, seven perceived they were
empowered to be suggestive and develop a chilcemhischool culture, not to be rule-bounded

and only two believed there was a little focus taff professional development.

The analysed documents related to leadership datoreships show the nature of what the
principal is required to follow within the schoolormmunity and with other education
stakeholders. The findings present that the praicias to focus on planning for the future,
visibility, influence and power to organize teamriwoThe findings from the eight participants
showed that all of them perceived that the princgmordinates and focuses on teaching and
learning and relating to others but agreed they hadole in the vision creation and only
implement it. Two participants stated they feel evahip while three said they were partly
involved in all activities. Also, all the participes agreed they did not participate in the strategi
planning but commented they were consulted forrmédgion collection at their school. Further,
five perceived they impacted the school climatgheviewed interpersonal relationships as very
relevant and believed in the link between socidleston and social relationship through trust.
Finally, five stressed that visibility and punctitialhelped the principal to control staff and
students functions.

Shadowing of the principal findings revealed tha principal’'s activities were linked to the

school common goals achievement and encouragirify astd students’ openness and honest
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relationships for a favorable working climate coaigie to their duties accomplishment. Further,
collegiality and influence were two main ways thenpipal used to lead and relate to the whole

school community.

In summary, the qualitative evidence justifies savhéhe PKI' school characteristics as the top
ranked in the sense that the results derived fleendbcumentary analysis, interviews with the
eight participants and shadowing of the princigaiealed that the principal focused on teaching
and learning through a spirit of collaboration ehstaff are sometimes empowered to make
instructional decisions. Qualitative findings hateengthened affiliative/ collegial relationships
and self-determination/ efficacy dimensions in vihibe PKI school principal scored high than

other principals.
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Chapter Six: Case Study Findings for School PRSG

Introduction

This chapter presents the findings from the seowask-study school selected as the lowest
ranked school from the quantitative findings of dréhcipals who were interviewed in the first
phase of this research. The data presentationvegdindings from semi-structured interviews
with the PRSG school management team (SMT), (imetuthe principal, the head of studies, the
discipline master, the secretary and the bursam, representative teacher, one representative
parent and one student. The data are also suppiethby the documentary analysis and the
shadowing of the principal, to provide methodolagjidriangulation, and consist of an
exploration and explanation of the eight particigaperceptions of their school’s leadership and

management enactment and its impact on the schtate.

The researcher followed an inductive process tameg the data, which were structured within
three main themes, as in chapter five: collabonadiod communication, staff empowerment,
leadership and relationships. The findings arsgmted in five sub- sections within each theme
as follows: documentary analysis, interview withe tprincipal, interviews with the SMT,
interviews with other stakeholders (teachers’ repngative, students’ representative and parents’
representative), and the findings from the shadgwime chapter concludes with an overview of

the findings.

For the sake of anonymity and confidentiality o fharticipants, the names of the respondents
are coded by their positions: the principal, thadhef studies, the discipline master, the bursar,
the secretary, teachers’ representative, studegpsesentative and parents’ representative, and

the school is identified only by initials.

Thematic Data Analysis and Findings

The thematic data analysis followed two procedufidse first was a generation of recurring

feelings and perceptions from eight participantstes derived from the national education
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policy, the PRSG school documents and from the®hiend). Second, the researcher grouped the
data, and coded each into categories in order ésept the results with regard to the three
following themes:

Collaboration and communication

This section deals with a presentation and anabfdise findings derived from what the national
education policy and the school’'s (PRSG) documstipsilate about the nature of collaboration
and communication in schools, the findings fromititerviews with the PRSG school principal,
the SMT members, and the three education stakeisolded the findings from shadowing the

principal.

Documentary analysis

PRSG School is affected by the same regulations) MINEDUC and the NCDC, as the first

case study school. The analyzed school documentrailar and comprised:
» The principal’s roles and responsibilities, inchuglhis job description.

» Some internal and external administrative documeetated to the school's daily

functions, including supervision and feedback dssoan.
The national education policy documents comprised:

» Legal texts on education organizations, such a®thsidential and the Prime Minister’s

orders regulating the General Inspection of Edooati

The researcher also examined the MINEDUC schoolgement document (2008) that includes
the laws, rules and instructions that regulateataltation and communication among staff and
students. Also it provides an organizational chiaat prescribes a hierarchical and top-down
structure of power relationship among the schoaimainity. This presents a model for handling
collaboration and communication, especially indidle school and with outside stakeholders as
shown in Figure 5.1, prescribed by the training varfor secondary school head teachers
(MINEDUC school management, July 2008). (See chidpte for these findings).
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Interview with the principal

The interview was conducted face to face with thegpal of PRSG School and the researcher

focused on the principal’s perceptions about colfatton and communication in his school.

The researcher began by asking about the prinsipgb priority in his school:

“My top priority is to focus on teachingnd learning and promoting instructional
practice renewal and curricular offeg® in a collegial environment that serves all my
staff and students”.

Further, the principal stated that he achievesesscthrough participation of the whole school

community:

“I organize pedagogic meetings with teashesvery month and weekly with the
students to discuss the learning acesitiand assessing the short term school
activities plan”.

To explain his participative leadership style, phimcipal claimed:

“During meetings each staff member andétakeholder has three to five minutes to
present his/her ideas and to commenttbare’ suggestions”.

The principal also stated that he encourages conmation and collaboration with the students’

council:

“Once a month | invite all the class representasiveeacher class monitors, the head of
studies and discipline master to hear and shareessabout our students’ individual
cases for better collaboration and communication”.

The principal also talked about how he informedulger school community and parents on the

students’ learning progress:

“Students are informed about their learning progegseriodically after a month and half
while the school community and parentsvkmabout it each term during public results’
proclamation”.

The principal also claimed that he liaises withgh&ouring schools:
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| have a permanent contact with other principalgl agither visit their schools or share
daily issues through cell phones”.

Finally, the principal explained how he inducts newdents and staff:

“Related to new comers’ induction, | meet studemtd staff separately. | always meet the
old and new staff together in the meeting hall l@xpthe background of the school and
its vision then talk to them about how they hateconsider students and have devotion
to the school goals. For the students, | organioma day retreat outside the school in the
nature and talk about learning in general to stiatalthem to achieve success”.

In summary, the interview findings comprise thenpipal’s self-reported perceptions on how he
enacts a participative leadership style throughugotg on instructional and pedagogical
consultation, collaborative practice based on aoderal renewal of the teaching and learning
process, and a short term school activities plaprdasessment. He also claimed to be an
inclusive leader who, on a weekly and/or monthligestule, communicates and listens to the
students’ council, teacher class monitors and thed community’s suggestions, and informs
school members on students’ learning progress giraghool bulletins. Further, he claimed to
integrate new staff and students through inducéind that he regularly contacted and shared

with principals of other local schools.

Interviews with SMT members
This section presents the findings on how fourhef SMT members (the head of studies, the
discipline master, the secretary and the bursalieusel the principal collaborated with the

hierarchy and other education stakeholders.
The findings are structured into seven themes:

1. The principal’s perceived priorities.

2. How the principal achieves success.
3. The principal’s participative leadership.
4. Collaboration with the student council.

5. Communication of the students’ learning progress.
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6. Inducting new school members.
7. Liaison with other schools.
1. The principal’s perceived priorities.

This section presents the SMT members’ perceptadimit their school principal’s priorities.

The four participants stated that the principahseéo prioritize consultation:

“The principal apparently seems to guifize to be the driving force, through the
philosophy of valuing other schomdmmunity members’ talents and having a
consultative spirit in the schoalaily activities”. (Head of studies)

“The principal’s priority is trying to give exampdeas a role model and to inspire the
whole school community in order to achieve thalgan accordance with the
school’s vision”.(Discipline master)

“l think the principal focuses on the welfare dfetstudents and providing teachers,
students and the support staff with the necestaolg to run the school’s activities”.
(Bursar)

“The principal gives the guidelines about each angry member’s roles and has to
follow up to be sure tasks have been accomplist{8ecretary)

2. How the principal achieves success.
Three SMT members perceive that the principal’sy aulccess derives from his focus on the

predetermined curriculum and respect for rules fMINEDUC and NCDC:

“The principal ensures the curriculum is complet@dcompliance with the rules and
regulations of the NCDC (Head of studies)

“The principal delegates discipline tasks to mentake sure that students are time-
conscious and focus on learning activitiediscipline master)

“The principal sticks to teaching and learning agties and regularly checks whether the
teachers’ work matches the stipulated prograrthefeducation office”(Secretary)

However one SMT member perceived the school prafsisuccess to be through caring about

students:
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“Our principal is time-bound and controls financeamagement. Whenever | need him
for issues about students’ welfare, | always khowll see him”.(Bursar)

3. The principal’s participative leadership style

Four SMT members stated that the principal’s pigditon in their activities is limited but only
one (secretary) added she was daily in contact lwith

“ Most of the time he delegates teaching and laagractivities to me because he has to
attend several official meetings and has a lichtieme to be in touch with all .(Head of
studies)

“The school leader is sometimes absent for modtiyiaistrative matters outside the
school but, when he is present, | think he tdkesviews of other staff into account.”
(Discipline master)

“I think the principal is task-oriented because has to make sure | have completed all
my tasks before | leave(Secretary)

“I mainly consult him for important issues like yomg and providing the basic
necessities for the school to rurfBursar)

4. Collaboration with the Student Council

Only two SMT members stated that their principalsthocollaborated with the student Council
through the SMT reports, because of his other adtrétive duties:

“I am recommended (by the principal) to meet stuslerepresentatives each weekend to
get a report from them on their respective classeisduct, curriculum progress and
teachers’ punctuality and then report to the prpadi for further directives.”(Head of
studies)

“We, together with the head of studies, class noogitind students’ council, discuss each
Saturday the students’ discipline including abseist®, commitment to learning and
teachers’ weekly achievements as the principab@siiusy to organize such meetings.”
(Discipline master)

In contrast, the two other SMT members stated tthey only worked with the school principal

and know nothing about the student council.
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5. Communication of the students’ learning progress.

Two SMT members believed their principal tried néorm the school community on students’

learning activities as follows:

“Students only wait till the end of the trimesterdet their results’ bulletins which they
bring home for parents’ information(Head of studies)

“Apart from the result’s transcripts, |, under thpgincipal’s recommendation, sometimes
inform parents during the school year on some sitgldearning difficulties through
their communication notebookdDiscipline master)
The other two SMT members stated that they areimailved with the students’ learning
progress.

6. Inducting new school members

Two SMT members stated that they just helped nashters and students informally:

“Only the principal mostly deals with this issueoWever, the principal sends to me new
teachers to provide them with the necessary doctanémiefing them on the school
conduct and teaching requirements, then introdudimgm to their different classes.”
(Head of studies)

“What | just do for the first day is to connect netudents to old ones and class monitors
for explanation of learning facilities and basichsol standards and rules.(Discipline
master)

The two other SMT members commented they are notved in inducting newcomers.
7. Liaison with other schools.

Two SMT members stated that, usually, only the ethmincipal liaises with other local

principals, while the two other stated that theg ot involved with this activity:

“Only our principal meets others through the ‘Cafoer Umurezi’ which is an assembly
of principals from three close districts to discusaching and learning experience in
their schools.”(Head of studies)

“I only contact other schools’ members informallydaoutside this school but have never
visited them.”(Discipline master)
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In summary, the findings revealed that most ofSMET members thought their principal was an
administrator, rather than a leader, and that heerates on routine administrative tasks inside
and outside the school. He also appears, whenlejisib favour inclusion, role-modeling,
supporting staff and students through teaching laathing activities, providing teaching and
learning materials and students’ care. Also, tlufetnem thought that he is a rule-bound leader
who adheres to the regulations from higher autiesrit All four believed that their principal
manifests only a limited participative leadershiples delegating some powers because of his
absence from school. However, two SMT membergdtttat the principal allowed them little
or no role in the communication of students’ leaghprogress, in collaboration with the student
council, and even in the induction of new staff ahetlents. Finally, all the SMT confirmed that

only the principal was involved in collaborationtiwvthe principals of other local schools.

Interviews with other stakeholders

The findings from the interviews with other thremkeholders (a teachers’ representative, a
parents’ representative and the students’ reprates) are presented through the same seven

themes identified for the SMT members:
1. The principal’s perceived priorities.

Two stakeholders claimed that the principal’'s ensgha on teaching and learning control, and

task fulfillment:

“I think that the principal’s priority focuses oreaching and learning control through
task and person orientation and being sure eachfhliled his/her duties”.(Teacher
representative)

“The principal’s main priority is teaching, learngnand discipline and to check whether
the school community members are all aware of thogmortant facts”. (Students’
representative)

However, the parents’ representative viewed thecfpal as an overall coordinator:

“The principal is the top responsible person in g@hool and is in charge of controlling
and answering all issues related to the schoolgfion”. (Parents’ representative)
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2. How the principal achieves success.

All three stakeholders thought that the principaipparent success derived from his
collaborative hierarchical leadership that focusesasks completion and problem-solving:

“I think that the principal’s work system and solled success is based on the focus on
task completion and a top down collaboration witle school community members and
his subordinates”(Teacher representative)

“I believe that the principal’s success is due i8 boncern for task distribution among
the school members and to provide needed mateaiads creating a kind of friendly
environment among staff and studen{Student representative)

“The principal’s success is based on the principadlevotion to his school and as the
driving force towards solving different problemsatimay hinder teaching and learning”.
(Parent representative)

3. The principal’'s participative leadership style

The three stakeholders perceived that the prin@paietimes takes into account other school

members’ ideas but still the last word belongetito:

“The principal sometimes listens to teachers’ canseduring different meetings held at
school and delegates some power to them, enswaelsetes are equal to their tasks, also
supports and assists them when needéBacher representative)

“Our school leader tries to involve students’ repeatatives in the school’s functions but
mostly on decisions that only concern disciplind ather activities related to students’
school life”. (Student representative)

“I think his participative leadership is shown thrgh inviting other people to school
meetings and taking into account their views. Hanethe final decision is taken by
him”. (Parent representative)

4. Collaboration with the students’ council
Two stakeholders stated that the principal delegagewer to other school authorities to

collaborate with the students’ council:

“Most of the time, the students’ council deals wither school authorities, such as the
head of studies who, in turn, solves their issuesaits for the principal’s suggestions”.
(Teacher representative)
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“The school leader seems not to be always availdablehe students but | think he
indirectly collaborates with their council througsther middle leaders like the head of
studies and discipline master(Student representative)

The parent representative was not able to comnretitis issue.

5.

Communication about students’ learning progress

The three stakeholders offered the following ideas:

6.

“School bulletins are the main means used to conwattstudents’ learning progress
but the class monitor is also allowed to invite gayent whose child manifested learning
difficulties for communicative support{Teacher representative)

“We only know our learning progress through schamainscripts given each trimester
end”. (Student representative)

“Parents are sometimes invited to attend publicuitss proclamation at the end of the
trimester even if many do not come. In additiomealso visit the head of studies to ask
about their children’s learning progress(Parent representative)

Inducting new school members

Only one stakeholder commented on this issue:

7.

“Teachers just help their new colleagues througliydaonversations but | have never
attended any official induction ceremony her€eacher representative)

Liaison with other schools.

Two of the stakeholders commented on this issudeulie parent said he was unaware of it:

“Only the school principal is in liaison with otherthrough their Carrefour Umurezi
association but others just collaborate dependingpovate friendships they have with
other teachers”(Teacher representative)

“Our school liaises with nearby schools through tfistrict games competitions and/ or
some other rare activities planned by the distric national level”. (Student
representative)

In summary, the findings suggest that stakeholgerseived their principal as a hierarchical

leader who is oriented to task-completion, contad top down management of school

members via middle leaders who usually report to tar the final decision. Three stakeholders

also viewed that their principal only insists oe tCDC curriculum teaching and completion,
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with a focus on implementing the MINEDUC directivétowever, all the three stakeholders also
believed that, as well as limited participatiorthie school curriculum, they also have little input
to the school’'s major decisions, which are takely by the principal. The stakeholders are also
not included in activities such as the newcomearduction, and collaboration with other local

schools, which are handled only by the principal.

Shadowing-Observation findings

This section presents data from the researcheddasting of the principal, focusing on his
communication and collaboration with school memizerd stakeholders. The observation was
planned to last all day (from 6.30 until 4 p.m.} ltas only conducted between 7.00 and 10.30
and from 2.30 to 4 p.m., due to the principal’seadz® from the school compound. The principal
appears to be often unavailable at school dueheradministrative duties outside the school
and his absence possibly contributes to the schdolv ranking, to be further explored in

chapter seven.
The principal’s shadowing record is shown below:
7 a.m. - 7.30: Control of the school compound

During this period, the researcher noticed thadestits and teachers were rushing to get into their
classes. The principal, together with the headwafies and discipline master, mostly they spent
their time visiting the four main classroom block&e principal’s presence motivated staff and
learners, who seemed to be afraid of him, and thayied to join their respective classes and
duties. | saw him greeting sonteachers he met on his way and also collaboratitty thve two
heads, who seemed to explain how activities wenegbein. Communication appeared to be

flowing only in one direction as if they were repiog to the principal.
7.30-10.30: The principal dealing with office tasks

The principal returned to his office, leaving thetheads on patrol duty. Many people, among
them students, staff who were not on duty at fina,tand visitors to the school, were waiting in
the secretariat, completing appointment forms. fEsearcher felt that the principal was the only
person who was perceived to be able to solve silles. Some people seemed to be anxious

before and after meeting him, especially studemndsssme staff members, which suggests a lack
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of relaxation in collaboration and communicatiorthngchool members and stakeholders. After
meeting every one, the principal ordered the sagratot to receive other visitors because he

had to attend a meeting at the sector, the lo¢hbaty administration.
2.30-4 p.m.: Principal in office

The principal arrived late at 3 p.m. Few peopleangaiting and the researcher heard the head
of studies and discipline asking whether the sacyetnew when the boss was coming. They
were a bit impatient as they had to report on thié/dchool activities that is a custom in that
school. Finally, he came and started meeting peagigidually but still some seemed not to be
confident about what the feedback would be, as seare whispering to their neighbours. At 4
p.m., he asked the secretary to postpone the remgaimeetings because he had another advisory

meeting to attend.

The next section consists of data presentatiortathesnpowerment.

Staff empowerment

This section presents the results on whether andHRSG staff are empowered.

Documentary analysis

PRSG School is also led by the MINEDUC rules, dnmdugh district officers and the General
Inspectorate of Education, as in chapter five.thw reason, the researcher based his analysis on

only two documents, relevant to this theme andiipeo this school:

» The general Inspectorate of Education in Rwandaugeat (MINEDUC, 2009) that
stipulates standards of quality education.
This document prescribes how school leaders shmoidde appropriate and sufficient teaching
and learning materials provision, and the managéofghose materials.
» The MINEDUC school management project (MINEDUC, 808ocument that sets out:
- Internal training regulations, especially for sderteachers, computer initiation for staff

and students, and school leadership and managdoneniddle school leaders.
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- Education policies clarification for Parent Teaclessociations (PTAs) and awakening
the community to participate in school activities.
- The need for decentralization and decision-makingp@verment among staff and

students.

Interview with the principal

This section presents the findings from the PRS@Godlc principal’'s perceived staff

empowerment to achieve the school’s goals andrisio

The researcher first focused on the principal’'ss@gtion about the inclusion of staff members

and other stakeholders’ in instructional and pedag decisions:

“I believe that staff members and school stakehsldeke part in instructional and
pedagogical issues but we together follow and dis¢the NCDC rules and previsions”.
He also commented on his role in lesson preparat@ssroom teaching and supervision to

empower the teaching staff:

“I really have little time to conduct class supesans because of other administrative
duties and therefore mostly delegate power to #edlof studies to do so. Sometimes |
discuss with him the feedback he has given to &adb see which kind of advice | may
provide through him.

The researcher asked the principal about how heueages teachers to meet students’ varying

abilities:
“I have requested the head of studies, the disogplnaster and class monitor to meet
early at the start of the year to discuss aboutltive achieving students and to plan some
extra hours for them during the weekend and to apEmme two or four bright students
to help the weak ones, mostly during the studysanod practical tasks”.

The researcher also wanted to know whether the oscbommmunity plays a role in the

elaboration of the national curriculum. The priradiptated:
“No one has up to now participated in the curricoduelaboration. | am, with other

principals, sometimes called by the National Curlicn Development Centre staff to get
directives but | think our input is little becausk seems to be predetermined”.
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In terms of empowering the school staff’s intelledtcapacity, the principal declared:

“I only beg my staff to do their best and pursuetHer studies to improve their

capacities. Also we discuss together with teachace a trimester to evaluate how work
has been achieved and, through that, we may helpeswvho have manifested
professional difficulties”.

Regarding stakeholders’ participation to developnaovative culture, he said:

“I think we are all mostly bound to the autocratides and regulations from the Ministry
of Education and the NCDC. The only thing | may &ddach stakeholder’s individual
effort to compete for the reputation of the schamybss the district”.
Finally, the researcher also asked how the prihdgmlitated a staff professional development
culture:

“Staff professional development is not an easy taskchieve with no financial means. |
think only the MINEDUC can do it but it rarely ongiges some short training during the
major holidays for teachers and in some speciflyestts related to science only”.

In summary, the principal reported limited staf’alvement in instructional and pedagogical
decisions, few or no inputs on the elaboration teg national curriculum, and little or no
intellectual capacity empowerment and staff protesd development culture, due to a lack of
funding. He also agreed there was no innovatiMeui® because they are all bound to the
MINEDUC and NCDC autocratic rules. However, he mlad to delegate power because of
many other administrative duties. These findingseat an apparently passive approach to the
participation and empowerment of school staff amé@herence to rules and regulations dictated
by higher authorities (MINEDUC and NCDC).

Interviews with the SMT members

These interviews reveal the perceptions of four BRSMT members (the head of studies, the
discipline master, the secretary and the bursarstaff empowerment. The findings are

organised into seven sub-sections:

1. How SMT members perceive engagement in pedegiognd instructional decisions.
2. The principal’'s perceived intervention in lesspreparation, classroom teaching and

supervision.
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3. How SMT members perceive teachers’ encouragemeniéet students’ varying
abilities.

How SMT members perceive their involvement in taganal curriculum elaboration.
How SMT members perceive staff intellectual capaermhpowerment.

How SMT members assess the innovative culture pvawe school achievements.

N o o &

How SMT members perceive facilitation of staff msdional development culture.

1. How SMT members perceive engagement in pedagogichinstructional decisions.

This section deals with four SMT members’ percegiof their engagement with pedagogical
and instructional decisions. Two of the particigafthe secretary and bursatated that they are
unaware of pedagogical and instructional deciswwhge the other two commented that their

engagement is minimal:

“Pedagogical and instructional decisions are takainthe ministerial and NCDC level.
We are only concerned with their implementatiofiiead of studies)

“Our engagement in pedagogical and instructionakidens is minimal. Only school
meetings are held to discuss about teaching pradiid¢ we mainly implement the NCDC
instructions”. (Discipline master).

2. The principal's perceived intervention in lessorepgaration, classroom teaching and
supervision.
Two SMT members declared that the principal’'s weetion was minimal due to his
administrative work inside and outside the school e delegates power to his middle leaders:
“The principal is busy doing administrative dutiemd has given me the power of
supervising teachers and making reports on theik @chievement{Head of studies)

“The principal’s intervention is mainly based orffdrent reports the head of studies and
| present in our weekly meetings with teachers stndents’ representatives. However,
he sometimes controls teachers’ activities wherh&® spent his day in the school”.
(Discipline master)

The other two SMT members (the secretary and tiheabuwere not able to comment on these

matters.
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3. How SMT members perceived teachers’ encouragenmeninéet students’ varying

abilities.

Two SMT members stated that the principal givesnti&ectives in order to help teachers meet

the students’ varying abilities:

“I always discuss with the class teacher monitdogiether with the discipline master, to
determine the needed materials, efforts and extkwo help weak students to catch up
and then report to the principal{Head of studies)

“The principal has recommended me to make a dailipw up of teachers’ conduct
towards students with low abilities through clasenitors and the head of studies to
determine the strategies of encouraging them toron® their teaching methods in
relation to such studerits(Discipline master)

The secretary and bursar are not directly concemngdteaching and learning.

4. How SMT members perceived their involvement inavai curriculum elaboration.

All four SMT members are not involved in nationairiculum elaboration. Two explained

why:

“Curriculum is done at the NCDC level and the pijal collects the programme from
the district education office or the MINEDU((Head of studies)

“Curriculum is always determined by the NCDC ance tkchool just follows its
guidelines to implement it{Discipline master)

5. How SMT members perceive staff intellectual cagaeihpowerment.

Two SMT members believed the principal tries to eemage and help staff to develop

intellectual capacity through peer reviewing, upijng their studies, and use of school facilities:

“The principal always encourages teachers to use lthrary, and the small computer
facilities the school has but still financial meaare limited for staff intellectual capacity
development”(Head of studies)

“Our principal always encourages staff to studyupgrade intellectual capacity and to
make a sacrifice despite their limited means, stheeschool cannot help them to do so”.
Discipline master)
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The bursar was not able to comment on the empowsrofeschool staff intellectual capacity
development organization, but the secretary stiwaickhis is the principal’s responsibility:

“I think it is the school principal’'s concern to &w how to help the teaching staff to
improve their intellectual capacity’{Secretary)

6. How SMT members assess the innovative culture poawre school achievements.

Two SMT members (Secretary and bursar) could notngent on these issues but the others
stated that they had noticed no tangible empowerofestaff to innovate:

‘I have spent more than five years at this schootl & think we always do the same
activities that concern teaching and implementing NCDC progamme. | cannot talk
about innovation as such(Head of studies)

“This school has no visible innovation apart frotmesigthening solidarity in our daily
work to fulfill the school mission about studengsiccess through good conduct”.
(Discipline master)

7. How SMT members perceive facilitation of a stafbfpssional development culture.

Two SMT members could not comment on this issuahmibthers thought the school was doing
little to facilitate staff development:

“The little staff development facility is from waehops and training organized by the
Ministry of Education during holidays and these a done for all teachergHead of
studies)

“Only little local professional training (in diffe@nt subjects) is organized by the Ministry
of Education or the district education office dugithe holiday”.(Discipline master)

In summary, the findings show that the four SMT rbers perceived little or no instructional
leadership in PRSG School. Their principal appeatso be an instructional leader in the sense
that he is only minimally involved in supervisiondaother classroom activities. The SMT also
ascertained little or no engagement in pedagogiedlinstructional concerns, which are dictated
by the hierarchy. Further, their school does nohalestrate much innovation, and has little
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concern for staff intellectual capacity developmentprofessional development. The national
curriculum is centralized at the MINEDUC and theC level and the principal mainly seems
to instruct middle leaders to deal with studentarying abilities instead of being directly

involved.

Interviews with other stakeholders

This section presents the perceptions of threeebtd#lers (teachers’ representative, a parents’
representative and the students’ representative)whather and how PRSG’s staff were

empowered. The discussion is structured into theesseven themes as in the previous section:

1. Staff engagement in pedagogical and instructioaaisibns.

Two stakeholders stated that pedagogical and rtginal decisions were fixed by the NCDC:
“Pedagogical and instructional decisions are alwategken by NCDC through the
MINEDUC instructions. The school members have h&'r¢Teacher representative)

“I think all pedagogical or instructional decisionsome from high authorities and are
only implemented at the school leveStudents’ representative)

However, the parent seems to think that leaderdeswhers are involved in these decisions:

“I do not know much about pedagogical and instrontl issues but | think that it is
among the school leaders and teachers’ responsdslito deal with pedagogical and
instructional decisions”. Rarent representative)

2. The principal’s involvement in lesson preparaticlassroom teaching and supervision.

Two stakeholders were not able to comment on #sisg, but the teacher reports that there were
discussions with the head of studies after supenss

“We only discuss with the head of studies afteresupions in order to improve our ways
of teaching. But he also intervenes during thedaegsreparation in the teachers’ room
where he advises some teachers with teachingudtfés”. (Teacher representative)

3. How the stakeholders perceive teachers’ encouragienee meet students’ varying
abilities.
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Two stakeholders stated that the principal holdstmgs with the teaching staff to see whether
low achieving students can improve their learning:

“Sometimes the principal organises short workshigpsalf a day during the weekend to
discuss with the teaching staff and the class ramteport on low achieving students’
learning. Therefore, some measures are taken tooweptheir learning like grouping
them or providing extra hours’(Teacher representative)

“I have heard some meetings are held by the praciip help such students with
learning difficulties”. (Student representative)

The parent added that:

“During the general parents’ assembly, the prindipalks about such issues and tells us
that the staff does its best to take care of waadesits”. (Parent representative)

4. How stakeholders perceive teacher involvement rnadum elaboration.

All three stakeholders stated that they have nkegen involved in curriculum elaboration:
“I know that no one has up to the present been aibed about the national curriculum
elaboration”. (Teacher representative)

“The national curriculum elaboration stays a conoeof the NCDC for all schools
across the country”(Student representative)

“I think that parents are unaware of how the natbrturriculum is elaborated. But |
know there is a national centre that does (Parent representative)

5. How stakeholders perceive the empowerment of stegfiectual capacity.

Two stakeholders were unable to comment on thigigsit the teacher stated that the principal
helped teachers who decide to take further courses:

“The principal tries to give small loans to teackavho want to study for the benefit of
the school but it is his own initiative and not tigevernment’'s issue”(Teacher
representative)
6. How the stakeholders perceive the innovative celtarimprove school achievements.
The three stakeholders commented that the prineipeburages community members to think
about all possible ideas for the progress and pedoce of the school:
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“From the principal’s encouragement we all togetheght for innovating our ways of
teaching through daily discussions and conversatiomith our peers”. (Teacher
representative)

“I have noticed that the principal always cares abetaff and students’ daily life and
motivates them to stay optimistic for the futur¢hefschool. He encourages them to think
high and be innovative rather than crossing handd waiting for the nature’s mercy”.
(Student representative)

“I think the principal encourages parents do thdiest to bring constructive ideas
depending on their intellectual levels during tleb@ol general meetings for innovation
and school activities improvementParent representative)

7. How the stakeholders believe facilitation of afspabfessional development culture.

Two stakeholders were not able to comment on #8sd but the teacher stated that the
principal stimulated them to exchange experience:
“l think the only way is the principal’'s support teollaborate among teachers and
especially gaining experience from the old teachei® know more than the new.
Otherwise, the school is incapable of financing aayrse related to staff development”.
(Teacher representative)
In summary, the findings show that most stakehslgmrceived a highly centralised national
curriculum and a lack of inclusion in pedagogicadtl anstructional decision-making but rather
simply implementing the MINEDUC and NCDC rules aficectives. Two of the stakeholders
believed that the principal is less visible andareighis contribution to classroom instruction as
minimal. The stakeholders also perceived littiéiative from their principal to encourage the
staff to develop their capacity through personatiits, or for staff professional development,

professional networks and knowledge creation.

Shadowing-Observation findings

This section comprises data from shadowing thecgat, with a focus on PRSG school staff
empowerment. As noted above, the shadowing wasucted from 7 a.m. until 10.30, and from

2.30 to 4 p.m., when the principal was availabléhenschool.
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The researcher noticed one-way communication wherhéad of studies and discipline master
were reporting to the principal during the morngaipool patrol. The latter showed he was at the
top of the pyramid, authoritarian and controllingeley aspect as they all walked from class to
class. The researcher judged the principal torhe-bound and to focus on structures rather than
allowing freedom to other leaders to be in charjéheir own duties. This control may hinder

the teaching staff to take initiatives because theyk in a report-based system. Therefore, the
system does not encourage autonomy and innovatibseems not to facilitate empowerment or

professional trust.

While dealing with office duties, the researcheurfd that the principal favoured bureaucratic
leadership where he remains in his office, expgdiite school community members to report to
him and/ or to meet him for problem-solving. Theadership does not empower the school staff
to become autonomous or motivate them to use pinefessional discretion for decision-making.
The routine of queuing outside his office showg thay are expecting the principal to tell them

how their duties should be accomplished.

The next section presents the findings on statfdeship and relationships.

Leadership and relationships

This section presents the analysis of the findirdigwn from documents, interviews and

shadowing, on the nature of leadership and relglips in PRSG School.
Documentary analysis

The researcher based this analysis on the docusbent ‘Administration of secondary schools

in Rwanda’ (2008), as this was the only documeatlable. (See chapter five)

Interview with the principal

This section focuses on the principal’'s perceptibout how he leads and relates to the school

community and other education stakeholders.

The researcher began by asking the principal’s @abaut his main responsibilities:
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“My main responsibility is based on teaching andrhigng activities as an overall
coordinator and linking the different school stuets, and relating the school with the
outside stakeholders”.

The researcher also asked about how the principaded the school’s vision:
“The school has a vision. However, it existed beforeame and my duty is its

implementation through awakening the school memizeveork towards it through each

ones’ task accomplishment and avoiding self-cedtesss”.
The principal also addressed staff and studentsesef ownership:

“It is not easy to know what each hides in his/lart but | think that they feel
ownership in the sense that they participate insahool activities and when they try to
suggest things we can do for its improvement”.

In relation to the school’s strategic plan, thenpipal stated:

“During our first meeting, when the school year ey we discuss what to do in the first
term but we mostly base our debate on the strategieen by the MINEDUC for all
schools in the country”.

He also commented on the school’s decision-makinggss:

“For decisions that concern the school’s daily ftioo, | mostly consult the two heads
(for studies and for discipline) but other main gens are from the Ministry of
Education and these are only for implementation”.

The principal also sets out his approach to thedthclimate and interpersonal relationships:

“| always try to relate to students, teachers amakeholders honestly and friendly, listen
to their queries and ideas through their represémés, or individually when it is urgent,
and quickly find solutions for the good advancenwénbhe school name”.

“I try to promote solidarity among the whole schoeembers, encourage them to avoid
individualism in their work and motivate them toluea each member’s contribution
despite his/her position in the school.”

The principal also referred to the perceived schodture of social cohesion and social
relationships:
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“We have founded a school community social assiotiatalled ‘Umubano’, i.e. ‘Living
together’, that serves to help us solve life’sidifties as we still have low salaries. We
also discuss other issues that may improve eachberésriife and our job as well”.

The principal also addressed how he controlledtdagay staff and student functions:

“Despite many administrative duties, | always chedkether each school member has
achieved his/her daily task but mostly | delegatéhe head of studies, discipline master
and the class monitors, to have a permanent eyal avhat happens in the school”.

In summary, the principal’'s self-reported commerstsow a lack of instructional and
transformational leadership aspects, and a reloetemdevelop a vision independent of the one
they found at their school. The principal delegatestructional activities and is mainly
administrative-task oriented with minimal visibjliin teaching and learning activities but a focus
on examining daily reports from middle leaders. &fgo claims to have few opportunities for
decision-making consultation and adheres mainlyitdEDUC’s directives. He also states that
the school community appears to feel a sense oeship but with little conviction due to their
minimal participation in the school strategic plargnand other main activities. Further, there is
little evidence of transformational leadership, taere are few inputs to school vision and
strategic plan development concerning the schaolaté, the culture of social cohesion, and

social relationships, as these are driven mainlMBYEDUC guidelines.

Interviews with the SMT members

This section presents the perceptions of the fdlif & :embers about their principal’s leadership

and relationships with school members and oth&ehtaders.

The presentation is presented through nine themes:

[

. The principal’s perceived main responsibilities.

N

How the SMT members view vision formulation and lempentation.

w

How the SMT members assess the school communéy'sesof ownership.

»

How the SMT members think that the school stratptao is developed.
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5. How the SMT members perceive information collecfionthe decision-making process.

6. How the SMT members perceive whether the schowolatk is conducive to teaching and

learning.
7. How the SMT members view the school members’ irtespnal relationships.

8. How the SMT members assess the links between theewf social cohesion and social

relationships.
9. The principal’s perceived control of day-to-dayffséand students’ functions.
1. The principal’s perceived main responsibilities.

The four SMT members declared that their princgpafiain responsibilities were mostly linked
to administrative activities but he also sometirite=xl to control teaching and learning activities

through middle leaders:

“The principal is the administrator of the schoahdiis also among the administrative
cell opinion leaders. So, he is involved in botlescand is not able to be at school all the
time. Therefore, | have got directives from him &ndw what to do during his absence”.
(Head of studies)

“The main task of the principal as the top leaderto represent the school inside and
outside. Our principal is busy achieving adminisitra duties at school and with other
political authorities and seems not to be visibii-fime at school”.(Discipline master)

“I think his main responsibility is to guide thehsml and assign duties to his/her
followers for the better running of the school adistration and the school members’
daily relationships in their different task(Secretary)

“His main responsibility is to settle issues abdbe school administration such as
making sure the necessary materials and resourcegeovided for the teaching staff
and students and being on good terms with suppditer's (Bursar)
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2. How the SMT members view vision formulation and lementation.

The four SMT members stated that they did not fade in the school vision formulation but
they know that there is one and the principal Hasys expected them to collaborate for its

execution:

“I know that the vision is there but have never ey participation in its formulation.
We sometimes talk about it with our principal whionslates everybody to work for its
attainment.”(Head of studies)

“I don’t know when it has been formulated becauseak not there yet but the school
leader has always invited staff and students tvolit for the school’s success and
reputation.” (Discipline master)

“I have spent a few years at this school and knbWwas a vision and what | do is to
follow the school rules among which is doing whag wision demands to fulfill”.
(Secretary)

“I had no role in it but I try to follow it as onef my requirements as a staff member”.
(Bursar)

3. How the SMT members assess the school communépsesof ownership.

All four SMT members thought that they were invalvie the school’'s activities only because

the principal has assigned duties to them and kaals what they are expected to achieve.

“| feel involved in the school activities becausealve a daily prescribed schedule that |
follow and other guidelines given by the schoohpipal each morning after the general
assembly.”(Head of studies)

“Everybody here has a determined timetable that$ehim/her and my involvement lies
in working in accordance to it apart from some yvented other tasks that | may be
assigned from the school leade(Discipline master)

“l feel involved in the school activities becaus&cle morning the principal gives me
tasks to achieve everyday and my participatioraiseld on finishing the required duties.”
(Secretary)

“I am in charge of purchasing school materials dnithink | am involved in the school’s
activities because | work with the principal befdre sends me to do any shopping.
(Bursar)
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4. How the SMT members think the school’s strateganp$ developed.

Only two SMT members were able to comment on tssie and they believe that the school

follows strategies that are established from theistiy of Education office.

“The school’s strategic plan is established at thgh level from the Ministry of
Education and | have never heard about doing iehefHead of studies)

“Probably the school’s strategic plan is developeldewhere or at the district and
MINEDUC levels because we receive instructions foam school leader and have no
role in planning strategies here{Discipline master)

5. How the SMT members perceive information collectionthe decision-making process.

All four SMT members thought that the principal salied them only for casual information and

may even decide alone as the top leader of theokcho

“The principal sometimes comes to me when he nseae ideas on different issues or
during school meetings but the last decision stithes from him”(Head of studies)

“The principal invites me in his office wheneverwkeants to talk to me or when he needs
information related to students’ behaviour but miajiecisions are always from him”.
(Discipline master)

“l always receive orders from my boss and haveottow his instructions. Concerning
information collection and decision-making | onlyokv that his power entitles him to
decide upon any school activitiegSecretary)

“I directly report to the principal and mostly follo his directives with no formal
objectiori (Bursar)

6. How the SMT members perceive whether the schodilisate is conducive to teaching

and learning.

Only two SMT members commented on this issue aed declared that the principal has given

tasks to everybody for a better teaching and legrechool climate:
“The principal has given me the power of leadinglaelating to teachers, supervising

their daily work load and checking whether teachimgnd learning has been
accomplished before | report to himlHead of studies)
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“I am in charge of discipline and have to deal wgtudents’ conduct and relationships
with the teaching staff and maintaining or creatifeyourable conditions for good
teaching and learning delivery'(Discipline master)

7. How the SMT members view school members’ interpaakeelationships.

The four SMT members believe that they are intemected by their socio-economic situation

and low salaries, and also by their daily dutiemambers of the same school:

“Most of the teachers and other support staff meeta weekly basis to make small
financial contributions that may help them againspredictable good or bad events and
therefore become linked not only for social lifeuiss but also regarding their daily work
achievement”(Head of studies)

“I may say that we in this school assist one anotired entertain good interpersonal
relationships for the benefit of our own existerme® the school’s reputation as the
source of our financial strength and life in genérgDiscipline master)

“This school staff really interrelates through resgy, equity and collective support
whether in good or bad momentgSecretary)

“Interpersonal relationships are visible in this lemwl community because almost all
members think they belong to the same family arahdially help each other whenever it
is urgent for life issues.(Bursar)

8. How the SMT members assess the links between theewf social cohesion and social

relationships.

All four SMT members perceived that they cohered laarmonious relationships helped them to
handle life issues and, therefore, to achieve thed'’s goals:

“The majority of this school staff understands easther and work together in good
relationships through honest collaboration and nalitsupport. Our objective is to fulfill
our work duties but also staying attached as eawtieffort must be supplemented by
his/her workmate’s contribution(Head of studies)

“l think that social cohesion leads to positivesuits and therefore to the successful
achievement of school goals. We always struggéenagany barriers that may hinder
the well functioning of our school community taattour goals”. (Discipline master)
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“I can confirm that we all of us cohere in our st and have always avoided divisions
that may bring our community to failure regardifgetschool targets and consequently
our life in general”.(Secretary)

“We have a mutual support fund called ‘lkimina’ whi always helps our school
community members to socialize and relate to edlodr @luring the year and in whatever
we have planned to do{Bursar)

9. The principal’s perceived control of day-to-dayfistend students’ functions.

Two SMT members stated that the principal had atdéodo but his control was evident,

delegating power to control staff and studentsivéets:

“Our principal is not only engaged in the schoolnkdut also has other administrative
duties outside. So, | have the responsibility ofticling the teaching and support staff
in line with his orders, and report to him each ewg”. (Head of studies)

“The principal has charged me to check punctualdigcipline and the good conduct of
students and the relationships they entertain with teaching staff for an effective
teaching and learning climate. Therefore | havesend a weekly report to him for
control and advice”(Discipline master)

In contrast, the other two SMT members perceiveat the day-to-day control of staff and

students was among the principal’s responsibilities

In summary, the SMT interview findings show tha principal is an administrator rather than
an instructional leader. The majority of the SMTpidés the principal as an autocratic and
bureaucratic leader, with power to assign taskeaoh of them. The SMT members also
reported a lack of involvement in the formulatiarrevision of the school’s vision. Instead, they
are required to implement rules and requirementb@grincipal exhibits power to decide upon
any school activities. The SMT appears to coherlg through their inter-connected socio-
economic situation and their need to stay linkedsuovive and handle life issues while also

trying to achieve the school’s goals.
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Interviews with other stakeholders

The data are presented using the same nine thenfiesthe SMT members.
1. The principal’s perceived main responsibilities.

All three stakeholders thought that the principaimy deals with members’ needs, prevents

difficulties and leads the school towards its aims:

“The responsibility of the principal is to keep thmooth running of the school through
control of different activities and to fight all allenges related to teaching and learning
issues”.(Teachers’ representative)

“I think the principal is the first school leademd his main duty is to solve whatever
difficulties the school, the staff and students raagounter in improving the school”.
(Students’ representative)

“I think his main responsibility is to act as a fdynfather who looks after what the
members need and has to approach each of them tmmamon view of the school’s
purpose”.(Parents’ representative)

2. How other stakeholders view vision formulation amglementation.
All three stakeholders stated that they had no irofermulating the school’s vision. However,

they all declared that they were trying to impleirien

“The school has a vision but | had no role in isrhulation and we together try to work
to achieve it".(Teachers’ representative)

“I did not participate in its elaboration but | thk it is necessary to guide the school and
therefore all the students have to follow it as'’it (Students’ representative)

“The school vision had always been there beforeoktthis position and the important
thing is to execute it"(Parents’ representative)

3. How other stakeholders assess the school commsiisigyise of ownership.
All three stakeholders stated that they are notuded in the school's decision-making

processes:

“I believe that most of the time decisions comarfrabove. Our principal has the last
word even if it is supposed that the school meni@ve suggested what to do. Our ideas
seem to have little consideration as | experienc€tiéachers’ representative)
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“Generally, | report to the head of studies or d@ime master who also mainly waits for
the principal’s approval. In many cases we feel twobe included in decision-making
processes but do what we are required to fulfiiBtudents’ representative)

“I am really not regularly at school and some deéors may be taken independently to
my opinion but | think the top leader is investathvpower to decide on the school’s
function”. (Parents’ representative)

4. How other stakeholders think the school’s stratptpo is developed.

All three stakeholders stated that they had notm@ay in the school’s strategic planning:

5.

“I only get information from the school leader altavhat has been planned and | believe
the school strategic planning is established by tMINEDUC”. (Teachers’
representative)

“The principal normally explains the school’s stegly during the first school meeting
with the students but | have no idea about how sit developed”. (Students’
representative)

“Parents receive information about the strategi@amlof the school during the general
assembly when the year starts but | have nevesvielll how it is developed{Parents’
representative)

How the stakeholders perceive information collecfior decision-making.

The three stakeholders thought that they were sorestindividually invited to suggest

something, or during school meetings, but thegtadiss that it is the principal who decides:

“I may suggest how things may be done when | antacted but | am really sure the
final decision will come from the school hea{lTeachers’ representative)

“Sometimes the principal calls me to know how tkirgye going, especially about
students’ learning progress, but what | am suresahat we all wait until he gives his
uncontested opinion’(Students’ representative)

“l and other parents give suggestions when we hattended meetings but we are sure
that the school leader has more power to decida fegents”.(Parents’ representative)

How the stakeholders perceive whether the schamlatt is conducive to teaching and
learning.
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The parent was not able to comment but the otherstakeholders thought that they did their
best to follow the school rules and code of condiet national education policy, and the NCDC

regulations, in order to create a good school ¢knecanducive to teaching and learning:

“I believe that everybody knows his/her requirerseaatcording to the NCDC’S program
and guidelines and what the national policy recomadse Therefore we follow rules to
maintain a favourable climate for our work(Teachers’ representative)

“I and the classes’ representatives always motivatber students to keep good
behaviour related to what the rules require for ettbr mood conducive to the school’s

target achievement i.e. learning, success and thed’s good reputation”(Students’
representative)

7. How the stakeholders view the school members’ pretesonal relationships

Two stakeholders believed that they were focusinggood understanding and helping each

other through regular conversations during the lbaat different activities organized during
the school year:

“I think teachers are mostly together and sharevaiat they have at school and outside.
Their relationships are based on working for thensaobjective and ready to contribute

for each one’s joy and success to better themsedwek the school in general”.
(Teachers’ representative)

“We are all students and are required to relate amterstand each other and to live

equitably as one and benefit from the same advastay offers to us”.(Students’
representative)

The parent focused on what the members can actogether:

“I am not permanently at this school but | thirletstaff and students work for the same
goal of success through mutual understanding. | a@a that the achievement they have
reached is due to mutual respect and good undedsigh (Parents’ representative)

8. How the stakeholders assess the links betweenulh@&e of social cohesion and social
relationships.

Only two stakeholders were able to comment onifisise and they agreed they were conversing
on different issues related to their job life, whiay expect to achieve, and how they must relate
to avoid disruption to the school programme:
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“I always approach my workmates and encourage thendiscuss about the major
issues that may prevent us to achieve our dutieseX¢hange ideas on what best may
lead each to reach our expectations through goadl lzonest collaboration”(Teachers’
representative)

“I with other students’ leaders have a culture @ttBng our learning issues through
collaboration and teamwork before we submit themthe authorities. In case of
disability, we also have good ways of addressimgtipolitely and with respect as our
leaders”. (Students’ representative)

“I am rarely in the school compound and really cabtestify about that issue{Parents
representative)

9. The principal’s perceived control of the day-to-dgff and students’ functions.
Only two stakeholders were able to comment oniisise:

“The principal always gets reports from the headstidies and discipline master. The
two have the duties of checking what has been caihjeved in collaboration with
teacher monitors and students before they inforne fbrincipal”. (Teachers’
representative)

“l and the classes’ representatives check the teexhnd students’ attendance and make
a daily and weekly rate reports to be submittethtotwo heads (studies and discipline)
for the school conduct follow up{Students’ representative)
In summary, the stakeholders’ findings suggest tinate is an autocratic educational system in
PRSG School. They agreed that there is a high lgveéntralization since decisions are taken
either from education high authorities, the MINEDW@@d NCDC, or by the principal, who
operates through day-to-day control of the schdwoistions and has the power to decide what
should be done. The stakeholders confirm that they not involved in school vision

formulation and that the school community’s serfseamership is minimal.
Shadowing-observation findings
This shadowing of the principal took place betwéenm. and 4 p.m., as explained above.

While shadowing the principal when he was contngllthe school setting, with the head of
studies and the discipline master, the researdsgreed the principal’'s approach to leadership

and relationships. The head of studies and dis@phaster gave the impression that they feared
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to be found in the wrong. They also seemed to &xpe principal to confirm or contradict their
decision-making. This kind of leadership does eotourage competence and knowledge
creation, growth and self-confidence. Insteabkatls to fear of task disqualification and/ or lack

of recognition by the principal.

The queue in the secretary’s office could be imeggul as evidence of either good leadership or
relationships from a principal, who is perceivedrfiuence and inspire his followers, or as a
dictator who does not allow anything to go aheatthevit his unilateral approval. The situation
seemed to be that some staff and students wetatdrigd by the prospect of a face-to-face
conversation with the principal. The researcherrdheme student say that the principal is
friendly when he passes by you but changes his mgwh you get into his office for a certain
issue and that he wished that he did not have to s office. A staff member also said that the
principal never fails to greet someone but, whemée to report to him, he becomes tough and
does not allow much freedom for explanation. Tésearcher’'s overall assessment is that the
principal is feared, acts alone, and leads peaplely on what he dictates them to do, not in
accordance with the school’s needs but in line \Withpersonal view of how the school should
be. This leads to a lack of trust in relationshipsk of commitment to the same purpose, and

loss of motivation, when people work to satisfy sader, diminishing their sense of ownership.

Overview

In this chapter, the researcher presents the fysdirom school PSRG, based on documentary
analysis, interviews with eight participants, ah@ shadowing of the principal. The findings

reveal many similarities, and several differendedyeen the principals’ perceptions, and those
of the other seven participants, as well as theemdtom documentary analysis and the

shadowing.

The findings show that the eight participants saniyl perceived that the principal focuses on
pedagogical and instructional issues based onttliescand regulations predetermined from the
MINEDUC and NCDC and his instructional leaderstapmostly limited to task and curriculum
completion with regard to the school calendar. Ppheicipants claimed that there is minimal
collaboration with the principal where he is saa donsult some members informally for

information but with the final decision belongirghim. Further, the seven participants declared
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the principal to be busy administratively, and oftavisible at school, therefore sometimes

delegating power to middle leaders and controlthmgm through daily reports. The participants
also state that they have little or no involvemenmany school activities, which might create

effective and true collaboration and communicatthin PRSG, but instead seems to lead to a
climate of fear.

In respect of staff empowerment, the findings destrate that the participants viewed many
aspects in the same way although the teacher,rdtadd parent were unaware of some issues.
The results mainly show little engagement in pedamd and instructional decisions. As
participants are not involved in the national autum elaboration, staff intellectual capacity
empowerment is not effective, facilitation of stafibofessional development is limited, and led
by the MINEDUC, and the principal only encouragesgfs¢o undertake further studies. Staff are
not empowered to innovate to improve the schook 8ok of instructional and transformational

leadership in PRSG school may explain why its nagks so low (see chapter four).

The findings of the leadership and relationshigsrt show that most of the participants believe
the principal is an overall coordinator of the smlhalelegates power because of his many
administrative responsibilities, controls staff atddents through reports from middle leaders,
and mostly decides alone on any issue, and alwagsthe last word, thus reducing the
participants’ sense of ownership. The participathisught that they did not take part in

developing the school’s strategic plan, or in s¢hasion creation, but only in implementing

them. However, they all agreed that they workecettogr to respond to their socio-economic

conditions and to improve their work life.

These research findings consist of an exploratioth explanation of high secondary school
principals’ leadership and management enactmertiuge district through quantitative and
gualitative data triangulation. These findings edveany similarities, and several differences,
from the principals’ self-reports and those of BT members and other stakeholders. The
guantitative data were grouped around three majood culture practice that are professional
collaboration; affiliative/ collegial relationshipsself-determination/ efficacy while the

gualitative findings were structured through thtBemes; collaboration and communication,
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leadership and relationships and staff empowermBath quantitative and qualitative data
revealed that affiliative and collegial relationshiwere effective aspects of school culture. The
data show that the majority of the principals ptiped collaboration, communication and good
relationships inside and outside the school; attechpo create cohesion and A good teaching

and learning climate.

The quantitative and qualitative data differ beeatle first phase research results derive from
principals’ self-reports while the second phasevigles data from different perspectives. The
lowest ranked principal is revealed by the SMT meraband other stakeholders to be an
administrator, rather than a leader, and that Ineexarates on routine administrative tasks inside
and outside the school. Also, some of the paditip thought that he is a rule-bound leader who
adheres to the regulations from higher authoritieall four believed that their principal

manifests only a limited participative leadershiples delegating some powers because of his

absence from school.

The next chapter is the discussion and analydiseofjuantitative and case study findings, linked

to the empirical literature.
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Chapter Seven: Discussion and Analysis

Introduction

“As the global economy gathers pace, more goventsnare realizing that their main
assets are their people and that remaining, or beng, competitive depends
increasingly on the development of a highly skilleatkforce. This requires trained and
committed teachers but they, in turn, need thedesdp of highly effective principals
and the support of other senior and middle managjgBush, 2007:391)

The purpose of this chapter is to discuss and aedlye survey and case study findings. As
noted earlier, the two case study schools werehipleest (PKIH) and lowest (PRSG) ranked
schools in the School Culture Triage Survey (SC@8Yeloped by Phillips (1996), Phillips and
Wagner (2002), and Wagner and Masden-Copas (286&)applied to all eligible schools in the
Huye district. ~The SCTS comprises three schooltucell dimensions: a) Professional
collaboration; b) Affiliative/Collegial relationsps, and c) Self-determination/Efficacy, analysed

through 17 school culture practice items.

This chapter compares and contrasts the findirgs the three data sets, and links them to the
empirical literature, to show how the Rwandan datapare with previous similar studies. The
discussion is structured into three major themeastitied from both the literature review and the
findings chapters. The themes are: a) participatisguctional leadership, b) staff empowerment

and transformational leadership, and c) collegial eelational leadership culture.
Participative Instructional Leadership

Lambert (2002) suggests that educational researai@ionger believe that one administrator
can serve as the instructional leader for an estil®ol without the substantial participation of
other educators. Several other scholars argue effiattive leadership is an organizational
quality which is grounded, not in the actions dilagle leader, but in participative, distributed
and collective organisational actions and influe(@enn, 2002; Spillane, 2006). These authors
add that leadership is understood as an aggregaigleoriented attitude of all school and/or

organisational members. It is dispersed, not canatd, and relates to distributed leadership
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that opens possibilities for all members of an atiooal organization to participate in the total
leadership of that organisation. This section ortigpative instructional leadership comprises
two sub-themes: collaborative instructional leadgxsand inclusive decision-making and shared

leadership. The first sub-theme is discussedmelo

Collaborative instructional leadership

Hallinger (2000) developed the most frequently usedceptualisation of the instructional
leadership model, which has three dimensions: uhefithe school’'s mission, managing the
instructional programme, and promoting a positivaate conducive to favourable teaching and
learning. Defining the school's mission concerne harticipative function of the principal

working with staff to frame and communicate theadls goals and therefore ensuring these

goals are widely shared and supported by the wédatieol community.

The instructional programme management dimensitateseto the coordination and control of
instruction and curriculum, specifically dealingtiwsupervision and evaluation of instructional
activities, coordinating the curriculum, and monitg student learning progress. This is not the
principal’s role alone but involves deep participatileadership engagement in instructional
issues. The third dimension, a positive climateceons multiple functions such as instructional
time allocation and protection, professional degelent promotion, maintaining high visibility,
and providing incentives for teachers and learn€hsough these activities, the instructional
leader creates a school culture with high sch@olddrds and expectations, and maintenance of a
good climate conducive to learning and teachintyitiets.

Hallinger's (2000) conceptualization links to twerppectives, on collaborative and instructional
leadership, that arise from the author’s survey @as® study findings. These aspects comprise:
collaboration on instructional and curricular issuand inclusive decision-making and shared

leadership.

Parkay et al. (2010) assert that school leadershquld change from being too focused on
managerial duties to a greater emphasis on cuancand instruction. Jenkins (2009) contends

that, in order to achieve their instructional leatig effectively, the principals have to free
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themselves from bureaucratic administrative tasksfacus on improving teaching and learning
through proactive instructional collaboration angbervision. The case study findings support
this view, with both principals claiming to be sising and facilitating collaboration on
instructional and curricular issues through thelengentation of teaching and learning that is
shared and supported by the whole school commumhg. two principals claim to focus on
teaching and learning, promoting instructional pcacrenewal and curricular offerings in a
collegial environment that serve all the staff aheblents. This links to Bush and Glover’s (2009)
view that managing teaching and learning is a shaesponsibility among principals, School
Management Teams (SMTs), middle managers and cotassr educators. These authors add
that it is important that the principal works imbes for a better delivery of the school mission.

However, the other respondents provide differeatvgi on PKIH (as the top ranked school) and
PRSG (as the lowest ranked) schools. Three of dhe $MT members, and two of the three
stakeholders, from School PKIH confirmed that thengpal deals with pedagogical and
instructional issues through planning and orgagiztaff work, directing the school vision and
goals, and coordinating all the activities thatetgkace in the school together with other school
members and students representatives. She alsogesarend creates effective learning
environments through building supportive systems &ach school member through a
consultative spirit in the school’s daily activiieThe stakeholders also agreed that the principal
focused on creating a spirit of collaboration, depeng quality education to attain the school

goal, and caring for the staff and learners.

In contrast, three of the four SMTs and two of theee stakeholders in PRSG, as the lowest
ranked school, confirmed that their principal corncates on routine administrative tasks inside
and outside the school rather than instructiondl @mricular issues. He is not often visible but,

when he is available, he appears to favour inctysimle-modeling, supporting staff and students
through teaching and learning activities, providiegching and learning materials and students’
care. However, this is not really an instructioleadership role as defined in the literature (See
Botha, 2004). Also, he appears to be a rule-boeaddr who adheres to the regulations from
higher authorities. Two stakeholders claimed thairtprincipal mostly focuses on teaching staff

control and task fulfillment.
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The survey findings also show that there is modeailvement of school community members
in instructional and curricular discussion sincattpractice always prevails in only three schools
(i.,e. PKB, PGS and PGB). Further, only three of 1Aesurvey respondents claim to be always
visible in the school, and hold discussions witlacteers about their teaching methods,
supervision with feedback. In addition, one pritiPKI) claimed that she often facilitates
participation in curricular and pedagogical issugewever, nine principals (PKA, PCF, PAU,
PGT, PKT, PMT, PSB, PSV and PRP) agreed that tietwametimes encourage participation
while that participation rarely existed in PRS ks towest ranked school among the two case

study schools.

The results from PKIH school are consistent withg®sanni’'s (2001) research on school
leadership in Victoria. He notes that the roleéhaf principal is to encourage others to be leaders,
to devote themselves to a cause and a set of aehdo accept their duty and obligation to
achieve the goal. However, PRSG school princigaisaviour differs from Botha’s (2004) view
that the principal’s role is to get things donevbgrking with and through people and that the

major reason for principals’ failure is an abilitydeal with people.

Both the survey and case study findings indicatg tturricular and pedagogical instructions
were predetermined, and derived from the MinistifEducation and the National Curriculum
Development Centre (NCDC). This implies very limitautonomy on instructional and
curricular issues. This is consistent with Sindlisa(2009) study in the Phillipines, which
shows that the principal’s role has been constialmedirectives from the central offices. The
author adds that principals have been obliged ltovicorders and mandates passed down from
the central and regional offices that define antemeine the quality of education, and that

principals only implement the national curriculurith@ut revisions or modifications.

In spite of the limited autonomy, the case studgifigs demonstrate that principal PKI bases her
instructional and curricular priority on the schogkion, promoting students’ achievement,

sustaining a school culture and developing an ucstnal programme conducive to student
learning and professional growth. She ensures tnegagement of the school’s organization and

resources for an efficient and effective learnimyi®nment, facilitating collaboration with
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stakeholders through integrity, fairness and iretincal value-based manner. In addition, three
SMTs and four stakeholders state that their pradagpcommitted to what she does, especially in
respect of collaboration regarding teaching andnlaeg activities and in her conviction that all

students can learn at a high level. The schodtseaements are based on collaboration and

partnership between teachers and the principal.

In contrast, principal PRS attempts to prioritizstructional collaboration by apparently working

with the SMTs and some stakeholders during morglelyeral assembly. The four SMTs and
three stakeholders think that the principal seemprioritize providing teachers, students and
support staff with guidelines and tools to run slshool’s activities and for task accomplishment.
This behaviour differs from that recommended bykerél999), and Teske & Schneider (1999),
who argue that a school leader envisions teachiy laarning goals, sets standards, and
communicates in such ways that all associated ttrec indirectly know where the school is

going and what it means to the community. The exédefrom school PSRG suggests a kind of
managerial leadership (Leithwood, 1999); a techr@ind functional approach often equated with

bureaucracy and hierarchy where one key leadertieapex and exercises strong leadership.

Inclusive decision-making and shared leadership

This section discusses and compares the surveyamadstudy findings on whether the principals
share leadership and decision-making with the SNBachers, students and other stakeholders.
Murphy (1995), and Begley and Leonard (1999), aushthat an effective principal is a leader
who leads not from the top of the school organmapyramid, but from the nexus of a web of
interpersonal relationships, with people rathentbi@ough people. Hallinger and Heck (1999)
add that the influence of the principal in thé'2&ntury is based on professional expertise rather

than line authority.

Mokoena (2011) contends that, during the past tlieesades, there has been a major shift
towards participative decision-making (PDM) in sglso(Hart 1995; Mosoge and Van der
Westhuizen 1998; Gultig and Butler 1999; Mabaso aheémane 2002; Bush and Heystek
2003a). Mokoena (2011) adds that those scholave lcalled for greater participation in

decision-making as a progressive way of making aslshmore democratic and more efficient.
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He also states that many scholars embraced thenntbi@t flatter management and decentralized
authority structures carry the potential for acingvoutcomes unattainable under schools’
traditional top-down bureaucratic structure. Rdain top-down bureaucratic structures

therefore inhibit, and reduce the scope for, gempirticipative decision-making.

This part of the discussion focuses on the extentitich school community members are able to
be involved in the decision-making process andeshbradership in respect of:

a) Resources and materials decision making;

b) Establishing a school community members’ code oficot;

¢) Planning and time allocation;

d) The student council’s involvement in school decisio

e) The school community’s involvement in the studetgarning progress;

f) New school members’ induction; and

g) Liaison with other local schools.

Resources and materials decision-making

The Rwandan data show that the scope for involvemokestaff and other school community
members in resources and materials decision-makimrgstricted to student fee income, and
government subsidies for basic materials suchss®tepreparation notebooks, chalks and paper.
The survey findings show that the majority of thiengipals stated that there was very limited
involvement of teachers, students and staff in si@stmaking about school resources and
materials. Only one principal (PKI) of the 14 resgdents claimed such involvement while a
majority (ten) confirmed that they have never inled other school members in decisions about
school resources and materials. However, the oltinee principals (PKB, PGB and PRP) stated

that they sometimes consulted the school commum&mbers.

Similarly, the case study findings in school PRS@vpe little evidence of shared decision
making regarding resources and materials. The ipahstated that he only involves the bursar.
The latter claims that the principal always corgribhance management. This is similar to the
findings from school PKIH, where the principal ati# three SMTs concur that the principal

seems to budget largely by herself, only involving bursar and then reporting how the school
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is financially led and managed to higher authsité the district level. The survey and case
study data collectively show minimal involvementsachool members in materials and resource

management.

This limited involvement in resources and materidéision-making contrasts with Botha’s
(2004) perception that a professional school ppiaicis the educational leader and manager of a
school, and is therefore responsible for the wakgsmance of all the people. Further, people
are human resources who use materials to produedlacated learner and the major role of
principals is to help the school achieve a higtelef performance through the utilization of all

its human and material resources and this is duoeigh effective collaborative leadership.
Establishing a school community members’ code nflgot

Four of the survey principals (PGS, PSV, PRP an8)Rfeclared that they always worked with
all stakeholders. Also, four other respondents (PWRELF, PAU, and PGB) declared they
sometimes involved other members of the schoostabdish their code of conduct. However, six
principals (PKB, PGT, PKI, PKT, PMT, and PSB) sththat the school community members
have never participated in establishing the schataif and students’ code of conduct. Care

should be taken in interpreting these self-repoctdments.

The principal of the lowest ranked school decldated he always included staff and students in
establishing the code of conduct but this was eadintted by three SMTs and three stakeholders
who said that they are not included. Similarly grincipal in PKIH, together with three SMTs
and two stakeholders, stated that the code of aingupre-determined by the Ministry of
Education and the district general inspectoratecbibols. At PKIH, it is the discipline master
who appears to be involved in the ethical code ataily duty, especially in dealing with

students’ behaviour and teacher activities.

This differs from the South African model (Bray, &), which stipulates that the drafting
procedure and final adoption of a code of conductpublic schools should be done
democratically through consultation with learngratents and educators although the governing
body is not compelled to accept their advice. Haaveit will generally adopt a code of conduct
that is acceptable to the stakeholders and in #s¢ interests of the school and all its learners

(Visser, 2000). It is the governing body (as theresentative of all the stakeholders) that finally
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adopts the code of conduct — not one of its memf@gs the principal) or some of them (e.qg.

educator or parent representatives).

Planning and time allocation

The survey findings demonstrate different attituteme allocation and planning. Almost half
(six) of the survey principals state that time editon and planning was always a result of
collective work. Most (seven) of the principalsiolad that they often or sometimes included
other school members to discuss time scheduleewhily the lowest ranked school principal

declined to share power in this respect.

However, the two case study principals claimed thaty were not deeply involved in time

allocation. In general, they only implement theigreal calendar and delegate power to the
heads of studies, and sometimes to the discipliasten, to deal with class monitors to manage
teaching and learning time. The principals stated their main concern is achieving teaching
and learning, as they have little scope to modify $chool calendar. This is confirmed by the
SMTs and other stakeholders, who also note that filanning is pre-determined by the Ministry

of Education.

The Rwandan data differ from the view expresseé&llym (1986), who stresses the importance
of consensus in time planning and allocation, sgathat the school timetable is a powerful

administrative tool that helps to operationalize #ims and objectives of the school by providing
an appropriate structural dimension to the curuoul The timetable provides an overview of a
large proportion of the school’s resources, sucteasher-time, pupil-time and room-space, and
also reveals the reality of a school’s curriculurgamization and how work is formally achieved.

Sharing decisions about planning and time allooasbould enable school administrators to
make better decisions on the school's educatior@jr@mme and about resource allocation

practices linked to the school's aims. The Rwargtzhools do not follow this normative model.
The student council’s involvement in school denssio

Phaswana (2010) contends that the impetus for dimdulearners in school decision making

emanates from the worldwide movement for increagmdh participation in settings in which
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young people find themselves on a daily basis ¢fati2 of the UN Convention on the Right of
the Child, 1989). Learner participation in this t=¢ refers to adults working with learners to
develop ways of ensuring their views are heardvahged (DfES, 2004).

The two case study principals self-reported beliefeealed some similar prevailing behaviours
with only slight differences about regularity are thumber of people to include. The highest
ranked principal (or school) invites teachers, stiig, and sometimes the district officer and
parents on a weekly basis while the lowest rankkdmed to meet few people (class

representatives, class monitors and the two heaats) a month.

Contrary to the principals’ views, the majority tfie participants (four SMT and six
stakeholders) in both case studies agreed thatstingent representatives were sometimes
involved, but collaboration was mainly between tencipal and the two heads. This is
consistent with the majority (4 of 7) of the resgents in the lowest ranked school who have
power to collaborate with the student represergatiue to the principal’s invisibility and focus
on more administrative work. Further, three ottdsslared to be unaware of the existence of the

student representative committee.

The survey findings also reveal that almost allghacipals deal with the head of studies, head
of discipline and class monitors concerning magho®! issues but rarely invite the students’
council to become involved in major school-levetid®mns. They are more often invited to

meetings concerning issues about discipline or thelfare.

The low level of Rwandan student participation @h@ol decision-making may contribute to
ineffectiveness and differs from Cotton’s (2003nici that an effective school principal
establishes a clear focus on students’ learningadwng a vision, clear learning goals, and high

expectations of all students, and establishesdati®ns and cordial relationships with students.

The low level of student participation in decisioraking in the Rwandan schools contrasts with
the view expressed by Phaswana (2010), Wilson (2@®@ Markham and Aveyard (2003), who
claim that student council participation in schdekision making broadens learners’ insights,
improves practical reasoning skills, and promotegreater understanding of school values.
Participation is also associated with higher edapat expectations, positive self-concept, and

greater academic commitment among young peoplen®aad Rankin, 2006). However, Jeruto
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and Kiprop (2011), who conducted research on stugarticipation in decision making in

Kenya, state that student participation is ofteswsad as problematic for school administrators,
parents and the wider society. This is becausgents are viewed as minors, immature and
lacking in the expertise and technical knowledgguired to be involved in school decision-

making. Hence, student participation is often cwd to student welfare and not to core
governance issues. This limitation is consistenthwhe Rwandan data since the student
representative committees appear functional thrainghschool organizational chart but stay
voiceless in practice because they are also camside be less experienced and immature by

school leaders and managers.
The school community’s involvement in the studdedshing progress

The involvement of the school community in the stud’ learning progress is mainly limited to
their inclusion in the transmission of results. RAKdeclared that she organizes meetings with
staff and students when the time comes to infore whder school community. Also, the
principal sends reports, where necessary, to thieiaioffice and the class masters give each
student his/her results’ bulletin to let their paseknow their progress. Parents are required to
sign them for acknowledgement and give suggestiontheir children’s results when students
are back from holidays. PRSG presents a differpptaach, claiming that students are only
informed about their learning progress after aquedf a month and half i.e. twice in a semester
that lasts for three months. However the wide stlsommmunity members and parents know
about it at the end of each term during public ltesproclamation. These views are confirmed
by all the survey principals and by all the SMTsl atakeholders interviewed in both schools.
The implication is that the Rwandan schools haveastablished a clear system for sharing

students’ learning progress with the school comyuni

The Rwandan survey and case study data, on scloooinanity members’ involvement in

student learning outcomes, differ from those coastimplementing School-Based Management
(SBM), aimed at empowering principals, teachers] parents, and enhancing their sense of
ownership of the school (Chen, 2011). These reddnave increased participation, autonomy,
and accountability, and led to improved quality exfucation and better students’ learning

outcomes (Ibid).
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Chen (2011) discussed an Indonesian model thathtdagaddress structural problems in the
legal and legislative framework governing educatgervice delivery to improve learning

outcomes. The Ministry of education decree defitiesl school committee as the community
representative body at the school level with mestiprcomprising parents, community leaders,
education professionals, private sector, educa#issociations, teachers, NGOs and village
officials, comprising a minimum of nine members amdhairperson who must come from

outside the school. This differs from the Rwandatadwhich show the existence of parent
committees in each school but they are not realtgtional. The committees are established and
elected by other parents during poorly attendedeigénschool meetings but the committees

appear to have no specific role, except for repitasg other parents in the school.

New school members’ induction

The case study findings show that there is no fogmt difference between the schools in
respect of induction except that more people arelied at PKIH while the principal of PRSG

seems to play the major role. PKIH notes thathat heginning of the year they prepare a
welcome feast for newcomers, both teachers anestsid The induction process is also ongoing
for teachers, with the principal being at theirpdisal at any time they need help. The findings
from the top ranked school show that only threepoadents of the seven (SMTs and
stakeholders) believed they were playing a roleoltaboration with the principal while the four

others believed they were not directly concerneané& said they worked with the principal in

activities such as the time table, explaining tleekacontract, the teaching materials distribution,
and introducing them to students in classes. O#iselies like explaining the school vision, goals,

aims and the government policy and other guideliagsgiven by the principal.

In contrast, PRSG states that he meets the estattlend new staff together in the meeting hall
to explain the background of the school and dmiirements of their job. For the students, the

principal organizes a one day retreat to talk alarhing and stimulate them to achieve success.

However, all seven participants seemed not to elved in new school members’ induction.

Three of them declared that they just informallypkd new teachers and students, stating that
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the principal mostly deals with this issue. Theethiparticipants are only involved in basic
process, such as providing teachers with the nages®cuments and introducing them to their

different classes, and introducing new studentdass monitors.

The survey findings largely confirmed the case ytata. The majority of the principals stated
that they talk with all staff, teachers and studeait together on the first day of school year to
explain how the school is run. The remaining aspetinduction are explained individually as
required. These findings are consistent witht8nit Paine, Raizen, and Pimm’s (2003) view
that mentoring, rather than induction, predominateschools and often there is little more to

assist beginning teachers.

Lehman (2003) suggests that every district shoffier @ multiple year induction programme

that provides systematic help and support, andctimsiot be done adequately by another teacher
with a full-time load who drops by when time pesnitr when a problem arises. The Rwandan
data are inconsistent with Lehman’s view in thessetinat there appears no planned system of

induction.

Liaison with other local schools

The case study findings show different views alsmhiool liaison even though they are located
in the same district. In the top ranked school (PKthe principal and four (two SMTs and two
stakeholders) of the seven participants agreed wWerg involved in collaboration with other
local schools because teachers and students sogsetiisit them, exchange experience by
visiting some teachers during their lessons, ooralory practice. Further, they sometimes
compete with their students through mock examslaBotation is also evident through games
and clubs where students compete and relax andecrekationships with others to develop
confidence and self-esteem. The local principat® aheet to discuss progress in the district.
However, three participants (two SMTs and one s$takker) claimed not to be involved in
liaison with other local schools. In contrast, tbevest ranked school (PRSG) has a much more

limited engagement with principals of other schptiisough telephone conversations or visits.
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The survey findings show that almost all the pgéints claimed to liaise with other schools
through the Carrefour Umurezi (Assembly of printspaand through competing with other

schools for mock examinations and sport.

The Rwandan findings differ from those in MelbouliDepartment of Education 2005). This
suggests that sourcing expertise from beyond theatacan enrich school-based programmes
with knowledge, ideas and an outside perspectioe.eikample, it may be helpful to invite or
visit an expert or colleague to work with individ@@achers and leaders to improve teaching and

learning strategies.

Staff Empowerment and Transformational Leadership

Weshah (2012) comments that several researchets asuLeithwood and Riehl (2003), Owens
(1995), Pillai and Stites-Doe (2003), Bush (20084 &'ukl (2006) state that leadership is a
process of influencing others’ actions in achieuvilggirable goals. Effective leadership is guided
by explicit purpose, and leads to a positive chatgeugh empowerment and delegation of
authority for teachers to make decisions on teachand learning processes (Antonakis,
Cianciolo and Sternberg, 2004).

This section discusses two sub-themes that focusherprincipals’ role in: a) instructional

leadership empowerment of teachers, b) interdepeedand supportive school culture practice.

Instructional leadership empowerment

Weshah (2012) argues that modern educational #s&ocus on the role of teachers as leaders
who have to develop and update teaching practisédaintroduce innovations that contribute
to school reform and advancement (Fullan, 2000;i@dbo and Lindahl, 2008). The author
adds that empowerment requires that teachers mawepact on school life. Yukl (2006), Short
and Greer (2002) and Weshah (2012), have identifiedain empowerment dimensions;
decision making, status, self-efficacy, professiod@velopment, communication, human
relations, and autonomy at work. Teacher empowetiseseen as a means to enable teachers to
promote quality teaching and learning (Dubon, 1¥%herford, 2009; Weshah, 2012).
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The author’s survey findings suggest a modest lef/@hstructional empowerment as seven of
the 14 principals claimed they either always, oftesometimes organized in-service training, or
facilitated staff teachers to attend seminars dry the Ministry of Education, while the other

half rarely or never did so because teaching aarthileg guidelines are still centralized at the

national level. These principals only encourageahers to pursue their studies to improve their
intellectual capacities.

The case study findings were similar in the sehs¢ the two principals and five SMTs from
both the top ranked (PKIH) and the lowest rankekost (PRSG) confirmed only minimal
teacher empowerment with regard to instruction endiculum elaboration. This is largely
because of centralization as decisions were take¢heaministerial and NCDC level and the
schools are only responsible for implementationm&mes the National Curriculum
Development Centre staff met with different edumatistakeholders to discuss national

curriculum elaboration but the principals have pecific role in this.

The Rwandan findings are similar to those of West2112) in Jordanian schools. He found
that the opportunity for professional developmemttéachers is limited and, where available, it

is usually superficial and inadequate to meet teankeds.

Empowerment and innovation

The hierarchical control of pedagogy and instructioes not empower or encourage teachers to
seek innovation but rather leads to repetition exadfficiency. The survey findings show that
almost all (13) of the principals did not encourageovation. This was confirmed by
participants in the lowest ranked school, who @tes] that there was no innovation. One of the
SMTs has worked in the school for five years bug égperienced little or no change. Teachers
were expected to concentrate on a set of subjectdemching areas. This is also supported by
most participants in the top ranked school (PKIHhpvelaim that there is little or no innovation.
They say that the principal only attempts to depeddearner-centred approach through support
and care of students. However, the principal inBPécouraged teachers to exchange
experience and teaching materials in order to esthéaching and learning methods while the

top ranked school (PKIH) appears to encourage pastipe spirit and team work to overcome
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individuals’ weaknesses. This approach may congildo the school’s high ranking in the

survey.

Overall, the great majority of survey and case \stoglspondents state that there is little
empowerment and that schools are still bound byathtecratic rules and regulations. Schen
(1998, 2001), and Weshah (2012), state that cesgcabuthority, and the lack of community
involvement in educational policy, constitute thesnimportant obstacles for the development
of educational institutions. Oplatka (2004) addattin most developing countries, principals’
power is severely limited by the wider system. Huaricational system in these countries is
highly centralized, constraining principals’ autamp This is exemplified by the creation of the
National Curriculum Development Centre (NCDC) ind&a in which principals have no direct
role.

Interdependence and supportive school culture praate

Louis et al. (1995) developed a framework for pssfenal learning communities (PLCs) and
argued that, unless teachers are provided with a&e nsupportive and engaging work
environment, they cannot be expected to concenwatdncreasing their abilities to teach
students more effectively. There appears to bedbirtarnational consensus that a PLC suggests
a group of people sharing and critically interraggttheir practices in an ongoing, reflective,
collaborative, inclusive and learning-oriented @ (Mitchell & Sackney, 2000; Toole &
Louis, 2002).

The author’s survey findings show that more tham hhlf of the principals claimed that their
school community presented an interdependent goypbstive climate conducive to teaching and
learning. Most (8) of the principals believed thiay were sharing with staff members through
the practice of information collection and analygdmost all of them stated they encouraged
interdependence and support that values each soh@wmlber’s contribution inside the school
setting and even during extra-curricular activitisgice their outside relationships could
strengthen collaboration and inclusivity to operagea collective unit. Most (8) of the principals
claimed that their staff always enjoyed being i@ sichool, while the others stated that they often

or sometimes enjoyed being there.
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The case study findings indicate a different apginoa PKI felt she supported teachers and
helped them through class supervision and feedlaak even proposed model lessons to
improve teaching methods, and to facilitate a caltaf professional development. This was

confirmed by two SMTs and one stakeholder, who eheir principal to be supportive during

supervision and constructive through her advicenanthly meetings focuses on teaching and
learning. She facilitates ongoing work with teash&r encourage them to help each other in
lesson preparation through team-work, and shagagurces. This process strengthens collective

work, inclusivity, mutual trust, sense of ownersaip professional growth.

In contrast, PRS felt bound by administrative andebucratic duties. He was perceived to be
invisible and that seems to have led to lack ddttand belief in him, as this approach does not
enable the school to become a professional leacongnunity. The findings also indicate little
evidence of empowering teachers. Two SMTs and ttakebolders emphasized that the
principal focused on administration rather thanuBdeg on instructional issues. His limited

presence leads him to rely on the head of studigsirts.

Collegial and Relational Leadership Culture

Davidoff and Lazarus (1997) state that the cultafethe school includes the values, the
underlying norms which are given expression inydpilactices, and the overall climate of the
school. Schein (2004) adds that culture can beyaedlas a phenomenon that surrounds us at all
times, being constantly enacted and created byirdaraction with others. Cunningham and
Gresso (1993) suggest that schools have to recmgihmat their organizational structure,

behaviour and performance are all due to the aibéithe school.

This section discusses the collegial and relatidbesdlership culture enactment revealed by the
survey and case study findings to show how thecpgrals and other school community
members’ work together to achieve their schoolovisimission and goals. This theme has two

sub-aspects: a) social cohesion and social rekdtips; b) the principals’ main responsibilities.
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Social cohesion and social relationships

Angus (1995) and Jarzbkowski (2002) share the \ieat leaders have no monopoly on the
development of organizational meaning; rather, yvee is part of the process of developing
meaning within the workplace. The authors explaotiegial practices in schools as being
activities in which culture is being developed. |tGre evolves in a particular way when teachers
and other staff spend time both socializing andkwngy together. Jarzbkowski (2002) referred to
Hargreaves (1994) who suggests that school cutamébe viewed from two aspects: content and
form. The content aspeof teacher and staff culture can be seen in whegt $ay, do and think,
being based on shared values, beliefs and assumsmifdhe teaching group. The form of culture
consists of the characteristic patterns of relatigos and forms of association between members
of those cultures. The form of teacher culture®ibe found in how relations among colleagues

are articulated (Hargreaves, 1994: 166).

The principal and almost all other participants &vand stakeholders) in PKIH revealed a high
level of school cohesion and social relationshipse participants felt that the more their
relationships were harmonious, the more the schvasl successful. The principal encouraged a
spirit of team work based on order, honesty, etyadlust and harmony and all school members
did whatever they could to support each other aedte good social cohesion inside and outside
the school. For example, the school, on the prali@pnitiative, has installed a mutual support
fund called ‘lkimina’ which facilitates the schoabmmunity members to help each other
socially and financially. The participants alscosfed students the advantages of studying
because they are still young and can be distrdayechundane things, then drop out. They all
aimed to address social problems within the schooimunity so as to meet the school’s goals
and develop an effective teaching and learningatim Almost all the participants stressed the
value of cohesion and interpersonal relationshipghe school and the way their principal

encouraged participation, regardless of formalstat

In contrast, the PSRG findings show that almost @tticipants (principal, SMTs and
stakeholders) believed that their inter-connectod social cohesion was linked to the socio-
economic situation and their need to stay linketandle life issues while also trying to achieve

the school’s goals. The school has a communityasassociation called ‘Umubano’, i.e. ‘Living
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together’, that serves to help them solve diffiesltarising from their low salaries. They also
discuss other issues that may improve each memlderand job. The school staff interrelates

through respect, equity and collective support.

The survey findings show that some aspects of soalgesion and social relationships have been
highlighted by the principals. Most principals J1day that they always or often facilitate a
supportive culture in order to help each membefutbll his/her responsibilities. Most (8)
respondents claimed cohesion and social rappanttivé school members through sharing ideas,
and providing mutual support. However, one princig@dSV) claimed that sharing was
problematic because stakeholders are ignoranteofdtue of participation in school activities or

stick to the traditional belief that it is the pripal and teachers’ job to deal with schools.

The survey findings also demonstrated cohesiveralational school culture through traditions,
rituals and celebration of school events and aements. Almost all (13) participants declared
they always, often or sometimes encouraged schamitecelebration because this reinforces a
good climate for learning and teaching since itegpp to link the whole school community. This
concurs with those authors who have defined orgdioizal culture as a manifestation of beliefs

and values that organizational members share @&nk9®91; Raihani, 2008).

The case study findings link to the survey resultthe sense that both present aspects of school
culture that evolve from how teachers and otheff stacialize and work together (See
Jarzbkowski, 2002) and also include both aspecsslodol culture (i.e. content as what they do,
think and say; and form as patterns of relatiorshapticulation among colleagues) (See

Hargreaves, 1994).

The principals’ main responsibilities

Leithwood & Riehl (2003), and Raihani (2008),sudgésee key responsibilities for principals
which are valuable in almost all school contexissetting direction, which includes building
shared vision, developing consensus about goalgaadties, and creating high performance
expectations; b) developing people, which congisfsroviding individualized support, offering

intellectual stimulation, and modeling importantiues and practices; and c) redesigning the
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organization, which comprises building a collabimeatulture, creating and maintaining shared
decision-making structures and processes, andibgitelationships with parents and the wider

community.

Similary, Singh and Manser (2002) recommend foaments that are components of a collegial
and relational school principal responsibilitiedasulture i.e. planning according to a shared
vision; managing through participation and collat@n; developing a school as a learning
organization; and drawing on support systems thraaglimate of effective management and
transformational leadership. The responsibilityfdoilitate the four elements rests heavily on

school principals, their management teams anddkerging bodies.

Almost all participants at case study PKIH agrdeat the principal’s main responsibilities relate
to the overall good conduct of the school throug $chool vision’s principles i.e. “Heroism,
Unity and Work”, creating a sense of cooperatiod gnod social relationships in and outside
the school in order to achieve the expected outspara to help school community members to
feel involved in the school. The majority of thergmEpants add that the principal’s
responsibilities included planning supervision &etping teachers in their different activities, to
advise students about learning, to access resouaterials for teachers and students, time
management, thinking about the future of the schestablishing rules and discipline, and
valuing the people who work in the school. In #ddi most participants consider that the
principal shows sensitivity to the feelings, thotgglnd participation of others, considers the
implications of decisions on the climate, culturel goals of the institution, maintains visibility
and accessibility, and promotes collegial behavidbihe also facilitates team and group
leadership, develops action plans linked to sclgoalls, and encourages her followers to carry
out their responsibilities in accordance with thelr description.

This perception is consistent with Egwuonwu’s (200@w that an effective leader has the
moral and intellectual ability to visualize and wdo improve the school and its employees. An
effective leader creates team spirit and is capabfgersuading others to move enthusiastically

towards the achievement of group goals.

In contrast, the findings from PRSG showed a ppalcivho is focused on coordination of the

different school structures and relating more ttsiokers than with school community members.
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The principal displayed a lack of instructional anahsformational leadership behaviours and
appears to be mainly focused on administrativestasilmost all the SMT members and
stakeholders perceived the principal to be an adtrator rather than an instructional leader.
They depicted the principal as an autocratic anédaicratic leader, and operating through day-
to-day control of the school’s functions. The pijpat is focused on administrative duties at
school and with other political authorities andmsenot to be visible at the school. This lack of
instructional and transformational leadership pcacat PRSG may link to its low ranking within
the survey data.

The 14 surveyed principals were positive about thays in which they fulfill their

responsibilities. Half of them say that there isajs a collegial and relational leadership culture,
through frequent communication, while five declatiedt they often or sometimes did the same.
All 14 principals stated that they felt there waswe sense of community as staff worked like a

single family. Care should be taken in interprgtinese self-reported claims.

The top ranked school appears to embody LeithwoaldRiehl’s (2003) view that the principal
sets the direction by setting the school’s visiod aorking towards its implementation and the
creation of social relationships aiming at achigvthe school’'s aims. Further, she develops
people by helping school members to feel involyaayiding intellectual stimulation through
planning supervision and helping teachers in tldéferent activities. She also redesigns the
organization, within the limits imposed by a celited system, through thinking about the
future of the school, valuing people and showingsgwity to the feeling and participation of
others in the school activities. This differs fralata drawn from the lowest ranked school that
presents an invisible, autocratic and bureaucratiocipal, who also is perceived to lack

instructional and transformational leadership pcast

Theoretical significance

The author's research has theoretical significansethe Rwandan data serve to modify
Hargreaves’ (2002) model of school culture. Hargesatheory consists of two typologies. The
first assumes that all schools have to achievegteds for which they exist while the second
relates to maintaining social cohesion and soeiationships that are satisfying, supportive, and

sociable, to achieve teaching and learning outcomibe author suggests that achieving the
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goals, and maintaining cohesion and social relaliggs, are sometimes in tension and one may
be at the expense of the other. His two-by-twoolypgy distinguishes four school culture
practices: a) the formal school culture (the schmwaktices high social control with low social
cohesion), b) the welfarist school culture ( higitial cohesion with low social control, c) the
hothouse school culture (high social cohesion aghl social control), d) the survivalist school

culture (low social cohesion and low social controlhese models are explained in chapter one.

The Rwandan data show that the Hargreaves two-bytywology needs to be modified to

explain the culture of the survey and case stutlp@s. The prevailing school culture was based
on affiliative and collegial relationships among techool community members. Both the top
ranked and the lowest ranked case schools presensedcteristics of high social cohesion but

differed in the level of social control.

The findings show that the top ranked school hgh bocial cohesion and low social control and
is therefore ‘welfarist’, with a friendly atmospleera focus on individual student development,
and nurturing a favourable teaching and learningrenment through a child-centred approach.
The principal facilitated a spirit of team work bdson order, honesty, equality, trust and

harmony and all school members contributed to gmmial cohesion, through mutual support.

In contrast, the lowest ranked school presentedcasmf high social cohesion and a top-down
traditional, bureaucratic and managerial schodlucelthat implies high social control, through

regular reports from the head of discipline anddhefstudies to the principal, who was often
absent from the school and perceived to be ‘inigsib Hargreaves categorised this combination
of high social cohesion and high social control‘tasthouse’ school culture. However, this

implies excellence and, in practice, high leveldbofeaucratic control hinder ‘ownership’ at the
lowest ranked school, impacting on staff commitmentStaff work under pressure, lack

enthusiasm and are anxious to fulfill their dutiescause of high levels of control.

The theoretical significance of this research & the Rwandan data do not fit Hargreaves’ two-
by-two typology of school culture. The researchdiimys suggest that the ‘hothouse’ school
culture should be modified to include high sociahesion and low social control, while the
‘formal’ school culture should have high social esion and high social control, in the Rwandan

context. The research showed that the Hargreavamfschool culture typology (i.e. with low
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social cohesion and high social control), is cdesiswith the results of the lowest ranked school
results, while the welfarist typology of high sdcamhesion and low social control embodies

characteristics similar to those of the top rankelbol (see table 8.1)
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School culture practice

Typology

Hargreaves rhode

Rwandan data

Formal school culture

High social control &

Low social cohesion

Custodial and coercive ton
fostering traditional values

pressure to achieve learningbureaucratic and managerial

goals, orderly school life tha
is scheduled,
with strong work ethic, High
academic expectations witl

low tolerance of those wh

disciplined reports.

e In the lowest ranked school, the principal
invisible, leads

exercises high levels of social control throu

tend to implement orders and to fulfil duties.
h contrast to the Hargreaves typology, this sch

has high social cohesion based on solving

do not live up to them, staff issues rather than working towards sch

relatively strict, and

institutional loyalty valued.

objectives.

in a top-down traditiona

There is little ‘ownership’, and staff

is

manner, gnd

gh

n
pol

ife

[o]

Welfarist school culture

High social cohesion &

Low social control

Relaxed school with friendly In the top ranked school, the principal is visib

atmosphere, focus 0
student
child

centred education. There

individual
development and

and focuses on collaboration and cohes)
relationships.

low work pressure and socigl are minimised, and there is encouragemen

cohesion is more important feel ownership and commitment to the school

than academic goals.

shows willingness to assist staff and studer

Each member is valued 4
s encouraged to participate, control and press

nd

ure

Hothouse

High social cohesion &

High social control

Frenetic environment,
putting
students under pressure f
active participation in schoo
life.  There are high
expectations of work,
personal development, teal
spirit, enthusiasm ang
commitment  of
There is anxiety about failing
to achieve the goals, loss

individuality and coercive

social control.

teachers,

The hothouse model does not apply to

educators and Rwandan data as the top ranked case st

rschool is characterised by high social cohes|
and low social control. Contrary to Hargreavs
model, there is
facilitation of team work, trust and harmony.

d

=

a friendly atmosphere,

he
udy
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s’

Survivalist school culture

Low social cohesion &

Low social control

Poor social relations

teachers striving to kee

The survivalist school culture model does not

the Rwandan data because the lowest ran

basic control, avoidance of school is characterised by high social cohes

academic work, and lessorfsand high social control.

It has top-do

move at a leisurely pace. traditional leadership through regular control

Students under-achieve arldstaff and students’ work. Staff feel support

staff feel unsupported an

alienated. There is lo

morale and little professiona|l

satisfaction.

fl although this is mostly for solving their lif

issues.
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=
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h

Table 8.1: School culture in Rwanda (adapted froangreaves’ (1995, 2002))

Table 8.1 shows that the Rwandan data suggest swd#ication to the Hargreaves typology.

The lowest ranked school data present some oftheacteristics of the formal school culture
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type, but it differs in the sense that the schasd & high level of social control and high social
cohesion, characteristics of Hargreaves' hothoudeod culture. The Rwandan data are
theoretically significant also in the sense thattibp ranked school has characteristics consistent

with welfarist school culture, with high social @#ion and low social control.

The Hargreaves typology assumes that the mosttieetype is ‘hothouse’, with high social

cohesion and high social control. However, this fhe lowest ranked school in the Rwandan
study. The Rwandan data imply that the most affectchool culture model is that based on
high social cohesion and low social control ratthen the Hargreaves model of high school
cohesion and high social control. In Rwanda, higtiad control was exerted through top-down,
traditional and managerial leadership, which hisdar true sense of ownership in school

decision-making, leading to ineffectiveness.

However, it is not possible to generalize from twe case study schools to the wider Rwandan
context. The model is grounded in the specific cetaely schools, not in the whole Rwandan

educational system.
Overview

This discussion chapter has been structured arthme@ major themes that derived from the
literature and the author's findings; the princgabarticipative instructional leadership

perspectives, staff empowerment and collegial atational leadership culture.

While the principals claimed to facilitate pedag@jidiscussions, the majority of survey and
case study participants said that this was inhddite the centralized system of instructional and
curricular programmes established at the natiaeadllby MINEDUC and the NCDC. This leads

to very little autonomy and minimal involvement diecision-making for principals, educators
and school community members. This means that prostipals focus more on managerial and
bureaucratic duties and also adopt a top-downtstr@ievith limited participation of other school

members in decision-making on such issues as e=®w@nd materials, community members’
code of conduct, time allocation, students’ leagnprogress, new members’ induction and

liaison with other schools. One positive featunewever, is the cohesion and relational
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leadership culture that prevails in the majorityttid schools where each member feels involved

and supported.
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Chapter Eight: Conclusion

Introduction

This final chapter provides the conclusion to thests. The chapter shows how the research
guestions have been answered and discusses thicaigre of the study, linked to previous
literature and research. The chapter also dissuksdimitations of the study and provides some

recommendations for practitioners and policy-makansl for further research.
Answering the Research Questions

This research was conducted using a mixed metgpioach and focused on exploring the role
of high school principals in leading and managingirt schools in the Huye district in Rwanda

drawing on concepts of school culture. The studg \guided by six research questions. This
section provides answers to each of these questiasged on the evidence from the survey and

the two case studies.

Research question 1: What are the main respoitgiilof school principals in Rwanda?

The rationale for this research question was tdoegpvhether the school principals played an
influential role in their schools by setting thenéoof the school, the climate for teaching and
learning, the level of teacher professionalism amorale, and a degree of concern for the
students. The issues to explore included whetleeptimcipal is an initiator (he/she gets projects
started); an innovator (sustains, supports or brimgwv strategies); motivator (he/ she influences
others through collaboration to reach the visionssion, goals and objectives); calculator

(he/she sets the school activities on a clear egfiatplan); and communicator (he/she

communicates the school vision, leads each memh&sgn ownership and stimulates the

school community relationships).

The findings from both the survey and case studlifes many similar, and some different, views
on the main responsibilities of the principals, gitssthe fact that schools in Rwanda are run in
accordance with the MINEDUC rules and regulatianigh limited autonomy and responsibility
for school principals.
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The research findings showed that most respondevisaled that their principals stressed
affiliative and collegial relationships in their ydéo-day work but appeared to have minimal
responsibility for curriculum and instruction, besa they mostly dealt with its implementation
rather than participating in its elaboration. tdaion, the results demonstrate that the prinsipal
and the school community members have a very linrtde in establishing the mission of
education system. They were only able to contritotets implementation. This makes it
difficult for stakeholders to define a distinctigehool mission, and to frame and communicate
clear school goals. This inevitably impacts on asseof ‘ownership’ and, as noted above, may
hinder the principal’s responsibility as an instroigal leader, leading to ineffective teaching and

learning.

The data show that principals sought to maintaileg@l relationships. The majority of

principals established activities that reflectecqfrent communicative and collaborative
opportunities, encouraged, supported and apprecialeas sharing, and sustained good
interpersonal relationships that appear to haven bmmducive to a favourable climate for

teaching and learning.

The case study findings reveal significant differe between the highest and lowest ranked
principals. The highly ranked principal maintaingsibility and accessibility, encouraged team
work, and helped staff to carry out their dutiesaatordance with their job descriptions. This
principal also helps teachers in their differentidites, meets students to talk about learning,
and provides resource materials for teachers armtests. She also appears to value the people

who work in the school.

In contrast, the principal of the lowest ranked agdhfocused on coordinating the school
structures, and on hierarchical and top-down m@tstips, due to his administrative bias and
frequent ‘invisibility’ in the school. The principavas also perceived to be focused more on
external relationships than those with school comigumembers. The principal’s approach is
more administrative than pedagogical or instru@ion The principal was viewed as an
autocratic and bureaucratic leader, operating yxtdaday control through reports from some
middle school leaders, i.e. the head of studiestlh@dliscipline master. He is regarded as task -
oriented, focusing on implementing the school cddenn accordance with central education

office requirements.
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The findings from the lowest ranked school contvathh Black’s (1998), and Johnson’s (1997),
conception of three broad approaches to princgedérship; instructional, transformational and
participative leadership. These authors say thdtodc principals should create clear
expectations, maintain discipline and implementhhstandards, aimed at the improvement of
teaching and learning. They should also be lead#hsvision, leading the school to use more
effective teaching and curricular strategies, amgpsrting educators in their classroom teaching.
This instructional mode differs from the Rwandamgpals’ practice, as the latter are only
minimally engaged in determining the school visamd mission, have only limited instructional

involvement, and have little impact on teaching kraaning.

Black (1998), and Johnson (1997), also state thastormational leaders inspire and motivate
their followers towards a common vision and gohlscontrast, the Rwandan principals showed
little or no transformational leadership. Thidasgely because they are leading in a centralised
education system which allows few opportunitiesinoovate or to empower the school

community.

Black (1998), and Johnson (1997), add that padioip leadership involves the members of the
organization, educators, learners, support stadfemts, and other stakeholders, becoming
involved in problem solving, learners’ improvemeartd any other decision making in the
school. The research findings show that the tagked school principal presented some
characteristics of participative leadership but, bioth schools, there is minimal scope for

involvement, as decisions on most major issuesnaige by the central authority.
Research question 2: How do high school princigalact their leadership and management?

The Rwandan data suggest that there were few apptes for shared leadership among the
school community members, although the majoritythef survey principals claimed that they
allowed involvement in planning and time allocationHowever, there was very limited

involvement of school community members and othakeholders in decisions concerning
resources and materials, and participation in studearning progress was confined to
communication through school bulletins or duringlpu proclamations. There was also very

little scope for inclusion in new members’ inductiand few opportunities to liaise with other
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local schools. However, a modest level of partitgra existed in establishing the school

community members’ code of conduct.

The two case studies presented different persgsctn shared leadership. The data collectively
showed minimal involvement of school members inenals and resource management, and
presented a lack of collective leadership in plagrand time allocation, where the principals
considered time organisation as the responsitlitthe two heads (studies and discipline) and
the class monitors. However, the findings showeghstifferences between the two case studies
with regard to the student council's involvement s&ehool decision making activities,
participation of the school community members udsit learning progress, involvement in new
school members’ induction and in liaison with othegal schools. The lowest ranked school’s
data suggest that the principal is autocratic,anévical, invisible, and leading from the top
through reports given by the heads of disciplind studies, whereas the findings from the top
ranked school showed that the principal collabaratéh some school members, for example in

liaising with other local schools and inducting ngeshool members.

Mokoena (2011) argues that principals are now reduio lead the school community through
participation and collaboration among stakeholdersdecision-making (Cranston, 2001;

Jackson, 2000; Williams & Portin, 1997). SomechO@0adds that leaders should be willing to
let go of traditional authority roles by allowingakeholders to have a greater voice, providing
them with support that fosters empowerment. Moko@@4.1), and Jackson (2000), argue that
principals need to involve staff in collective d@on-making. The authors emphasise the
importance of consultation, collective decision-mgk and delegation of responsibility. The

Rwandan data are inconsistent with this literamgehey generally showed little scope for the

involvement of school community members in schaaision-making.

Research question 3: How, and to what extent, dan@an principals lead teaching and
learning in their schools?

This question relates to the extent to which highosl| principals lead and manage teaching.
This includes student-teacher relationships; teaghrefessional development, planning the

curriculum, and creating a climate conducive teetife teaching and learning.
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The Rwandan data confirm that curriculum and pedmgb instructions were predetermined,
and derived from the Ministry of Education and thational Curriculum Development Centre
(NCDC). The clear implication of this centralisetbdel is that principals, and other school
community members and stakeholders, have verg Bitbpe to lead teaching and learning, but

are restricted to implementing national policies.

However, the principal of the top ranked schookdrito encourage instructional leadership
practices through collectively planning the staffierk, facilitating discussion about teaching
and learning, and encouraging school staff to exghaxperiences in order to implement the
school objectives and mission. This principal pded constructive daily advice to teachers and
students, encouraged teachers to share teachiogrees, and facilitated team work in lesson

preparation.

In contrast, the principal of the lowest rankedasithresults was perceived to be invisible and
practicing managerial leadership. The approackopsdown, and day-to-day teaching and

learning activities are controlled through repaltsived from the discipline and studies heads.

This instructional leadership behaviour differsnfirdviurphy’s (1990) view that principals in
productive schools — that is, schools where thditgyuaf teaching and learning are strong —
demonstrated instructional leadership, both diyeatid indirectly. Bush and Glover (2002) add
that the core purpose of principalship is to previgadership and management in all areas of the
school to enable the creation and support of cammditunder which high quality teaching and

learning take place and which promote the highessiple standards of learner achievement.

However, the Rwandan data show that principals taekscope to act as instructional leaders
because the educational system is centralisedicGlum is predetermined by higher authorities,

allowing educational stakeholders only a limiteakstin shaping teaching and learning.

Research question 4: How do high school principedsl and manage staff and other resources

at their schools?

Rwandan schools receive their income from studess find Government subsidies. Leadership
and management of staff and other resources igatisetl and involves very few people at

school level. In most schools, including the loivesked case study, only the principal and
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bursar are involved, with the minimal participatioh the head of studies and the discipline
master, in respect of teaching aids, cleaning tosp®rts equipment, and other materials.
However, school-level decision-making remains Iprgentralised, as even the bursar could not

make decisions without the principal’s approval.

The principal of the top ranked school operated glifferent way, regularly involving the head
of studies, the discipline master, and the bursac¢hool staff management, and planning school
resources and materials, but the final decisiotisrested with her. However, there was still
only limited scope for other school community menshi® be involved. The system for leading
and managing staff and other resources is stiltraksed and, even at the school level, the

principal has a near-monopoly in managing staff @iinér resources.

The Rwandan findings concur with Shen’s (2001) vieat some educational institutions are
still governed by the centralised authority. Théadshowed that centralisation, and the lack of
school community members’ involvement in educatigmaicy and leadership, are the most
important obstacles to the development of educatiamstitutions. This is confirmed by the

Rwandan data, which show that resource managemesives very few people and is ultimately

controlled by the principal, within the constrainfsa highly centralised system

Research question 5: How do principals relate teirtlstakeholders, including the hierarchy,

teachers, students, support staff, parents and@dhemunity?

The Rwandan data show that the principals facdttadngagement with their stakeholders and
promoted social cohesion and social relationshiporg the school community members.
School community members were encouraged to buildngerdependent school culture that
helped each member to fulfil their duties. The iy also suggest that principals encouraged
traditions, and celebration of school events, iofoece trust and help school members to feel
‘ownership’ of the school. However, some stakdb retained the traditional view that school

leadership was the concern of school principalsteadhers.

There were some differences between the two casly sthools. Both principals encouraged
honest and friendly relationships, but the principhthe top ranked school was particularly

influential in promoting team spirit and harmoniotedationships, while trying to create an
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orderly work place. At the lowest ranked schooleliaction and social cohesion was motivated

by survival due to the socio-economic situation.

Ojo and Olaniyan (2008) suggest that maintainingdgeelationships helps to encourage the
growth and improvement of the school and its comtgunThey portray education as an open
system and as a social organisation that shouidetlun relationships within and outside the
school. The highest ranked principal, in particueanbodied these ideas within the limitations

imposed by the centralised system.
Research question 6: How do principals affect tselmools’ culture?

Fidler, Russell and Simkins (1997) argue that tbéuce of an organization represents a
stabilizing and unifying force. They describe cudtas the distinctive way in which organization
members go about their work and relate to eachr atha particular organization. Culture refers
to values, beliefs and norms of individuals in tlnganization and is manifested by symbols and

rituals rather than through the formal structuréhef organization (Bush, 1995).

The Rwandan data show that school leadership isti@ned by the strong role of the Ministry
of Education, and the National Curriculum Developmm€entre (NCDC), allowing minimal
scope for principals to influence school culturBhe Rwandan survey and case study findings
show that principals are able to influence schatiuce mainly through encouraging collegial
relationships. The data indicate that most prifsigaught to develop a supportive culture, to
encourage school members to fulfil their respotités. However, there were differences
between the two case study schools. The suppoctiltere at the lowest ranked school was
primarily to help members to address their lifeiessrather than being focused on the school. In
contrast, the top ranked school's social cohesias designed to achieve success within the

school.

The top ranked principal focused on pedagogicaliastiuctional issues, including planning and
organising staff work, directing the implementatioh the school’s vision, and coordinating
school activities with other members. The schoaicfioned in an effective and collaborative

manner, based on supportive systems among members.
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In contrast, the principal of the lowest rankedastthad little impact on school culture, because
of his ‘invisibility’ and a focus on managerial @eg rather than instructional activities. The
principal led in a traditional manner, with routindministrative work, implementing rules and

regulations from higher authorities, and leadinthvai hierarchical approach.

The two Rwandan principals impacted on school celin very different ways. The highest
ranked school appeared to be unified (Fidler, Ruasd Simkins, 1997), with supportive social
cohesion and social relationships, to achieve thed’s goals, while the lowest still followed

traditional top-down approaches to leadership.
Significance of the Study
This section addresses the empirical and theolsigaificance of the research.

Empirical significance

The author’s research shows that school leaderahgh management in Rwanda are still
centralised at the level of the Ministry of Eduoati which rules and mandates schools through
the regional offices and the district inspectoratebhis hierarchical and top-down chain of
command limits the scope for principals, school oamity members, and other stakeholders, to
instil school-based management initiatives. Thiseaech is significant because it is the first
major study of school principals in Rwanda. It pd®s important new data on instructional,
transformational and participative leadership pecagtand school culture, in the Rwandan
educational system, where principals lead and nmeandthin a centralised system, and have
minimal autonomy and discretion in leading and ngamgtheir schools. The research, therefore,

also provides a contribution to the limited liten& on school leadership in centralised systems.

The author’s research was underpinned by two m@ajodels of educational leadership and
management, instructional and transformational Iiktgdr and Heck, 1996a, 1996b), which

originated from research on effective schools. Hmwethe research findings showed little scope
to enact either of these models in Rwanda, dued¢h&alised nature of the educational system,
limiting the scope for developing a specific schbased vision, and for influencing the nature of

the curriculum.
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Participative leadership is also of contemporagnisicance (Mokoena, 2011) but the author’s
research shows that this is difficult to impleméetause the top-down educational system in
Rwanda allows minimal participation in school demsmaking. Policy-makers, principals,
teachers, students, parents, and other stakehoitdaysbenefit from the research if they adopt a
new approach based on open and participatory Iglaigewith flatter organisational structures
rather than the traditional authority and top-dapproach. This would reduce the gap between
higher authority and school leaders, and facilitgtool community members’ involvement,
leading to a sense of ownership and the creati@natiimate conducive to effective teaching and

learning.
Instructional leadership

This section assesses the instructional leadergraptices of the Rwandan principals and
contrasts them with instructional leadership pragtas represented in the literature. Instructional
leadership is one of the foremost leadership modasmeasured by the number of empirical
studies (Heck and Hallinger, 1999). The model eibfi addresses how school leaders and
teachers exercise educational leadership to brogytaschool improvement (Leithwood and

Jantzi, 1999b; Southworth, 2002).

The author’s survey and case study findings indithaat instructional leadership is constrained
by the top-down approach to curriculum and pedagdgiermined by the Ministry of Education
and the National Curriculum Development Centre (NB}D Principals and school community
members have very limited autonomy on instructi@ra curricular issues. The Rwandan data
show that the great majority of principals focus romtine bureaucratic functions, inside and
outside the school, rather than instructional lestdp. Hallinger (2003), reflecting on such
cases, states that principals occupy a middle tshfgbe position in which their authority is
severely limited, by their need to meet the expewta of those above them in the hierarchy. The

scope for instructional leadership is also conseaiby the limited expertise of the principals.

Bush (2003, 2007) argues that school aims areglyramfluenced by pressures from the external
environment, and particularly from the expectatia@isgovernment, often expressed through
legislation or formal policy statements. Schoolsyrha left with the residual task of interpreting

external imperatives rather than determining aimshe basis of their own assessment of learner
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needs. The key issue here is the extent to whichatenanagers are able to modify government
policy and develop alternative approaches basestbaol-level values and vision. In Rwanda,
the external imperatives are particularly stroegyving little scope for school-level instructional
leadership. The findings are significant becabsg tonfirm that instructional leadership is very

constrained in highly centralised systems.
Transformational leadership

Hallinger (2003) views transformational leaderdiaging the skills to develop the organisation’s
capacity to innovate. Rather than focusing onlydoect coordination, control, and supervision
of curriculum and instruction, transformationaldess seek to build the organisation’s ability to
determine its purpose and to support the developofethanges to the practice of teaching and
learning. Transformational leadership may also ieeved as distributed in the sense that it may

emphasise the development of a shared vision aarédltommitment to school change.

The Rwandan data show that principals and teadrersiot empowered to innovate but are
confined to prescribed duties and tasks. The paisicould not initiate transformation in their
schools since they feel rule bound and autocr&fited. This means that they adopt managerial

and hierarchical leadership, focused on routirtaerahan innovation and school improvement.

However, the top ranked principal attempted to dfamm her school through limited
innovations, such as encouraging teachers to putiseie studies for higher degrees, and
prompting collaboration between them to enhancé ttepabilities. Despite this initiative,
however, only a shift to school decentralisatiofikisly to empower principals and teachers to
develop a transformational approach, generatingt @nd openness among school community
members and bringing about school improvement. ®g@l§2004) argues that there must be
change from the severe limitation of power in mdsveloping countries, including Rwanda,
allowing principals to be leaders of their own salso The Rwandan data are significant
because they show that the scope for transfornmatleadership is limited in highly centralised

systems.
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Participative leadership

Participative decision-making is still a centragtire in the literature (Pounder, 1997; Leithwood
and Duke, 1998; Walker, 2000; Somech, 2002; Saroiotand Gamage, 2007; Mokoena,

2011). Moran (2000) argues that plans to restracighools have been developed to foster
greater use of democratic processes by encouragimgol administrators to include as many

people as possible in decision-making.

The Rwandan data reveal that there is very limitesblvement and participation in school

decision-making. Major decisions are taken byedkernal hierarchy and principals are left to
implement these decisions, often through a top-dapproach. The principal of the top ranked
school modified this practice by involving some @achmembers but she was also required to
follow external rules and regulations, and findh@al-based decisions belonged to her. While
principals varied in their willingness to adopt gi@pative approaches, the scope for internal
decision-making is so limited, that this orientatiproduced only minor changes compared to
those schools where the principals had no sucimatan. This is significant because it shows

that the normative support for participative leatigy is blunted in a centralised system.
The Survey Model

The survey model (SCTS) developed by Phillips (39%hillips and Wagner (2002), and
Wagner and Maden-Copas (2002), to assess schdategulvas helpful n analyzing the data.
Affiliative and collegial relationships were claicthéo be prevalent in almost all schools, and
school members were encouraged to debate evenhimdnla the school’s values. With regard to
efficacy/self-determination, the principals claimadkind of interdependence and supportive
school culture that value each other, collectivierimation analysis and inclusion in problem
solving. However, regarding the professional calation school culture dimension, the
principals did not encourage staff to become ingdlin decision-making concerning materials
and resources but some claimed to involve stafiearning, time allocation, developing the

school schedule and collaboration to establishadatmmmunity members’ code of conduct.

265



Limitations of the Study

The author’s research is significant in providingwnevidence about school leadership in
Rwanda and showing how Hargreaves’ (2002) cultuoglehrequires modification to fit the
centralised Rwandan context. However, the authr@search has certain limitations. First, this
research has been conducted in only one distri®dwdinda and may not be generalisable to
other parts of the country. However, given theti@ised education system, there are likely to
be certain similarities with other districts, asyhall function under the same rules and
regulations from MINEDUC.

Second, this research was limited to secondaryadshdl he research may not be generalisable

to all schools in the district as the research $amiiol not include primary schools.

Recommendations

- The author's research contributes to knowledge talsmlucational leadership and
management in Rwanda but more research is requaregin a wider and deeper
understanding of school leadership within this higtentralised system. In particular,

new or further research is required on leadershépraanagement in primary schools.

- The author’s research shows that the Hargeave82{2Wo-by-two typology does not fit
Rwandan secondary schools. New or further resemralequired to test alternative
models. This might include further examination oélwestablished leadership models

such as instructional, transformational and pguétve theories.

- The author’s research shows that the centralisedn@an educational system limits the
scope for participation of stakeholders in schaatision-making, impacting on school
effectiveness. | recommend that policy makers enevithe nature and extent of
centralisation to enhance school-based decisionirgakhus contributing to quality
education. This would also empower school stakedie|dcreate a sense of ownership,

and promote a climate favourable to teaching aarhieg in schools.

- The research suggests that collaboration betweditypomakers and educational
practitioners, rather than traditional top-down deahip, would enhance school
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outcomes. Such collaboration should lead to higdlity decision making, greater trust,

and mutual commitment towards achieving the Rwaresh of school improvement.
Overview

This chapter answered the six research questi@tsgthded this research and concluded that
principals in the Huye district of Rwanda are coaised by a centralised educational system
with predetermined rules and mandates from higlénaaity. Principals have little autonomy
and there is limited participation in decision-nrakion curricular and pedagogical issues. These
factors limit the scope for instructional, transf@tional and participative leadership. The
research shows that a review is required of thditiomal top-down, hierarchical and managerial
leadership, leading to greater school-based lelagleesnd management, providing opportunities
for all educational stakeholders to contributehiamng, and implementing, a distinctive school
vision. This will be achieved through collabooatj and empowering practitioners, rather than
being bound by the rules and regulations of exteteaision-makers.

The chapter highlighted the empirical and theoattgignificance of the research. However,
some limitations are evident, notably that the aede cannot be generalised to all Rwandan
schools. However, given the centralised framewaorkefducation, it is likely that the findings

will be similar. This remains to be tested throdigtther research.
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APPENDICES

APPENDIX A: Participant Information Sheet.

| am a PhD student at the University of the Witwsttend in Johannesburg, South Africa. As
part of the process of completing my studies, |@rying out a research titled “The Role of
High School Principals in Leading and Managing S¢H2ulture: Huye District as case study in
Rwanda”. This study, which aims to explore and talerstand how Rwandan high school
principals enact, lead and manage their school) aifocus on school culture, intending to
improve teaching and learning and how this linksntational educational policy and the
country’s vision, will take place in your schook fa period of approximately three months. The
study will contribute towards making Rwandan highaols more effective by awakening school
principals on how effective educational leadershipd management roles promote a good
climate for better environment of teaching andréay. Data will be collected through the use of

interviews.

As a person who is likely to have information relet/ to this study, | would like you to
participate in it. Your participation will be ergly voluntary, and you will be free to withdraw
from the study at any time should you so desiremughyou decide not to participate in the
study, this will have no negative consequencesyfor. Any information you provide will be
kept strictly confidential and will be used onlyr fthe purposes of this study. The interviews

should not take more than an hour to conduct.

Thank you very much.

Yours Sincerely,

SAFARI KAMBANDA

Contact details: National University of Rwanda,(R.Box 117 Butare— Rwanda. Cell: (00250)
07 88 50 41 34 (Rwanda), E-mail: kamsafari@yahoo.fr
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APPENDIX B: Informed Consent Form.

I, the undersigned, voluntarily agree to partiogpat the study titled “The Role of High School

Principals in Leading and Managing School Cultitaye District as a case study in Rwanda”. |
understand that | can withdraw from participatinghe study at any time should | wish without
any adverse consequences. | further understandnhaiarticipation does not expose me to any
risk and that my identity and privacy will not bencpromised.

Participant’s NaAME: .......oooiiiiiiiii e

Participant’s Signature: .............coocoeeieeeeennes Date: ..o

Researcher’'s Name: SAFARI KAMBANDA.

Researcher’s Signature: ...............
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APPENDIX C: Interview Respondents’ Consent Form.

Dear respondent,

| am a PhD student at the University of the Witwstend, Faculty of Humanities, Wits School
of Education, Johannesburg/ South Africa. As pathe process of completing my studies, | am
carrying out a research titled “the Role of Higlh&al in Leading and Managing School Culture:
Huye District as a case study in Rwanda”. The dith® study to explore how Huye high school
principals lead and manage their schools, drawmgamcepts of school culture, and intending to
improve teaching and learning and how this linksntational educational policy and the

country’s vision.

I would like to request you to participate in tetsidy by taking thirty minutes to an hour of your
time to respond to the attached interview prot@sal some other related questions that will be

asked during the interview. This should not takeertban an hour.

Thank you very much.

Participant’s name...........ccccvvvvvevnvinnnnns

Participant’s signature...............c.oeeeee. Date.....coovviiiiiieee

Researcher’'s name...... SAFARI KAMBANDA

Researcher’s signature................ccooce Date......cuvvuriiiiiiiiiiiiieans
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APPENDIX D: Tape Recording Consent Form.

I, the undersigned, voluntarily agree to be recordm tape while being interviewed. |
understand that my identity and privacy will not bevealed by the researcher; that the
information | provide will be kept confidential, @rnhat it will be used only for the purposes of
the study titled “The Role of High School Principah Leading and Managing School Culture:
Huye District as a case study in Rwanda”.

Participant’s NaAME: ........ooiiiiiiiii e

Participant’s Signature: .............coe e eeeeeennnes D= 1=

Researcher’'s Name: SAFARI KAMBANDA.

Researcher’s Signature: ............cccccccmmenee. Date: ..o,
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APPENDIX E: Survey Interview Protocol.

INSTRUCTIONS

This survey semi-structured interview protocolasbe conducted face to face and individually
with 14 secondary school principals in Huye distriouthern province of Rwanda. These
interviews are part of my research first phase Iftjtative phase) and are to be conducted by the
researcher himself, who is also going to recordteemiscribe the participants’ responses, subject
to their consent. All the responses will be kepmfiential and destroyed by the end of the
study. The interview is expected to take about #%utes but may a bit be longer, depending on

the length and nature of participants’ responses.

Schoolname.........coovviiiiiinn... Years at this school.........cccoviiiiiiiin..

I. Demographic characteristics

Gender:

Did faculty of education/or others:

How many years have been a principal:

Have you ever been trained in school leadership madagement? How many times and by

whom?
1. Professional collaboration

1) Do you, if at all, discuss instructional and pedgigal issues with teachers, students, and
other school stakeholders, including parents, idistfficers? If so, would you please
explain how?

2) Do, you if at all, work and discuss the school\atiés schedule together with teachers,

students, support staff and the school communitymbazs? If so, give some details?
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3)

4)

5)

1)

2)

3)

4)

5)

6)

Do you involve teachers and other staff membetlerschool decision making regarding
the school needs, including materials and finarreisburces or others?

Do you collaborate with teachers and other schamhagement team members to plan
school members’ code of conduct including studedittipline?

Do you include teachers, students, and other schwolagement team members in
planning and organizing teaching and learning ctllely and in teams rather than as

separate individuals? If yes, please explain?
Affiliative and collegial relationships

Do you, if at all, encourage teachers, students @hdr staff members to remember,
discuss, debate and celebrate important event sthate marked and supported the
school’s values? If so, explain how?

How do you, if at all, facilitate teachers and swi$ to visit, exchange experience with
other local schools or meet outside of the schmehjoy each other’'s company?

Does your school reflect a true sense of commurlitysd, would you please explain

how?

Does your school schedule activities and stratpigin include frequent communication

and collaborative opportunities for teachers, sttgle parents and other school
stakeholders? If so, explain how?

Do you, if at all, support and appreciate partitgpa and sharing ideas with other
members of the wide school community? If so, giwerdetails?

Do you, if at all, encourage and facilitate ritydtaditions, celebrations that maintain and
sustain good interpersonal relationships and anertyrdteaching and learning

environment in your school? If so, would you likesixplain how?
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1)

2)

3)

4)

5)

6)

IV. Efficacy and/or self-determination

Do you collect and analyse information in collakimmra with other staff members on
something that is not working in order to predinotgrevent rather than reacting and
repairing? If so, please tell how?

Do you, if at all, create, facilitate and maintaichool members’ interdependence that
develops a collaborative, flexible, innovate angpartive culture that value each other?
If so, explain how?

Do you, if at all, involve and encourage your sdhommmunity members to seek for
innovate alternatives to teaching and learningvdigts/or issues rather than repeating
what has always been done? If, so give more exjptans®

Do you, if at all, include the school community niers to define the school problems
and find solutions together rather than blamindgheztbers?

How do you, if at all, involve and empower teachtrsmake instructional decisions
rather than waiting for you or any education auties to tell them what to do?

Do you think that teachers, support staff workhis tschool because they enjoy and feel

ownership?

294



APPENDIX F: CASE STUDY INTERVIEW PROTOCOL.

Instructions

This is a semi- structured interview that will benducted face to face and individually with
sixteen participants in two secondary schools.illtinclude the principals, the Heads of studies,
the Heads of discipline, the bursars, and the t®moes) who are members of the School
Management Team, one parent in each school whobeilfepresenting the parents’ school
committee, one representative teacher in each kb one representative student. These
interviews will take place in the second phase ¢f nesearch study that consists of two case
studies in two different Huye District secondanh@als in Rwanda. The interview will be
conducted by the researcher himself and the lati#rrecord and transcribe participants’
comments, subject to their consent. All respons#isbe kept confidential. This interview is
expected to take about 30 minutes but may be lorgending on the length and nature of

participants’ responses.

I. Demographic characteristics

Gender:

Name of the school:

Education background of the respondent (may notewnparents or students)
2 years graduate education:

2 + 2 years graduate education:

Did Faculty of Education or others:

Educational experience of the respondent (may oiot&rn parents or students)
0 — 5 years experience or less:

6 — 10 years experience or more:
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Have you ever been trained in school leadership madagement? When, where, how many

times and by whom?
What do you perceive as the top priority for thieasa principal?

Do you think your school principal your school sess or failure, i.e. judged by how efficiently

or inefficiently things are run? If yes, explainWf®
Do you operate as a principal through a particygaliéadership style? If yes, explain how?
II. Duties and responsibilities of high school prindgpa
A) Principals enacting their roles
What are your main responsibilities in this schea®h school leader?

Does your school have a vision, goals, and ainisd, lhow do you formulate the vision of your

school, the overall aims and objectives and pdiéie their implementation?

What are the roles of the School Management Teambees (Head teacher of studies, Head
teacher of discipline, Secretary, bursar), teachsipporting staff; and the parents’ committee

representative, students, other stakeholders iadheol vision creation?

Does your school have a mission statement? If @@,do you communicate the school mission

statement to the wider school community?

To what extent, if at all, do school staff and stadiders feel “ownership” of school policies and

decisions?

Do you work with the School Management Team to bgwea strategic plan for the school in its

community, within the local and national policy ¢ext? If so, how?
Do you collect and analyze information before mgkilecisions? If so, how?
B. Principal as a leader and manager of teaching agathing

Do you try to create a climate that is conduciveftective teaching and learning? If so, how?
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Do you include the School Management Team, teaclstuslents, parents, district officer in

charge of education in pedagogical and curriculeeisions? If so, how?

Do you keep students, parents, district officeaksholders, and the wider community informed

of students’ learning progress and achievemerits®, explain how?

Do you intervene in teachers’ lesson preparatiahcd@ssroom teaching? If so, please give more

details?

How, if at all, do you encourage teachers to mbetgtudents’ varying ability levels in your

school (low, average and high)?

How, if at all, does your school community partat in the elaboration of the national

curriculum?
How, if at all, do you encourage your teacherseweatbp their intellectual capacity?

How, if at all, do you create and maintain gooceiipersonal relationships among the school

community, and sustain or create a safe and ortlmailshing and learning environment?

How, if at all, do you work collaboratively withladtakeholders to develop a school culture that
is flexible, collaborative, innovative, and suppeetof efforts to improve the achievements of

the students?
How, if at all, do you promote a culture that faailes staff professional development?
C. Principal’s leadership and management of staff atlger resources

How, if at all, do you collaborate with the distrleaders to motivate, parents, stakeholders and

the community to engage in the ownership of th@stiork?
How do you manage the school’s resources and pgrepat your disposal?

D. Principal’s relationships with the school communitye hierarchy and stakeholder to

achieve the school’'s goals
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How, if at all, do you co-operate and work with thechool community?
How do you induct newcomers, teachers, students,oimer school community members into
school life?

Do you promote, lead and manage close liaison wither local schools to improve the

development of the school? If so, please explam7o

How do you relate to the student representativenciquif you have one, about students’
everyday life and activities, including nationaluedtional policy, curriculum, entertainment,

discipline, future life orientation etc?
E. Principals’ influence on school culture

How, if at all, do you create a culture that heélpsombine the achievement of school goals, and

the maintenance of harmonious relationships?

How, if at all, do you support, maintain, and sirsta culture that promotes school social

cohesion, and social relationships that are satgfpupportive and sociable.

How, if at all, do you control teachers’ and stuéactivities, and the support staff, in their day

to-day functions?
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APPENDIX G: District education officer’s authorization letter.

REPUBULIKA Y'U RWANDA Huye, ku wa .. 204120040
N° . DA /0204

INTARA Y'AMAJYEPFO
AKARERE KA HUYE

B.P 35 Butare

Tél : 530362

Fax. : 530355

Email: huyedistrict@yahoo.[r

Madamu /Bwana Umuyobozi w’ishuri
RyiSumbUGe TYa. - smisisds s

Impamvu :Uburenganzira bwo
Gukora ubushakashatsi

Madamu /Bwana,

Nkwandikiye iyi baruwa ngira ngo
ngusabe kwakira no gufasha Safari Kambanda umunyeshuri muri Kaminuza vya
Witwatersrand, Johannesburg, South Africa utegura these ya Doctorat kuri « The role of
high school principals in leading and managing school culture, Huye District as a
case study>»

Nkaba ngusaba, kumworohereza ukamuha urwandiko rumwemerera gukorera
ubushakashatsi mu ishuri ubereye Umuyobozi.

Ugire akazi keza.

Uhagaze I'rangois
Umuyobozi w’ Akare

Indatirwabahizi Dukorane umurave dutere imbere
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APPENDIX H: Ethics clearance letter.

Wits School of Education

27 St Andrews Road, Parktown, Johannesburg, 2183 - Private Bag 3, Wits 2050, South Africa JOA/A NNES%\)“O
Tel: +27 11 717-3007 « Fax: +27 11 717-3009 » E-mail: enquiries@educ.wits.ac.za « Website: www.wits.ac.za

STUDENT NUMBER:
Protocol number: 2010ECE41C

24 June 2010
Mr. Safari Kabanda
National University of Rwanda

P O Box 117
HUYE

Dear Mr. Kabanda

Application for Ethics Clearance: Doctor of Philosophy

| have a pleasure in advising you that the Ethics Committee in Education of the Faculty of
Humanities, acting on behalf of the Senate has agreed to approve your application for
ethics clearance submitted for your proposal entitled:

The role of high school principals in leading and managing school culture: Huye

District as a case study in Rwanda

The Protocol Number above should be submitted to the Graduate Studies in Education
Committee upon submission of your final research report.

Yours sincerely

M Mabebe.

Matsie Mabeta
Wits School of Education

Cc Supervisor: Prof. T. Bush (via email)

300



