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INTRODUCTION

Places are not abstractions or concepts, but directly experienced
phenomena of the lived-world and are full with meanings, with real
objects, and with ongoing activities. They are important sources of
individual and communal identity, and are often profound centres of
human existence to which people have deep emotional and
psychological ties. Indeed our relationships with places are just as
necessary, varied and sometimes perhaps just as unpleasant, as
our relationships with other people.

(Relph, 1976, p. 141)

In this chapter, | propose to present and discuss the findings that emerged from
the interviews and the questionnaires. Using a grounded theory approach, these
findings are discussed in the light of literature dealing with the respective themes

under debate.
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SECTION ONE:

WHAT DOES IT FEEL LIKE TO BE THE HEAD OF A ROMAN
CATHOLIC SCHOOL IN MALTA?

At the very onset of the questionnaire, respondents were asked to describe what
it feels like to be the Head of a Roman Catholic school in Malta. This was meant
to elicit first reactions enabling me to obtain an overall impression of how the
respondents perceive their job. Certain common themes emerge with a huge
sense of responsibility and challenge being the most predominant. Practically all
Heads feel that they have a multiple role, while the majority feel a great sense of

fulfilment being given by their job.

As | have said, the most dominant feature was a sense of responsibility. In fact
sixty per cent of the respondents (n = 18) talk mostly about the great
responsibility that their post carries.

“First of all, being responsible to give the best holistic religious
education to our young ones.” (Female, religious primary Head
respondent)

“A privilege and a big responsibility rolled into one” (Female, lay,
primary Head respondent)

“A great responsibility and a difficult service when | see how
Christian values are nowadays undermined within the family which
until recently, treasured them.” (Female, religious, primary Head
respondent)

“Undoubtedly it is a big responsibility because, generally speaking,
the Maltese put a lot of trust in our schools and secondly because,
today more than before, | feel more responsible to evangelise to the
students and the parents that we have.” (Male, religious, secondary
Head respondent.)



Responsibility enhances the importance and significance of work and tends to
provide a tangible basis for recognising success (Sergiovanni, 2005).
Responsibility and recognition are both perceived as key job motivators because
they both appeal to the person’s intrinsic needs related directly to work (Bush
and Middlewood, 2005) like autonomy, challenge, self fulfiment, affiliation and
power (Vroom, 1967; Maslow, 1970; Mitchell and Larson, 1987; Rue and Byars,
1989).  On the other hand, when the job is regarded as having no point, the
eventual aftermaths can be very negative because the individual can be deterred

from acquiring the knowledge, skills and ability necessary to perform well.

Then again, perceiving having too much responsibility can tarnish one’s
performance at work and can also be a demotivator (Calvert et al., 2000; Rue
and Byars, 1989).

“It is a mission of great responsibility, where your own personal life

Is being constantly challenged so as to render an authentic witness

to the message you are trying to spread and give” (Male, primary,

lay Head respondent)

“| feel very responsible. One has to be continually rowing against

the current, what our children are taught in school has no backing

from parents who think only academically.” (Female, secondary,

religious Head respondent)
Heads are held responsible for making a difference in their organisation (Stall
and Fink, 2001). This strong feeling of being responsible for their schools, might
be due to lack of willingness to move away from the notion that schools are

hierarchical organisations requiring a top-down approach to management and

leadership (Johnston and Pickersgill, 2000). This would mean that the Head
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would discard the idea of assuming sole responsibility, and adopt the notion of
collective responsibility that results from membership of a team of professional
colleagues. The school’s accountability will then be derived from ownership and
professional accountability by each member of the team, rather than be the
burden of the Head alone. For this reason the Head should seek to develop and
maintain collective responsibility. This has to be done through practice that is
designed to elicit acceptance (Louis, Toole, and Hargreaves, 1999).

‘It is a big responsibility: our aim is to instil in every child the

Christian values and love of God and of neighbours.” (Female,

primary, religious Head respondent)

‘It is awesome because of the responsibility such a post carried
with it.” (Male, secondary, lay Head respondent)

‘I am entrusted with a responsibility which is not light You are
expected to uphold the school’'s ethos, achieve academic
excellence and devote much of your energy in offering a holistic

education to both your students and their parents.” (Male,
secondary, religious Head respondent)

This is also achieved through team-oriented leadership, where Heads reject
unilateral and authoritarian behavioural attitudes and adopt a collaborative and
participative disposition. This would require a set of essential tools “skilled
delegation, communication, consultation and group management” (Johnston and
Pickersgill, 2000, p. 147). The latter have to be visible and they have to be felt
by the staff for co-operation to happen. Inevitably this would require leaders to

know when to lead and when to confirm the leadership offered by their

colleagues.
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In order to do this, educational leaders would need to be versed in four main
areas:
= the leader must have a clear understanding of the task at hand an this
would call for a cohesive conceptualisation of the main scope of
primary education and the responsibilities of the school:
= the leader must have an assiduous knowledge of the situation,
comprising a good insight of the school as an educational organisation,
and of its environment;
= the leader has to know the people through whom and with whom this
has to be achieved; this would mean knowing the teachers both on
individual level and as members of the team;
» the leader must know himself / herself very well, as regards values,
behavioural disposition and interpersonal abilities. To add to this, the
leader should be able to bring his / her own knowledge in each of

these areas (Johnston and Pickersgill, 2000).

For managerial reasons deeply characterised by teamwork, the educational
leader has to strive towards developing and maintaining collective responsibility.
This has to be achieved through ways that draw out on acceptance and approval.
The good team works towards achieving common objectives, even being ready
to give up individual autonomy in order to obtain such objectives (Johnston and

Pickersgill, 2000).
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Managerial practice can be governed by the misconception that it is the Head’s
job to take sole responsibility for the many aspects that leading and educational
organisation entail. All members should carry part of the responsibility and if this
is not understood and accepted, this may not only have negative repercussions
on the team, but the “role of the head can be debilitated, in extreme cases, to the
point of becoming untenable” (Johnston and Pickersgill, 2000, p. 148).

“| feel it a post of great responsibility especially when one realises

that the primary aim of a Roman Catholic School is to give each

child a holistic education based on gospel values” (Female,

primary, religious Head respondent).
On the other hand, to achieve this scenario, there has to be good will from all
parties involved. The school staff team is “only as strong as its weakest
interpersonal relationship” (Johnston and Pickersgill, 2000,p. 148), and Heads of
school may inevitably find themselves having to face the music:

“Ultimately, | am responsible in the eyes of the education

department and the secretariat. | wont take any risks that might

jeopardise my school and even myself’ (Female, secondary, lay

Head interviewee).
Articulating a vision, creating a sense of mission, developing staff and making
instructional decisions are not the sole responsibility of the Head. This is quite

an ironic twist of leadership: a Head is ultimately accountable, but not solely

responsible for the success and smooth running of the organisation.

Educational leaders need to acquire the ability to reduce power, share their

leadership and to start trusting in the ability of subordinates to carry out a job.
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This can be quite a challenge both to Heads and to staff who would be ready to

take up posts and / or activities that carry responsibility.

Leaders thus need strong personality qualities to assert influence and function.
Leaders need to take decisions, and each decision has to be taken with skill,

immediacy and a certain degree of stability.

The next most common feature that comes across from the Heads’ initial

response is challenge:

“It is a challenging and demanding job..... not only because the job
in itself is a job where you have to be many things to all sorts of
different people, but in addition you have to be sensitive to the
Christian / Catholic aspect of the job” (Male, secondary, lay Head
respondent).

“Very challenging, especially in today’s world where | try to instil
teachings of the church to children who come from families who
have adopted different values ...... causing me a lot of worry.”
(Female, primary, religious Head respondent)
“Very challenging, especially having to promote a holistic education
with a Catholic orientation in an always increasing pluralistic and
secularised society”. (Male, secondary, religious Head respondent)
“A mission entrusted to me by my congregation. This mission is
getting more demanding and more challenging” (Female, primary,
religious Head respondent).

Tremendous energies are needed to develop the human side of leadership

(Cauchi, 2001). Many tend to downplay the human element in leading an

institution (Teal, 1996). Managing an organisation is not merely a series of
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mechanical tasks, but also a set of human interactions (Bell and Harrison, 1998;

DuFour, 2004).

As people learn to work individually, in pairs, in groups, they learn to infuse
practice, as Duignan (1998) puts it, with a higher purpose and meaning, because
at the basis of their discourse and actions are the values and attitudes they have
helped develop. It is through such a process that individuals discover that they

perhaps can make the impossible, possible.

At the very onset, it is important to note that some of the respondents’ first
reactions included a few very positive and interesting declarations:

“I feel fulfilled as being among children and working with them gives
me great satisfaction.” (Female, primary, religious Head
respondent)

“I firmly believe that our church schools are giving an excellent
service to the church and society at all levels.” (Female, secondary,
religious Head respondent)

“A  privileged position” (Female, primary, religious Head
respondent)

“I have the opportunity to transmit Christian values in a very
special way, because values are never taught but transmitted and
this gives me an advantage over teachers.” (Female, secondary,
religious Head respondent)

“Exciting..... engaging.” (Male, secondary, religious Head
respondent)

“It gives me the possibility of relative autonomy within the context of
a church school, given the otherwise stifling situation prevalent in
state schools.” (Male, secondary and primary, lay Head
respondent)
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“This is a great opportunity to influence children’s lives positively
and also a very good pastoral tool.” (Male, primary, religious Head
respondent)

| feel that even at such an early phase, Heads are acknowledging Sergiovanni’s

(2001) assertion that leadership is a personal thing.
‘I feel proud to execute with great love and dedication for all
involved children, staff and parents, preparing them for life and to
be good Christians.” (Female, primary, religious Head respondent)
‘I feel privileged serving an important educational mission. Catholic
schools are highly respected by all.” (Female, secondary and
primary, religious Head respondent)

‘I feel so proud... this is a unique position.” (Female, secondary,
religious Head respondent)

As Sergiovanni (2001) says, leadership comprises three important dimensions:
heart, head and hand. The heart of leadership has to do with what a person
believes, values, dreams about, and is committed to. The head of leadership has
to do with the theories of practice each person develops over time, together with
the ability to reflect on situations that one has to face. The hand of leadership
has to do with the actions that people take, together with the decisions,

leadership and management strategies adopted.

Looking at various authors, one would be able to elicit common practices of
successful leaders. Studied both within educational and non-educational
contexts, these applications point to three broad categories of leadership

practices that contribute to success. Hallinger and Heck (1999) refer to these
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categories as — ‘purposes’, ‘people’ and ‘structures and social systems’. Conger
and Kanungo (1998) write about “visioning strategies”, “efficiency-building
strategies” and “context changing strategies”. Leithwood (1994) label his
categories as “setting directions”, “redesigning the organization” and “developing
people”. Each of the three categories of practice is divided into several more

explicit and clear-cut competencies, orientations, and considerations.



SECTION TwoO:

STYLE OF LEADERSHIP

Participants, both interviewees and respondents were asked to describe their
style of leadership. The predominant leading style came out very clearly in the
interviews, with every interviewee going into detail and trying to justify the
adopted approach. When it came to respondents, very interestingly, only one out
of the thirty admitted to adopting a “task oriented” style of leadership. All the rest
described their leadership style as being mostly employee oriented,

accompanied by collegiality and shared decision-making.

Much has been said, discussed, researched and written about what really makes
a good leader. And | guess it will always be like this because leaders lead
aspects of life, and life is in continuous evolution. Therefore leadership must

evolve too.

Definitions of leadership come from several sources. Theoretical and
philosophical disquisitions from hermeneutics, critical theory, deconstructionism,
and pragmatic philosophy that delve into the basis for leadership are certainly a
source (Maxcy, 1991). Another source is empirical research that explores the
characteristics and actions of persons in both formal and informal leadership
posts. In fact most definitions of leadership embed various normative ideas

about the concept (Maxcy, 1991).
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It may be claimed that there are as many definitions of leadership as there are
people who try to interpret or even practice it. And even such elucidations have
the tendency to develop over time (Hallinger and Heck, 1996b). Being a
common, yet complex human phenomenon, leadership has many facets and
thus cannot be pinned down easily; and it might even be inadvisable to try to do
so (Leithwood and Duke, 1999). At the crux of all definitions of leadership are
two functions: giving direction and expending influence, because leaders work
with others to achieve shared intentions (Leithwood and Riehl, 2003).

“I give direction to my staff and my students. | feel like | am the

captain at the prow of the ship, which is my school. Whether | like it

or not, | know that | exercise a huge amount of influence over my

staff and especially my students. This poses a lot of responsibility

over my shoulders. | guess every leader, in every institution or

organisation, feels this burden. | have to work with and for

others......... this is no joke.” (Male, secondary, religious Head

interviewee)
Sharpe (1995) says that the 21% century leader needs ten salient qualities to be
an effective leader. Apart from possessing professional skills like a high level of
knowledge and expertise in management, and apart from having a clear focus on
the real purpose of the organisation, leaders also need to have caring qualities
for people and need to set an example to their staff and subordinates. Leaders
also need to believe in the competence and professionalism of their staff and
need to have a moral and ethical base for leadership judgement.

“My method is definitely not laissez-faire. | guess | can safely say

that | use a mixture of leadership methods. | am usually very

democratic but there are a few times when | am dogmatic. | feel

that on the whole | am a very understanding person and | expect

my staff to be so with me. My stature at times might work against
me. As you can see | have a small physique and so people can
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underestimate my potential. Yet at times | use this for my own

advantage: / can be all over the place in a short time ..... (laughs)

see there is always a positive side to everything”” (Female,

primary, religious Head interviewee)
Sergiovanni’'s (1990) servant leadership “furnishing help and being of service to
parents, teachers and students” (p. 152) clearly portrays the idea of leaders
striving towards the good of subordinates. The author also believes that this kind
of leadership is “more easily provided if the leader understands that serving
others is important but that the most important thing is to serve the values and
ideas that help shape the school as a covenantal community” (Sergiovanni,
1990, p. 192).

‘As a religious, | have to set a good example; act always as a

religious person. | try to do this with all stakeholders. At times

there would be the need to address people a bit blatantly,

especially some members of staff, but | always keep back. | always

keep in mind that | am a religious person and | have to promote the

values of the school, in which | really believe, mostly through my

behaviour and attitude.” (Female, primary, religious Head

interviewee)
Self-actualisation should be one of the aims of effective leaders (Yee Yeung,
2000). It is often asserted that an individual derives satisfaction from jobs that
permit the person to use personal skills and abilities (Vroom, 1964). “A musician
must make music, an artist must paint, a poet must write, if he is to be ultimately
happy. What a man can be, he must be. This need we may call self
actualisation” (Maslow, 1943, p. 382). |In fact Maslow (1970) puts self-

actualisation at the very top of his Motivation Hierarchy and includes in it creative

activity, personal fulfilment and achievement of everything of which an individual
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is capable (Harvey, 2001). This is re-enforced by what Bakke (in Argyris, 1965)
calls a fusion process: “effective leadership behaviour is “fusing the individual
and the organisation in such a way that both simultaneously obtain optimum self-
actualization” (p. 211). In fact Silins, Mulford, Zarnis, and Bishop (2000) further
describe such a relationship between leaders and subordinates as a total
engagement that is emotional, intellectual and moral.

“My leadership is people oriented and student oriented, without

compromising on the values underpinning the school orientation.

All these aspects are important and one cannot suffer for the sake

of the other, or be given more importance at the expense of the

other’ (Female, secondary, lay Head respondent)
Traditionally leadership has been defined and described in terms of leadership
traits. Stogdill (1974, p. 74) writes about a series of traits that characterise
effective leaders:

= sense of responsibility

= concern for task completion

= energy persistence risk-taking

= originality

= self confidence

= capacity to handle stress

= capacity to influence

= capacity to coordinate the efforts of others in the achievement of

purpose.
“I do not feel that | can rely on rules, but | must try to find ways and

means to make the best | can in my work, using my talents and
qualities” (Male, secondary, religious Head respondent)
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Fiedler's contingency theory (1967) makes a distinction between leadership style
and behaviour. Leadership style is perceived as an inborn way of exercising
leadership, closely related to the personality and personal motivation of the
leader. Leadership behaviour, on the other hand, is a conscious way of
exercising leadership based on knowledge and acquired skills. This theory
postulates that some leaders might be better matched to some situations than
other leaders.

“I try to adopt a “situational” type of leadership. | think that this type

of leadership has its roots in the type of leadership exhibited by the

founder of the Institute, but more than this, it is a type of leadership

that makes sense for the type of students attending an inclusive

school such as ours.” (Male, secondary, lay Head respondent)

“l try to be democratic, at times even tending to be laissez-faire. |

have a Master Degree in Administration and during my studies |

came to realise that democracy to me means to consult and at

times to let things happen and take their course. Like this year, we

changed subject options for Form three. | consulted parents,

students and staff. This entailed far more work, but | believe that it

was worth it. This is the way | am ... flexible, trying to use reason,

experience and my acquired knowledge.” (Male, secondary,

religious Head interviewee)
Evidently the reality of leading is more complex than the focus of any single
theory. As | explained in my literature review, leadership has at times been

perceived in terms of dimensions (Cheng, 1996): the human, the structural, the

political, the cultural, and educational.

Cheng (2002) then links these five dimensions of leadership to three domains of
performance: the Affective, the Behavioural, and the Cognitive. The result is a

comprehensive picture of what leadership entails. It also gives an inclusive
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notion of the many and complex demands of leadership. This unmistakably

elicits the fact that leadership cannot just happen: leaders need to be conscious,

reflective and proactive in their practice.

For this reason, Simkins (2005) suggests a sense making agenda for leaders
comprising six areas:
* making sense of the ways in which leadership itself is conceived
= making sense of the role and purposes of the organisation within a
dynamic and conflictual policy environment
* making sense of the ways in which leadership roles are changing and
should change
= making sense of the ways in which power and authority are and should
be constituted and distributed in educational organisations
* making sense of ‘other worlds’ across inter-professional and
organisational boundaries

= using leadership development to understand sense-making itself.

Dimmock and Walker (2002) put emphasis on the fact that an educational leader
should be able to enhance collaboration and participation. The educational
leader should have “the ability to empower others, to collaborate and share
power is a necessary part of contemporary leadership” (p.73). This may even
lessen conflict, both that which surfaces and that which is hidden under

grapevine discourse. Conflict cannot be overcome by simply ignoring it. It has to
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be faced and tackled. Besides, as Dimmock and Walker (2002) say, an

educational leader should be able to handle and manage conflict.

‘I use participative group leadership — | give importance to

communication, teamwork. | try to maintain balance between

support and pressure for good quality performance of tasks within a

strong shared vision.” (Male, secondary, religious Head

respondent)

“My leadership is consultative and participative. Because | feel the

need (and practise) consultation with SMT and staff. | feel that

unless changes, events, new attitudes, etc. “belong” to the staff,

they would not work.” (Female, secondary, lay Head respondent)
“Leaders need to play the role as a total quality leader” (Bush and Bell, 2006,
p.64). School leaders need to focus more on quality in education rather than
quantity. Effective leadership does not come out through the numerous
activities that can be organised within the school premises. Rather it is the
quality of teaching and learning that promise better education. Bush and Bell
(2002) support this: “quality in education can be totally ensured if an educational
institution can involve and empower all its members in functioning, conduct
continuous improvement, and satisfy the requirements, needs and expectations
of its external and internal powerful constituencies even in a changing
environment” (p.64).

“My leadership is participative and democratic: open door as far as

humanly possible. All stakeholders count and must be brought on

board in the initial stages of success.” (Female, primary, religious
Head respondent)
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Lussier (2003) states that being a team leader is one the best types of
leadership. “The team leader has a high concern for both production and people.
This leader strives for maximum performance and employee satisfaction” (p.
411). The good leader should look at staff as a team with whom one can plan
and work for the benefit of the school. Attard (1997) suggests that the head
should “develop a culture of collegiality and participation” (p.41). In this way
there would be less risk that the head would create a culture where every one

depends on him / her. Eventually this is liable to reduce stress and workload
from the head:

‘I believe in shared leadership. | empower others and share the

work trusting them to accomplish it well. ” (Male, secondary, lay

Head respondent)
This may also result in teachers feeling less tense and more satisfied with their
work. Being closer to the staff will help the leader be aware of the needs of the
staff “being sensitive to staff mood, moral and workload is a critical skill in
defining relationships” (Chapman, 1997, p. 34). After all the leader is not there to

change staff's behaviour but rather to help them liaise with the school’s activities

because they are constructed together as a team.

Dubin (1968) considers leadership as “the exercise of authority and the making
of decisions” (p.385), while Fiedler (1967) perceives the leader as being “the
individual in the group, given the task of directing and co-ordinating task-relevant

group activities” (p.8). According to these definitions, headteachers who have
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formal authority by virtue of their appointments are leaders and may exercise

leadership.

‘I adopt a collegial style of leadership. | discuss issues with staff
but sometimes | do take a stand especially if it concems values.
After all | have the authority to do it” (Male, secondary, religious
Head respondent)

“A democratic style, with a large dose of flexibility but also a lot of
firmness.” (Female, primary, religious Head respondent)

“My style is democratic generally, since it is my preferred style, but
sometimes | balance it out with an authoritarian style because |
would feel the need to be so.” (Female, secondary and primary,
religious Head respondent)

Authority in an organisation is exercised in two ways:

= through the person who holds the post

= through the post itself (Thibault et al., 1995).

Authority is usually applied in a synthesis of both factors, yet emphasis falls in

either way, as balance between the two is rarely kept.

Weber's (1961) notion of charismatic authority is one of the earliest and clearest
concepts of power that is exercised through the person rather than the post.

Where does the greater degree of authority lie with these Heads, in the post or in

them?



While “the according of massive responsibility and power to Heads is a constant
in all recent writings on schools” (Alexander, 1984, p. 61) and it seems to be
following this pattern, the authors who draw attention to it (Coulson, 1980:
Alexander, 1984; Campbell, 1985) frequently fail to give a clear definition of what
they understand by power. Could it be due to the fact that power is a subjective

matter?

“I use collegial leadership, where appropriate. At times firm but
flexible — as required. Open to suggestions.” (Female, primary,
religious Head respondent)

This is one of the reasons why | tried to find out what is the participants’
subjective view of power and how they think it ought to be exercised. A very
particular case was in a girls’ secondary school where the assistant Head was
the mother general of the convent where the Head of the school lived. This
meant that being assistant Head, while at school sister Jane' had to abide by the
rules and regulations of her Head of school sister Mary. But as soon as they
were in the convent, the roles were reversed, as now sister Mary had to obey
sister Jane who was in charge of the convent!!!

“Believe me, this is no easy situation. Sometimes | get the feeling

that we are playing musical chairs.... my assistant head is the

ultimate authority in the convent and | am the ultimate authority in

the school. So basically | am on top in the morning and she is on

top for the rest of the day, after school finishes. There is a role

confusion and it seems that this is making our life quite

complicated, especially bearing in mind that we both consider

ourselves as having strong leadership traits.” (Female, secondary,
religious Head respondent)

' The names are fictitious
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Recent prominence is being given to the need for “learning-focused leadership”
that brings out the fact that educational leadership is not a simple job that can be
attained by one individual, but rather involves an interrelated set of roles and
functions that need to be addressed simultaneously across the organisation
(Knapp, Copland, Darling-Hammond, McLaughiin, and Talbert, 2002). Multiple
leadership functions cannot possibly be achieved through the work of one person
(Hurwitz, 2001; Mathews, 2001). For this reason, there has lately been a rise in
inquiry about distributed leadership, where structures are flatter, more team-
based and more organic. These structures began to take over hierarchical
structures (Banner and Gagne’, 1995), and were aimed at developing “team
leadership” (Chrispeels,, Brown and Castillo, 2002; Day and Harris, 2002; Hall,
2002).

“My leadership is inspirational and collegial. | try to give direction to

the school by creating and facilitating synergies and consensus

among all.” (Female, secondary, religious Head respondent)

“| use a collegial type —I try not to be ‘One Yes Man’, refer to all

concerned.” (Male, primary, religious Head respondent)
Leithwood and Riehl (2003) claim that recent interest in distributed leadership
(Gronn, 2002; Spillane, Halverson and Diamond, 2001), has been supported by
substitutes for leadership theory (Kerr and Jermier, 1978), situated and
distributed cognition theories (Brown and Duguid, 1991; Lave and Wenger, 1991,
Wenger, 1998) and institutional theory which argues that leadership is an

organisation-wide phenomenon (Ogawa and Bossert,1995; Pounder, Ogawa and

Adams, 1995).
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"I use distributed and collegial leadership, because | value every
person on my staff. Once | hear all, | then make my decisions.”
(Female, primary, religious Head respondent)
Bass (1997) claims that some leadership practices are useful in almost all
organisational circumstances, especially when it comes to transformational
leadership. Evidence from various educational organisations support this claim
(Leithwood, Jantzi and Steinbach, 2002; Southworth, 1998; Day et al., 2000).
Yet albeit such practices are necessary aspects, they are not sufficient on their

own, as in most circumstances, additional practices on the part of the leader, are

called for (Vecchio, 2002).

Leaders have the role of setting direction by encouraging co-operation among
staff and helping them to work as a group to achieve common goals. Group
goals that are moral in nature are specifically helpful in developing group identity.
However, making collaborative decisions in an organisation is not always an
easy or straightforward task. This would include vital leadership practices like
skills to pursue discernment, consensus, and problem solving through
democratic methods (Beck, 1994). These initial aspects of visioning are bound
to encourage commitment from organisational members through their perceived
influence on goals, by increasing goal clarity, and by perceiving such goals as
being challenging, yet attainable.
“I would describe my style of leadership as collegial. | like to

consult all involved before any decision is taken.” (Male, primary
and secondary, lay Head respondent)
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When Blank (1995) introduced the concept of Quantum leadership, he was after
the notion that “leaders do not exist without followers and their individual
characteristics or habits are relevant only as part of the leader-follower field of
interaction” (p. 30). This concept “focuses attention on the interaction, not the
separate parts, as the key to understanding leadership. A central interaction is
the leader-follower relationship” (Blank, 1995, p.31). This would entail that
leadership would be understood better if perceived through interaction between
leader and follower because “the leader's individual characteristics and
behaviours have meaning only in relationship with followers-allies” (p.31). Both
leaders and followers need to work towards achieving a healthy relationship that
in turn enhances the possibility of more effective leadership. The mutual roles of
leaders and followers cannot be separated. Leaders empower followers and the
latter support the leader’s initiatives.

“| use a democratic style. It is the best way to be informed about

what is really happening and also of sharing responsibilities” (Male,

secondary, lay Head respondent)

“I do not impose on others. Usually | get on very well. With those

who are finicky, | try to be even more democratic.” (Female,

primary, lay Head respondent)

“| am very democratic in leadership and | consult both with the staff

and with the students. Sometimes also with parents before taking a

decision.” (Female, secondary, religious Head respondent)
In this respect, literature research reveals that modern leadership theories put a
lot of emphasis on the concept of leader-follower relationship characterised by

Authenticity (Bennis, 1993; Murphy and Louis, 1994; Sharpe, 1995,

Sergiovanni, 1996); Respect (Cartwright and Sander, 1960; Likert, 1961;
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Sergiovanni & Staratt, 1971; Wallace & Wildy, 1995), Empathy, (Zaleznik, 1977;
Burns, 1978; Yukl, 1994) and Good Communication (Bass, 1985; Bennis and

Nanus, 1985; Hargie, Tourish and Hargie, 2000).

AUTHENTICITY

Leadership theories put great stress on the notion of authenticity. Sergiovanni
(1996) says that “Faith in authenticity must under gird our actions.... we must
believe that no authentic act, no matter how small or seemingly insignificant, is
upheld by the universe as worthy and honourable” (p. 96). This is supported by
Sharpe’'s (1995) idea of leaders needing to set a personal example for their
followers: leaders need to display “integrity, authenticity, loyalty, honesty and
trust” (p. 19). Authentic leaders act sincerely, genuinely and trustfully in action
and in interaction with others (Terry, 1993; Duignan and Bhindi, 1997). Good
leaders reject motives and actions that are deceptive, hypocritical and duplicitous
(Bhindi and Duignan, 1997). According to these authors, authentic leaders are
after “the discovery of the authentic self through meaningful relationships within
organizational structures and processes that support core, significant values....”
(p.119). The authors believe that authentic leaders are people-centred who
encourage and support ethical thinking and doing. It is further emphasised that
current leaders have to be sensitive and caring in their attitudes and in their
relationships with their subordinates and need to be more flexible in their ways.

Authenticity in leadership seems to restore human, ethical and spiritual

177



dimensions to organisational relationships. In this way organisations will tend to
be better places in which to work not only in terms of productivity but also in

terms of relationships and the overall quality of life of all constituents.

‘I treat teachers like colleagues. | hate feeling up there...... itis a
we situation, not an I situation. Even when we come to decisions, |
like to consult. Obviously there are times when | have to decide
myself.” (Male, primary and secondary, lay Head respondent)

When teachers are adamant on something and | am against it, first
of all | put forward my authentic opinion and give my genuine
reasons. If teachers keep insisting, | let them try it so that they
would be able to find out for themselves. In this way they will learn

through their own experience and at their own expense.” (Female,
primary, religious Head interviewee)

RESPECT

“Each of us wants appreciation, recognition .... and a feeling that people who are
important to us believe in us and respect us” (Likert, 1961, p.102). In similar
terms McGregor (1960) proposed two theories, X and Y, to explain diverse
approaches adopted by leaders towards their subordinates. According to
McGregor's theory X “the average human being has an inherent dislike of work
and will avoid it if he can” (p.33). This hypothesis implies a lack of belief in and
respect of people. Although theory X seemingly fails to recognise the
potentialities of the average human being, theory Y claims that the intellectual
potentialities and commitment of the average human being are only partially
utilised. Theory Y proposes that individuals would exercise self-direction and

self-control in trying to achieve organisational objectives when they feel
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committed to such objectives. And commitment can easily result from respect
and trust in human potentialities for subordinates by leaders, which is, after all,

the approach which McGregor advices.

‘I use a democratic approach because | feel that this is the best
way to show respect towards my staff.” (Male, secondary, lay Head
respondent)

EMPATHY
“Schools are people organisations. The staff, the clients and the raw materials, if
| can use that phrase, are people. The outcomes are changes in people”
(Sharpe, 1995, p. 19). Albeit many educational leaders seem to possess some
good interpersonal skills, some can fail to be effective leaders if they lack the
necessary skills of understanding people. The skill of empathy is an
indispensable tool for the effective leader as “the striving for self-esteem and the
evolution of a sense of human empathy work in harmony to bring out the
potential for leadership” (Adler, in Burns, 1979, p. 95).
“| try to be as understanding to my staff as possible. | try to put
myself in their shoes. Maybe the fact that | am a lay person, albeit
leading a church school, can get me closer to the staff. | am
married, have a family of my own, and this can make me be
perceived more human and down to earth than if | were a religious,
with just the school to focus on. | believe in being empathic and
available to all. This happens at an expense, because obviously
this entails a lot of time, and there is surely a lot of administrative

work to be done. Still | strongly believe that it is all worthwhile.”
(Male, secondary, lay Head interviewee)
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Yukl (1994) says that when leaders empathise, they would be able to acquire,
understand and appreciate the frame of reference of subordinates through
seeing and feeling their world. Subordinates are bound to feel more at ease to
express themselves openly and keep open communication when they feel
appropriately understood. With empathy comes the ability to comprehend how
people may perceive things and concepts and to understand the worth,
significance, value and relevance that people give to different situations (West-
Burnham, 1997).

“People come to me. | adopt an open-door system. | do my best

to show understanding. Even the ancillary staff comes to me. But |

put greater emphasis on relationships with my teaching staff. They

are in direct contact with me. This is because | believe that in order

fo have a good team, there has to be excellent communication. |

am dealing with people here. Every person is an individual. | have

a staff of nearly 300 here so you can just imagine how much time,

thought and effort this entails from my part” (Male, secondary,
religious Head interviewee)

COMMUNICATION

Effective communication is another valued skill in management and leadership
and is considered as a decisive factor in shaping organisational accomplishment.
Literature on leadership is giving increased importance to interpersonal
communication skills. This would also include not simply delivering a message,
but also having the gift of listening. “Most people can hear perfectly adequately
but only a minority can actually listen in the sense of genuinely attending” (West-

Burnham 1997, p. 125). In fact active listening is about being sensitive to other

people’s feelings and perceptions.
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‘I wc_>rk entirely with my assistant heads and staff in a teamwork
fashion. | give communication topmost priority. | believe it is the
best guarantee for success.” (Male, primary, lay Head respondent)

“I try to consult the people involved. My leadership is also child

ce/_vtred because all my decisions are taken in view of the welfare of
children.” (Female, primary, lay Head respondent)

The leadership skill of communication is a two-way process mostly developed
through listening, thus enabling every member to realise where he / she fits into
the group. In addition, acting as facilitator within a team is likely to help all
involved to give their best and strive towards a common vision and mission
(Bennis, Parikh and Lessem, 1994). This would imply a shift from a
management and leadership style based on control and belligerence to one that
focuses on care and connection.
“I adopt a democratic style with open communication as | always
ask for their opinion before | come to a definite decision.” (Female,
primary, religious Head respondent)
Leaders provide direction through actions and verbal persuasion, which mirror
their expectations for excellence, quality and high performance on the part of
staff.
“I am very task oriented. | always lry to identify my immediate and
remote objectives and design a strategy to reach these goals.”
(Female, secondary, religious Head respondent)
Such expectations help staff to perceive the level of challenge needed to pursue

goals, and they will also hone the members’ perception of the gap between what

the school is aspiring to do and what is actually being achieved. Three other
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facets of leadership enhance this process. The first is monitoring organisational
performance where leaders can identify clearly how well their organisation is
performing. This would ask for astute skills to gather information and turn it into
useful knowledge (Fuhrman, Clune and Elmore, 1988;: Mohrman, Wohlstetter
and Associates, 1994; Marsh, 1997; Petrides and Guiney, 2002). The second is
communication, needed by leaders to identify and articulate vision and purpose
(Bennis, 1984). Leaders need to be skilled in focusing attention on main
purposes and goals (Fairhurst and Sarr, 1996), be able to communicate them
meaningfully and convincingly (Bennis and Nanus, 1985) and have the
determination to follow through with intentions. This would certainly involve open
participative communication with all stakeholders (Leithwood and Jantzi, 1990;

Corson, 1995; Robinson, 1995).

In order to establish purpose and vision, leaders have to comprehend and keep
into perspective the context in which they are working, with its social, political,
cultural, economical and legal aspects (Aldrich, 1979). Successful leaders
establish also positive relationships with their external environment with the aim
of fostering shared meanings and functions thus gathering resources and support
and creating formal inter-organisational relationships. This is sometimes referred
to as “positioning” (Bennis and Nanus, 1985). And as | explained in my literature
review, church schools enjoy or rather have a specific ambience and culture that
cannot be overlooked. According to Daft (1992) such relationships need to be

client centred, focused, and possibly proactive, seeing opportunities and change.
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In this regard, Bennis (1984) states that establishing such a rapport may be

future leaders’ most essential skill.



SECTION THREE:

RELATIONSHIP WITH STAFF

Heads of schools in my research were asked to say what kind of relationship
they prefer to have with their staff. This was, in fact, one of the main issues that
were given great prominence by my interviewees. At some stage or other, all ten

participants spoke about the way that they interact with their staff, at all levels.

In my opinion, leaders act through and with other people. At times, leaders,
through words and / or actions, do things that are bound to have a direct effect
on the fundamental aims of the collective. But more often, leaders’ actions are
aimed at influencing the thoughts and actions of other people, and create the
right scenario for others to be effective. As | discussed in the previous section on
leadership, there are many different facets to being an effective leader.
Leadership is exercised through a series of strategies, all aimed basically at
giving direction to and applying influence on others to achieve a shared goal
(Leithwood and Riehl, 2003), and to strive for a collective and mutual vision
(Bush and Middlewood, 2005). Therefore in this section | shall discuss the
various aspects that dealing with staff entails, looking at factors like
communication and its different characteristics, the leader's emotional
intelligence, delegation of work to staff, celebrating success, setting realistic
goals, training opportunities for staff, and teamwork, all important features that

leading a school effectively and efficiently entail.
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COMMUNICATION

Communication is one of the most useful tools that an effective Head of school
needs to use in order to lead effectively. This is supported by a good number of
authors (Bennis, 1984, West-Burham, 1997; Hargie et al., 2000). It is also
something that | myself strongly believe as without an effective and authentic
flow of communication, no organisation can genuinely survive. It is something
that | have encountered in most of my research within the ambience of
organisations (Cauchi, 1996; 1999; 2001). It is also something that | experience
in most of the organisations where | work, be it educational, quasi-military, and
social. This is why | shall be discussing communication in some detail as |

fervently feel that it is one of the main pillars of a heaithy organisation.

Riches (1997) writes that “without communication, all that we think of as human
experience would cease to exist for it is a vital component of all spheres of life.
Management could not take place without communication, and organisations
could not exist without it" (p.165). Communication is really important in any
school and takes place for a variety of reasons: to inform, to explain, to
persuade, to reprimand... The Head of school needs to make sure that there is a
healthy flow of upward, downward and horizontal communication in the
organisation. Yet it is an undeniable fact that some Heads do not encourage
communication because it either goes against their methods and philosophy of

leading, or because they do not realise its real importance.
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Heads of schools in my research were asked what kind of relationship they prefer
to have with their staff. This was, in fact, one of the main issues that was given
great prominence by my interviewees. At some stage or other, all ten

participants spoke about the way that they interact with their staff, at all levels.

“My door is always open. This is the charisma of our patron saint
that he always adopted a close relationship with all and | do my
best to maintain it and prove myself worthy of the robe that | carry.
(Female, primary, religious Head interviewee)

“We fathers of St Peter’ are renowned for maintaining discipline in
our schools. This is good and | go all the way for it because
discipline makes people. Yet this does not mean that | do not have
an excellent relationship with my students and staff. | believe that
people want to know the rules..... they want to know where they
stand.... they want to know what is actually expected of them. So
discipline and a good affinity can go very well together.” (Male,
secondary, religious Head interviewee)

“Albeit | may be perceived by some as being aloof or detached, | do
my best to build and maintain an excellent rapport with my staff.
For sure they know where they stand with me. | am a very sincere
person and | feel that this is one of the reasons why | do not have
much turnover in my school. | think this is a good proof. Staff
leaves this school either for maternity leave or on retiring. And to
me this is a good indicator that staff are happy here.” (Female,
primary, religious Head interviewee)

“I| prefer to have a friendly relationship with my staff, where dialogue
and collaboration are the key words.” (Male, primary and
secondary, lay Head respondent)

“| prefer to have a healthy, collegial and friendly rapport with my
staff. We have to work together day in, day out and it does not pay
to have an aloof attitude.” (Female, primary, lay Head respondent)

? Fictitious name of congregation
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“The biggest problem with communication is the illusion that it has taken place”
(George Bernard Shaw, 1976, p. 356). Communicating does not only involve the
passing and understanding of a message but also active listening. This is
because communication involves a series of elements: messages, source and
receiver, noise and effect. | shall be explaining what these elements mean, what

they involve and how they impinge on and effect communication.

Messages can be fed forward or fed backwards, and are sent simultaneously
using a number of channels from one source to another. Communication takes
place in a context and could be affected or hindered by noise. Messages do

leave an effect on the source and receiver — encoder and decoder.

COMMUNICATION CONTEXT
Communication involves different types of context, all inevitably interacting
together for communication to take place:
= Physical context. this concerns the concrete environment, the actual
place where communication takes place e.g. the classroom, the hall, a
corridor, in an office. “The physical context exerts some influence on
the content of your message (what you say) as well as on the form
(how you say it)” (DeVito, 2003, p.3).
= Social-Psychological context: this would concern the status

relationships among those who are communicating, their roles and
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cultural rules of society. “It also includes the friendliness or
unfriendliness, formality or informality, and seriousness or
humorousness of the situation” (DeVito, 2003, p.3).

= Temporal context: this would mean the time of the day as well as the
time in history in which the communication is taking place.

« Cultural context: consisting of the beliefs, values and ways people
behave when they are together. “Cultural factors affect every
interaction and influence what you say and how you say it”

(DeVito, 2003, p.4).

These four dimensions interact with each other. Consequently when people
communicate they have to keep in mind all these factors to make sure that the
messages they are passing achieve the desired effect.

“| prefer to have with my staff the best kind of relationship which at

times is very difficult. There are too many factors involved and

sometimes these tend to get in the way.” (Female, primary,
religious Head respondent)

SOURCES-RECEIVERS

DeVito (2003) states “the compound term sources-receivers emphasises that
each person involved in communication is both a source (or speaker) and a
receiver (or listener)” (p.4). This means that whoever is producing a message or
‘encoding’, has in return to receive messages that is ‘decoding’. The sender first

has to encode the message: “encoding is the sender's process of putting the
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message into a form that the receiver will understand” (Lussier, 2003, p.345).
The sender has to overcome communication barriers (semantics and jargon),
perception barriers (how the person is likely to receive the message) and

information overload (sending the amount that can be handled by the receiver).

After choosing the transmission channel (oral, nonverbal or written), the sender
transmits the message trying to overcome any noise communication barriers.
When the receiver gets the message, she / he has to decode it: “Decoding is the
receiver’'s process of translating the message into a meaningful form” (Lussier,
2003, p.346). According to Lussier, the receiver has to overcome a number of
barriers, including: trust and credibility, listening and emotional barriers.

“| prefer personal friendly relationships, where everyone s

respected, listened to and supported.” (Male, secondary, lay Head

respondent)

“My style is friendly, where problems can be discussed and solved

using the right channels.” (Female, primary, religious Head

respondent)

“| adopt a collegial relationship, always ready to listen to them and

fo consult them before making any final decisions.” (Female,

primary, religious Head respondent)
Finally feedback is given by the receiver as a response, or via a new message, to
the sender. Here filtering barriers have to be overcome: “filtering is the process
of altering or distorting information to project a more favourable image” (Lussier,

2003, p. 347).

“I am friendly and open.” (Female, primary, religious Head
respondent)
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“I am open, honest and trustworthy, avoiding grumbling and back
stabbing.” (Female, secondary, religious Head respondent)
Bearing all this in mind, it is evident that albeit communicating and interacting are
everyday processes, they are, in reality, very complicated practices as they

involve a lot of factors that can be easily overlooked.

Dean (1993) points out that every organisation needs a formal system of
communication. “This requires definite official lines of communication which are
as short and direct as possible and which define clearly the responsibility of
different members of the staff for communicating information to others” (p. 178).
Formal communication has to be structured and defined. In the case of a school
one can find that notice boards, staff meetings, board meetings, are means of
communicating formally to the staff. It can also be transmitted through the
attitude that Heads may adopt in dealing with their staff.

“I try to adopt a very collegial relationship with my staff. However

there are cases when | have to adopt a rather top down approach

and say or decide what is going to be done and by whom.

Situational leadership in practice.” (Male, primary, lay Head

respondent)

“l am cordial, supportive, but firm and formal.” (Male, secondary,
religious Head respondent)

“l am friendly, but also firm and formal when the need arises.”
(Female, secondary, religious Head respondent)

“Friendly, firm and formal, but human.” (Female, primary, religious
Head respondent)

“Friendly, but not over-friendly. Respectful ..... the relationship of
an educational leader.” (Male, secondary, religious Head
respondent)
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‘I prefer to have a healthy, constructive, formal relationship with all
staff members.” (Female, primary, religious Head respondent)

“In general | am sincere and open but at times | have to be
diplomatic and formal.” (Female, secondary, religious Head
respondent)

“I am very friendly, at the same time | mean business.” (Female,
primary, religious Head respondent)

“l am accessible but assertive: upfront” (Female, secondary,

religious Head respondent)

On the other hand informal communication focuses more on the individual and is
socially sanctioned. This system is often more rapid than the formal and should
complement it. (Dean, 1993).
“I adopt a relationship of trust and respect among equals where
every member feels appreciated. Sometimes this sister / sister
relationship develops into a mother / daughter relationship where a
person confides even her intimate, personal problems.” (Female,
primary, religious Head respondent)

“I prefer to have friendly, informal relationships.” (Female,
secondary, religious Head respondent)

Dean (1993) mentions a third system: the inferential system where every activity
that is organised within the organisation is also a form of communication. There
can be a gap between what a school or a person would like to communicate and
what is actually communicated and understood by the stakeholders (students,
parents, teachers and visitors).

“| select a core group with whom | consult, get as many people

involved in the task ahead and act vicariously.” (Female, primary,
religious Head respondent)
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“I use staff meetings to inform my staff but also to maintain contact.

I find such events to be the best method to stay close to my staff.

From time to time, | also hold informal meetings with my ancillary

staff where | give them the opportunity to speak their mind out.”

(Male, secondary, lay Head respondent)
“The work of an organisation is only as good as its communication” (Dean, 1993,
p. 173). It is therefore very important to consider what makes people receptive.
People are likely to take in communication when:

= jtis personal

» it fulfils a need or rouses interest

» jtis seen to give power or status

» the communication requires action

= they identify with the organisation

* the presentation is right

= the source is respect

= the context predisposes the listener to be receptive

(Dean, 1993, p. 178 - 9).

“I maintain a very friendly relationship with my staff built on open

communication. | consider each and everyone on our staff as a

partner in the same enterprise.” (Female, secondary, religious

Head respondent)

‘I believe in sound one-to-one relationship, where trust, honesty
and authentic communication are of essence.” (Male, primary and
secondary, lay Head respondent)

“The better communication, at all levels is, the better for the
organisation.” (Male, secondary, religious Head respondent)

“| prefer to have a relationship that is friendly and communicative, in
the sense that all members of staff are and feel treated as
colleagues.” (Female, primary and secondary, religious Head
respondent)
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Communication skills are important tools of effective administrators and must be
addressed in preparation programmes. Successful principals have a repertoire
of communication strategies and are creative and selective in moving from one
approach to another as individuals, situations and content change” (Bennett,

Crawford, and Cartwright, 2003, p. 155).

LEADER-CENTRIC AND FOLLOWER-CENTRIC LEADERSHIP STRATEGIES

As Selznick (1957 / 1984) had said, leadership is “work done to meet the needs
of a social situation”. This is still very relevant as leadership responds to
exigencies, needs, and goals within a social context. Leadership does not
concern an individual or personal phenomenon taken out of a social situation.
Instead, it targets at attaining something for a group of people. It involves social
embeddedness, (Burns, 1978; Merton, 1969; Pfeffer, 1978); it is like a web of
relations across a number of internal and external constituencies and social
networks (Hallinger and Heck, 1996(a); Leithwood and Duke, 1999). Some
definitions focus mainly on the leader's own thoughts and actions and are thus
referred to as “leader-centric’ models (Spillane, Hallett and Diamond, 2003).
Other more prevalent definitions are “follower-centric’ models that give
prominence to the interactional nature of leadership (Burns, 1978; Gardner,

1990; Yukl, 1994; Hart, 1995; Hurty, 1995).
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These two different aspects come out very clearly in the responses given by my
leader participants:

[1%4

Take care of people and work will take care of itself is an adage
which makes sense (at least partially). Staff need to feel respected
(and this is reciprocal) and empowered. A lot is then, in turn,
expected out of them.” (Male, secondary, religious Head
respondent)
“ | adopt a friendly relationship where my staff feel at ease to talk to
me but at the same time are ready to accept decisions | have to
take for the good of students and stakeholders. | appreciate mutual
respect in a learning community.” (Female, primary, religious Head
respondent)
According to Leithwood and Riehl (2003) effective school leaders need to be
concerned about two school communities: the inclusive community which
comprises students, parents and others, and the professional sub-community of

teachers.

A sense of community among all of the school’s stakeholders is very important
for two main reasons:
» the affective bonds between teachers and students, are critical in
engaging and motivating students to learn
= a shared sense of community can act as an antidote to the unstable and
occasionally threatening ambience that some students and their families
are living in.

(Lee, Bryk and Smith, 1993).
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A sense of belonging can provide psychological connections and identity with,
together with commitment to, others (Beck and Foster, 1999). Success at school
depends on catering for the academic, personal and vocational aspects of
students, together with a sense of self-efficacy about the achievement of such

goals by all stakeholders.

Some research evidence suggests that schools function more effectively when
they are small (Lee and Smith, 1997; Lee, 2000). Smaller schools have the
tendency to have more constrained and more focused academic programmes, in
a more personalised environment. It also seems that typically, teachers take
more accountability for the learning of each individual student in such ambiences.
The student population in the schools under study varies between 151 students
to just over 950 students (vide Chapter Three). Fifty per cent of the schools fall
within the 150 — 350 students bracket. This makes them considerably small
when compared to other schools in Malta (especially state schools) both at
primary level and at secondary level, with the Head of school usually knowing
most (if not all) of the students, even by their first name. In such an ambience,
relationships with staff also tend to be closer than in larger schools where the
atmosphere can be more impersonal due to the larger number of people

involved.

Another two sets of conditions are perceived to contribute to a professional

learning community: structural conditions and human and social resources
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(Louis, Marks and Kruse, 1996). School leaders, should help develop a sense of
professional community by means of attention to individual teacher development,
and by creating and supporting the structural conditions and human / social
interaction patterns that support a sense of community. This type of supportive
leadership is perceived to be a key human resource:
Whether exercised by principals or site-based teams, supportive
leadership focuses efforts on issues related to school improvement:
collegiality, shared purpose, continuous improvement,
accountability, and responsibility for performance and structural
change.
(Louis, Marks and Kruse, 1996, p.763)
When referring to structural conditions, one would include small school size, time
scheduled for teacher planning together with opportunities for teachers to exert
power and discretion in decisions about teaching and learning. Human and

social resources would include openness to innovation, feedback on instructional

performance, and opportunities for professional development.

LEADER’S EMOTIONAL INTELLIGENCE

Part of this ability to engage in such practices depends on the school leader's
knowledge of the ‘technical core’ of schooling, which entails what is required to
improve the quality of teaching and learning (Hallinger and Murphy, 1985;
Sheppard, 1996). This ability is now also being referred to as the leaders’
emotional intelligence (Goleman, Boyatzis and Mckee, 2002). Recent research

shows that such intelligence, when brought about through personal attention
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shown by the leader to an employee, is bound to increase employees’ levels of
enthusiasm and optimism, it lessens frustration, conveys a sense of mission and
consequently, albeit indirectly, increases performance (McColl-Kennedy and
Anderson, 2002).

‘I believe in giving possibly every individual his / her due

importance. | try to do this by allotting time and space to every

member of the staff. This is becoming harder and harder as

demands on us heads of schools are increasing everyday, both by

the education department and by the Secretariat. Still | believe that

many of these administrative issues and paperwork can be dealt

with after school, when everyone is gone and | can work in peace.

Meeting staff and sharing their ups and downs cannot be done at
such an hour.” (Male, secondary, religious Head interviewee)

There are other more specific educational practices that eloquently and positively
influence the motivation of staff:

= offering intellectual stimulation

= providing individualised support

= providing an appropriate mode.

Offering Intellectual Stimulation
Educational leaders can help bring about change by challenging staff to re-
examine assumptions about their work and rethink how it can be performed.
This is very likely to draw the attention of staff to discrepancies that might exist

between current and desired practices.
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This can plausibly also create perceptions of a more dynamic and changing

profession, thus engaging more the emotional resources of staff (Cohen and Hill,

2000).

“I think that the fact that | am still studying at university encourages
members of my staff to keep abreast of things. | feel | am more
competent to deal with the organisation and this is rippling over to
my staff.” (Male, secondary, lay Head interviewee)

“Obviously our staff get allowances for any degrees or diplomas
that they read for. | feel that this is a way of encouraging members
of staff to ensue with their studies.” (Female, primary, religious
Head interviewee)

“During staff appraisal, | encourage my members of staff to assess
their own performance. | ask them to be objective and positive, to
view their work and see what good should be maintained and what
can be improved. By adopting this kind of attitude, | believe that
people do not fall on the defensive.....they do not feel under attack
or scrutinised.” (Female, primary, religious Head interviewee)

Providing individualised support
Educational leaders convey their support to their staff by respecting and showing
concern about the staffs personal feelings and needs. This will give staff
reassurance that problems that they may encounter will be taken seriously, while
efforts will be made to help staff through personal and academic difficulties

(Louis, Toole and Hargreaves, 1999).

“I have a good rapport with my staff that many of them even share
personal issues with me. | feel good about this as it shows trust. |
try to encourage an atmosphere where people feel safe to expose
their problems, their afflictions. Maybe it is my background in
counselling that makes me do this.” (Female, primary, religious
Head respondent)
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Providing an appropriate mode
Good leadership is also practiced by setting good examples that are consistent
with and faithful to the organisation’s values. This should enhance staff beliefs
about their own competences and their self-efficacy. This will also engage the
emotions of staff by creating awareness of a more dynamic and changing job
(Ross, 1995; Ross, Cousins and Gadalla, 1996).

‘As a head of a church school, | have to be careful about my

attitude. It has to be Christian. There are times when people make

me lose my temper, but | do my best to keep my cool. Even when

it comes to admitting new students, this is no place solely for the

intelligent.  Children come from all backgrounds, from different

social strata, carrying a wide variety of subcultures and mentalities.

| am aware of all this and | do my best to cater for all.” (Female,
primary, religious Head interviewee)

SUPPORTING AND STRENGTHENING PERFORMANCE
Effective educational leaders develop their schools into organisations that
support and strengthen the performance of teachers and of students (Leithwood,
Leonard and Sharratt, 1998; Louis, Marks and Kruse, 1998; Louis, Kruse and
Associates, 1995; Marks, Louis and Printy, 2000; Silins et al., 2000). This kind of
attitude presumes that the whole scope of an educational organisation is to assist
and back up the work of organisational members. The malleability of the
organisation should match the changing nature of its working and improvement
agendas, in this regard.

“In my community, when they choose someone for a headship post,

they try to see that they find the right people with the right

predisposition. They see that the chosen individuals have the right
academic, social, and personal abilities and afttitudes. This is
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becoming a problem because as you know religious vocations are

on the decline and so choice is becoming more restricted. You

might say that we can choose a lay person for the post. Well that

would be another issue then......... [ think | have the right attitude

towards people. | hope so anyway. But that is the feedback | get

from my staff.” (Female, primary, religious Head interviewee)
Three sets of practices are affiliated with this philosophy:
Strengthening school cultures: leaders are bound to have a strong influence
upon their organisation’s culture through practices that are targeted at developing
shared norms, values, beliefs and attitudes among staff, all intended to
encourage mutual caring and trust among staff. Such demeanour is bound to
lead to a greater understanding and commitment by staff towards the aims and
goals being striven for by the school leader (Leithwood and Jantzi, 1990;
Skalbeck, 1991).

‘I am very aware of the weight that | carry upon my shoulders. |

know that, positively or negatively, | have a strong influence on the

organisation that | lead. Sometimes | say to myself that if | were to

really be aware of the responsibility that | am carrying, | would not

be able to sleep one single night. Thank God that leading my

school has become for me a way of life. Still | am very conscious of

my role and | do my utmost to perform in the best way possible.”
(Female, primary, religious Head interviewee)

Modifying school cultures: school leaders can redesign organisational
structures by means of changes in task assignments, time and space logistics,
routine procedures and the deployment of material resources. All these factors
can hinder or promote individual performance and the accomplishment of

organisational goals. Effective educational leaders use structural changes for
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establishing and ameliorating positive conditions for teaching and learning (Helm,
1989; Louis and Kruse, 1995; Roberts, 1985).

‘I have been head of school for a very long time. | have been in
headship for thirty-four years, twenty in Pakistan and fourteen in
Malta. Evidently | had to move by the times and the place in which
| was working. Abroad they had a different mentality. Here in
Malta, culture even changes from one locality to another. Like the
school where | was head prior to here (in another Maltese locality),
there were a lot of social problems. So most of my time and energy
were spent trying to help these students. | used to tell my staff to
give importance not only to the academic aspect, but also to the
personal and social facets of the students. When | came here, |
found a totally different story. Most of the students come from elite
families and so | had to change my tactics. | am not implying that
they are easier people to deal with. Simply that | needed to adopt a
different attitude.” (Female, primary, religious Head interviewee)

A sound way to modify organisational structure is achieved by working with the
wider environment outside the school confines, thus obtaining adequate extra
resources and support, together with supportive strategic alliances with other

individual and organisations.

Building collaborative processes: leaders should strive to improve the
performance of their organisation by providing opportunities for staff to be part of
decision-making, especially about matters that affect them directly. Such an
involvement is bound to help staff feel that they have the capacity to shape the
context of the organisation to meet their personal needs relative to goal
accomplishment (Sleegers, Geijsel and Van den Borg, 2002).

“| believe in shared decision-making. | involve my staff in important

issues and when changes have to be implemented, | consult as
much as | can. | admit that at times there is consultation but
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ultimately | would have to decide. Yet as much as possible | take
decisions together with my staff, especially with those who would
be most affected by the decision taken.” (Female, secondary, lay
Head interviewee)

There are other strategies that can be adopted to enhance rapport between staff

and school leadership:

DELEGATING WORK
Dimmock and Walker (2002) say that motivation is the “inspiring effort and

commitment among followers, though motivation is a core leadership function”

(p.73).

According to Carnegie et al. (1995), the effective leader works through inspiration
and not through imposition. A feeling of teamwork has to be created, urging staff
to help each other to achieve tasks: “What you need to do is to take time to enrol
people in your thinking, your vision, your dream, your fantasy, whatever it is
youre doing. Enrol them. It takes time. It takes effort. It takes continual
reinforcement. But you don'’t dictate. You enrol.” (Carnegie et al, 1995, p. 46).

“I have learnt to delegate work. First of all there is too much to be
done. Secondly | strongly believe, and | am saying this from
experience, that since | have been delegating work, | have seen
very positive outcomes. The most obvious is that | have gained a
bit of free time. Secondly and most importantly, | have realised that
members of staff feel more fulfilled when they are delegated work.
Of course | pay extra attention to see that | delegate work to the
right persons, | mean to the individual or individuals whom | think
would be capable of carrying out that particular job. | fight the
temptation to re-do or re-check work that | delegate. It is not easy,
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but | know that re-doing or re-checking delegated work, can be very
frustrating and demotivating to the person who was assigned to do
the job.” (Male, secondary, religious Head Interviewee)

Albeit the importance of delegating, it was evident that not all my participants
believe in it, or are still very cautious about it.

‘I do not feel comfortable with designating work, which | believe |
should do, to others, or as they call it delegating. | believe that |
should know exactly what is going on in my school and | have to
check every thing that is done. It gives me more peace of mind.”
(Female, primary, religious Head interviewee)

“l am against assigning or delegating work. Members of staff can
give a helping hand, but not do a job from a to z.” (Male, secondary,
religious Head interviewee)

CELEBRATING SUCCESS
The effective leader celebrates success. It is the leader’s responsibility to praise
and reward those who work hard.

“To me any kind of achievement is a feat. So | make it a point to
celebrate successes achieved both by my staff and my students.
For example | have renamed prize day Celebration day and during
the ceremony that we hold in our main hall, every student is
awarded for some outstanding quality, be it academic, personal or
social. In this way all students feel important, not only the high
academic achievers. When it comes to teachers, | do my best to
praise and promote every good effort or achievement accomplished
by any member of staff, be it a new degree, or any other attainment
even at classroom level” (Female, primary, religious Head
interviewee)
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SETTING REALISTIC GOALS

Successful leaders set realistic goals. Teachers and senior management team
need to know where they are heading and what is actually expected of them.
This will not only help to have a clear picture of what is happening, but will also
show them where they are going. This will boost motivation levels of all involved.
“The role of a headteacher is in promoting relationships and establishing
processes that engage everyone in a dialogue of shared commitment”
(Chapman, 1997, p.33). This notion will be discussed fully in the section on

school vision.

TRAINING OPPORTUNITIES

When staff members are given the opportunity for ongoing training, both
personally and professionally, they are more likely to be motivated (Stoll and
Fink, 2001; Lingard et al.,2003; Fullan, 2005). Training elicits the potential to
improve and prove oneself. “Pleasure derived from effort and success is a
strong, natural motivator” (Chapman and King, 2005, p. 23).

“I try to provide the best staff development sessions possible. |
believe that such sessions should not be done simply because they
are required by the education department. They should be
organised in the best way possible, getting the best speakers who
tackle topics that are relevant to the needs of the staff and the
school. | fully encourage staff members who pursue further studies
at university. | believe strongly in lifelong education because it is
beneficial and indispensable in this day and age.” (Male,
secondary, religious Head interviewee)
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TEAMWORK

De Vito (2003) describes a team or small group as “a collection of individuals
who are connected to one another by some common purpose and have some
degree of organisation in them” (p.209). The key words in this definition are
individuals, common purpose and organisation. The members of a team are
individuals and for a group to function effectively each member needs to

contribute to the communication process both as sender and receiver.

Individuals in a team ought to be connected by a common purpose. This helps to
focus the group and to give a raison d’etre for their interaction. It also
streamlines each member’s individuality and sets the parameters for interaction.
There also has to be a framework of operation or structure. This may be rigid or
flexible, depending on the nature of the group and its purpose or nature of the

task.

Two important aspects of groups or teams are relationships and task functions.
These two aspects influence and affect each other all the time. Good
relationships need to be nurtured in order for the group to function efficiently and
effectively in the completion of tasks. Groups and teams, therefore, do not
‘happen’ and they are not simply formed but they need to be built and nurtured.
People who work in teams need to be trained to do so and aspects of teamwork

should form part of ongoing staff development.
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Davies and Ellison (1997) state that to build a successful school team, it is critical
for the Head to:
» identify clearly the specific challenges that need to be addressed
= develop a clear focus on outcomes and performance
= collect and use high quality data to underpin judgements and actions
= foster a culture of continuous improvement
= create a climate of development and learning on the job
= adopt common and agreed processes of decision-making, problem
solving and innovative thinking
= develop a sense of caring for the team and individuals within it, which
transcends personal success or well-being
= create a working climate that offers fun and enjoyment

= celebrate success (p.155)

The question remains: to what extent are heads following these criteria? Why is
it that some educational leaders go all the way to be innovative, interactive,
supportive and proactive, while others sit comfortably in their niche watching their

organisation go by? My research goes on to delve into these matters.

206



SECTION FOUR

JOB MOTIVATION, JOB SATISFACTION AND JOB STRESS

In this section of my discussion, | shall be tackling three interrelated job aspects
taken from an educational leader's point of view. These three factors, namely
motivation, satisfaction and stress will be studied as regards their impact on the
Heads’ performance, how they impinge on their daily administrative roles, their

relation with others and also on their personal lives.

MOTIVATION
“Motivation is what drives individuals to work in the way they do to fulfil goals,
needs or expectations.”

(Colin Riches, 1997, p.10)

Motivation is like a juggling act: it needs concentration, precision, commitment
and practice. For this reason motivation is a delicate issue that needs to be
handled with care if leaders want to succeed in their schools. Energy, effort and

a lot of enthusiasm need to be invested in motivation (Cauchi, 2001).

Riches (1997) defines motivation as the goals which people have that direct their
behaviour towards something, as “the mental processes or energetic forces by
which individuals (a) pursue their drives towards particular goals, including
decisions about what to aim for and how to go about it and (b) maintain and

sustain such behaviour” (p.89).
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Lussier (2003) comments “motivation is an inner desire to satisfy an unsatisfied
need” (p.378). Looking at these definitions, it can be realised that motivation is
the driving force behind most of our actions, plans and strategies. So it can be
concluded, “to motivate is to induce someone to take action” (Riches, 1997, p.

89). Without motivation, the school process becomes dull and stagnant.

Motivation follows a process where the individual identifies an unsatisfied need.
The person has to set a goal and identify the action that needs to be taken.
Riches (1997) states that a basic general model of motivation has the ensuing
building blocks:

= needs or expectations

» behaviour

= goals

= some form of feedback.

(Riches, 1997, p.90).

Respondents were asked to say what are the work factors that motivate them
most in their job. Most of the responses were multi-factorial and the range of
declared motivating factors is interestingly very extensive and diverse. Motivators
can be various, disguised and not always expressed clearly. Motivating factors
also tend to change and vary according to the individual and to circumstances
(Bush and Middlewood, 2005). Some respondents opted for the spiritual aspect

of their mission while others gave a more academic or managerial attribute to



their role as Heads of schools. Other respondents gave a broader list of
motivators ranging from the organisational to the personal and even social facets

of being a leader in a catholic school.

As | have written, some quoted motivators were mostly academically oriented:

“The work factors that motivate me most are planning, discussing
school issues and finding ways of implementing them, offering
support, motivating people and students, trying to lead others,
delegating without abdicating responsibility.” (Female, primary,
religious Head respondent)

“Development, improvement, solving problems is what motivates
me most in my job.” (Male, secondary, religious Head respondent)

“My motivating factors are: the challenge education offers; working
with people in a team; the pastoral aspect of education.” (Male,
secondary, lay Head respondent)

“Being professional at all levels, but without stress — having staff
members who are happy and relaxed but who take pride in their

profession and who keep me ‘on my toes’” (Female, primary,
religious Head respondent)

It seems that morality, emotion and social bonds provide far more
powerful stimulants to motivation and commitment than extrinsic
concerns of transactional leadership in which leaders and followers
exchange needs and services to achieve independent objectives.
(Day et al., 2000, p. 164).

In fact another set of motivating factors were associated with the religious aspect
of being a head of a church school. Understandably enough, all these responses
came from religious heads, and incidentally they were all females:
“| consider my work as a mission. | believe that | responded to
God'’s call who placed me in such a position and therefore | have

great faith and conviction that | am being guided by Him in all | do.
| look at each individual be it teacher, parent or student as a



member of God’s Kingdom.” (Female, primary, religious Head
respondent)

“What motivates me most is doing God’s work. | did not choose
this. God chose it for me and | am doing His will. This keeps me
going and nothing else can motivate me like this.” (Female,
primary, religious Head respondent)

“What motivates me is the opportunity to take every situation to
proclaim the Gospel.” (Female, primary, religious Head respondent)

“What motivates me is my mission to evangelise — all those given to
me and my role gives me this great opportunity.” (Female,
secondary, religious Head respondent)

Was it sheer co-incidence that all the above quotations came from females? Do

female religious members give more importance to the spiritual aspect of

education than males do?

In fact | must say that the five male interviewees, inevitably, did speak about the
devout aspect of being the head of a Roman Catholic school. Yet it was evident
that in the process of discussing, they gave the same weight to the religious
aspect as to the other aspects of leading an educational organisation, whereas
the five females expanded at length on the topic. This also came out in the

responses of the questionnaires as could be seen in the above quoted captions.

Another facet to leaders’ motivation was the social aspect:

“What motivates me most is my limited but valuable contribution
towards a better society.” (Female, primary, lay Head respondent)

“What motivates me is the possibility of ‘grabbing’ people by vision
which drives the school, the inter-disciplinary nature of the job ...



the possibility of making a difference.” (Male, secondary, lay Head
respondent)

“What motivates me is the ability to make a difference. To work
(sometimes slowly and painstakingly) towards my vision of what the
girls under my care should aspire to; making opportunity happen.”
(Female, secondary, lay Head respondent)

These leaders seem to look at leadership as a tool, as a means, by which they

can make a difference, large or small, in other people’s lives.

The next group of responses concern the students directly. It seems that the
well-being, in every aspect, of scholars, is the fulcrum and fundamental
motivating factor of these particular leaders:

“What motivates me most is the love and help towards those under
my care.” (Female, primary, religious Head respondent)

“What motivates me most is the well being of the students.” (Male,
lay, secondary Head respondent)

“The good of the students. The achievement of the mission
entrusted to me by the church, i.e. the formation of the whole
person in a community spirit.” (Female, primary, religious Head
respondent)

“I love children and teaching. | am only sorry that | do not have
enough time to go into the classrooms as much as | wish.” (Female,
primary, religious Head respondent)

“What motivates me most are the students. When | look at them, |
say that whatever they are taking now will be with them for life.
Sometimes | even have to replace parents. It is very seldom that |
feel sad in my work.” (Female, primary, religious Head respondent)

“The well being and development of the pupils and team spirit
among the staff are what motivates me most in my work.” (Female,
primary, lay Head respondent)



“The work factor that motivates me most is working and dealing
with children especially when there is a clash between them so as
to help them to come to terms with each other and forgive each
other.” (Female, primary, religious Head respondent)

“The happiness and education of my students.” (Female, primary,
lay Head respondent)

“The good of the students.” (Male, secondary, lay Head
respondent)

The next group of motivators concern staff members directly. Some of the heads
derive motivation in having a good rapport with their staff and in having good
working relationships with the other stakeholders:

“I am motivated by the unity and happiness of my staff, together
with the appreciation and support of parents.” (Male, primary, lay
Head respondent)

“The satisfaction of the teachers / staff is a motivating factor for
me.” (Male, secondary religious Head respondent)

“Sense of belonging on behalf of our staff; parents’ participation in
various school activities and friendly spirit of our students motivate
me most.” (Female, primary, religious Head respondent)

“My energetic staff made up of bright relatively young individuals,
and the fact that most of my present students’ mothers are ex-
students of mine.” (Female, secondary, religious Head respondent)

“The true family environment in the school and the trust and respect
shown by all.” (Female, primary, religious Head respondent)

“Co-operation among staff and consensus on common values and
ideals.” (Female, primary, religious Head respondent)

“Building up of relationships and personalities.” (Male, primary and
secondary, lay Head respondent)



Finally there were the more idealistic set of motivators:

“The ethos of our College that is so conducive to the holistic
education of our youth.” (Male, secondary, religious Head
respondent)

“The progress and good name of the school and the satisfaction of
directing an educational organisation.” (Female, secondary, lay
Head respondent)

“My strong belief of what is wrong and right; applying new ideas in

practice and seeking out new experiences.” (Female, primary,
religious Head respondent)

FACTORS AFFECTING MOTIVATION

Riches (1997) explains that most factors affecting motivation fall under two
categories: physiological (the need to eat, drink, protection and work) and
psychological (the need to belong, to have self-esteem and be esteemed by
others). This notion of motivation was first introduced in the 1940’s by Abraham
Maslow (1943) in his motivation theory known as the Hierarchy of Needs.
Maslow divides persons’ needs into five categories, starting from the very basic,
the physiological, and progressing on to safety, love, esteem and finally self-

actualisation.

In his Two-Factor motivation-hygiene or motivation-maintenance theory,
Herzberg ((1959) says how lack of consideration for the wishes and needs of the
individual can act as a dissatisfier as it can have a very negative effect on

individuals. “Negative thoughts release chemicals that produce anxiety. Positive



thoughts release chemicals that relax and energise people” (Canter and Canter,
1999, p. 29). Very often attitudes and perspectives are contagious. Leaders, like
all members of staff in any organisation, need to feel that their wishes and needs
are being fulfilled. A motivated person, be it the leader or the follower, is far
more productive and is always looking for better ways to do a job and produce

results.

Skinner's theory of reinforcement states that positive reinforcement offers
attractive consequences for desirable performance. Therefore praise and
appreciation motivate the individual to do their best. “Positive experiences
generate pleasurable, intrinsic motivation” (Chapman and King, 2005, p.23).
Leaders need to feel appreciated by their subordinates. They need to feel that

their efforts, which at times, are huge, are acknowledged.

Motivation is what drives individuals to work in the way they do to fulfil goals,
needs or expectations. These are numerous, varied and changing. Motivation
can become a driving force for all those who sincerely believe in education. It is
a journey, not a destination. It is way of working with people and for people.

Motivation empowers people and lets them share responsibility for improvement.

While clear, direct and driving organisational directions are salient motivating

factors, they are not the only conditions that bring about motivation. All this has

to be considered and is influenced by the direct experiences that members of the
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organisation have with the leaders of the organisation and vice versa(Lord and
Mayer, 1993), and by the organisational conditions within which people work
(Rowan, 1996; Mortimore and Mortimore, 1995; Middlewood and Lumby, 1998a).
“Motivation is using our deepest preferences to move and guide us toward our
goals, to help us take initiative and strive to improve, and to persevere in the face
of setbacks and frustrations” (O’Brien, Weissberg, and Shriver, 2003, p.27).
Work has to be challenging and meaningful. This is one of the few ways in which
people feel motivated to work more and better. Providing challenge together with
fulfilment at work is a powerful motivational tool because people need to see their

jobs to be personally meaningful (Cauchi, 2001).

If school leaders perceive their work as a negative experience, they would not be
able to give their best. Undeniably, educational leaders exert a great influence
on their organisation and their negative or positive outlook certainly leaves an
impact on the rest of the organisation (Riches and Morgan, 1989; Beare et al,
2000). Most writers, implicitly or explicitly, say that only leaders who are
themselves motivated can possibly motivate others. McClelland (1987) notes
that: “What motivates world-class leaders from mediocre ones are specific
behaviours such as self-control, self-confidence, an ability to get a consensus

from people, and strong motivation for achievement” (p. 27).
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JOB SATISFACTION

Locke and Latham (1990) maintain that motivation to work (exert effort) and
satisfaction are relatively independent yet related outcomes. Motivation is rather
a process whose end-result can lead to job satisfaction. Job satisfaction is more
an attitudinal status associated with a personal feeling of intrinsic or extrinsic
achievement that can be either quantitative or qualitative in nature. Job
satisfaction is “a pleasurable emotional state resulting from the perception of
one’s job as fulfilling or allowing the fulfiiment of one’s important job values,
providing these values are compatible with one’s needs” (Locke, 1976, p. 298).
In fact job satisfaction does not depend solely on the nature of the job, but also
on the expectations that individuals have of their job. In a nutshell, “satisfaction
reflects the individual’s attitude or happiness with the situation” (Rue and Byars,

1989, p. 100).

The study of job satisfaction is perceived to be very important for the widely held
assumption that satisfied people make better workers (Dimmock and Walker,
2002; Foskett and Lumby, 2003), and therefore satisfied leaders make better
Heads of schools. Warr and Wall (1975) speak of steps to make work likeable:

= improving the material conditions of work

= improving human relations

= enhancing life motivations

= improving work organisations



Evidently all these four aspects affect all individuals in an organisation, at any

level.

Canter and Canter (1999) say that high-performing people in education define

their mission, set their priorities accordingly and align their performance with their

mission.

This applies both for people in the teaching profession and for

educational leaders.

Bush and Middlewood (2005) say that there are basically four factors that

influence job satisfaction. These are:

Individual factors. these include a person’s gender, abilities, age,
experience, and personal circumstances.

Social factors: these concern relationships at work.

Organisational factors: these include conditions of work, workload,
incentives, opportunities for advancement.

Cultural factors: these are what bring about a sense of belonging and
self-fulflment. They also include the balance between work and

personal life and the sense of self-worth.

These factors are experienced both by employees as well as by people in a

management or leadership role. Therefore when studying job satisfaction, they

have to be borne in mind.



My respondents were asked to state which are the job factors that give them the
greatest satisfaction. A very striking factor emerges from the vast majority of
responses that were given: the main feature that seems to give the greatest
satisfaction is seeing students and staff happy:

“The smiling faces of the students; the positive feedback of the
parents; the family spirit within the school premises.” (Female,
primary, religious Head respondent)

“Learners and staff that feel happy at school.” (Male, primary and
secondary, lay Head respondent)

“What gives me the greatest satisfaction is when | see that all my
efforts concerning the staff and students have not been in vain.”
(Female, secondary, religious Head respondent)

“The community spirit that exists amongst all partners — staff,
parents, and students.” (Female, primary, religious Head
respondent)

‘Satisfied, learning students. Positive feedback from parents, staff
and people in general” (Male, secondary, religious Head
respondent)

“The job factor that gives me the greatest satisfaction is when | see
everybody happy in school and doing their work with great
responsibility.” (Female, primary, religious Head respondent)

“The support of staff and healthy relationships among us.” (Female,
primary, religious Head respondent)

“When people (staff and students) are happy working in the college
setting.” (Male, primary and secondary, lay Head respondent)

“Teacher and pupil satisfaction and empowerment.” (Female,
secondary, lay Head respondent)

“When teachers, students and their parents show and air their
appreciation for what they have at school, i.e. ethos, atmosphere,
etc.” (Male, secondary, religious Head respondent)

“Girls are happy at school and parents appreciate and support our
work.” (Female, secondary, religious Head respondent)
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“The contact with students, parents and staff.” (Female, primary,
religious Head respondent)

“The Students’ well-being (emotional and academic; also students’
progress (over-all: educational and spiritual).” (Female, primary,
religious Head respondent)

“The smile on the faces of people. Knowing that people feel safe
and loved. Seeing the growth of members of the school
community.” (Female, primary and secondary, religious Head
respondent)

“When | speak to the parents and / or girls and | get positive
feedback, be it on an apostolic, academic or social level.” (Female,
primary, lay Head respondent)

“Not really academic achievements, but more students feeling at

home and being thankful. Academics come second. Good rapport
with students.” (Female, primary, religious Head respondent)

These Heads seem to agree with what Mortimore and Mortimore (1995) say that
every member of staff and students needs to “come to school in the morning with

an understanding that each is valued first and foremost as a person” (p.7)

This comes in contrast to some other given responses where academic
achievements seem to be the main job satisfiers. Bearing in mind that most
church schools enjoy an excellent reputation when it comes to academic
achievements, and Maltese church schools are no exception, this comes as no
surprise. Attaining good academic results makes Heads feel that they are living
up to what is expected of them and to the reputation of their school and church

schools in general:



“Final results: the Junior Lyceum and Common Entrance exams’
results.”(Female, primary, religious Head respondent)

“Seeing tangible results — an opportunity for feeling useful.”
(Female, primary, religious Head respondent)

“‘Knowing my actions have had positive results.” (Female,
secondary, lay Head respondent)

“Being in a position to help young girls in acquiring academic
results and skills to help them cope with everyday life in a quick-
changing world.” (Female, secondary, religious Head respondent)

“Getting things done and seeing people reaping results.” (Male,
secondary, religious Head respondent)

“Students progress. Seeing parents satisfied with their children’s
academic results.” (Male, primary, lay Head respondent)

It is customary to make a distinction between overall job satisfaction defined as
“a person’s affective reaction to his (sic) total work role” and facet satisfaction
which is defined as “people’s affective reaction to particular aspects of the job”
(Lawler, 1973, p. 21). Lawler considers that overall job satisfaction is
determined by the difference between “all the things a person feels he should
receive from his job and all those things he actually does receive (ibid).” It is
also important to bear in mind that these values and rewards may differ at

different stages of the career.

Further distinction has to be made between satisfaction with the job actually held

and occupational satisfaction which is not tied to time and place and applies to

* These are the exams that male students have to sit for in order to start their secondary education. The
Junior Lyceum exam provides access to State schools while the Common Entrance exam is a very
competitive exam which gives the opportunity to some male students to quality for a church secondary
school.
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skilled and professional occupations. But entering a profession like educational
headship involves more than the practice of skills. In includes also reference to
a body of theoretical knowledge, acceptance of a code of ethics that govern
behaviour and a degree of autonomy (Hoyle, 1980) which educational leaders
certainly have. Therefore to speak of professional satisfaction is to include the
ways in which professionals perceive their values inherent in their work as well
as the meanings they attach to their jobs and work roles. Accepting a
professional stance and its implications is a powerful influence over the sources

of professional satisfaction.

Other Heads derive their job satisfaction from finding support from their staff,
students and all stakeholders, including past students who still speak
affirmatively and have positive regard for their ex-school:

“The friendly spirit between teachers and their readiness to help
whenever is needed gives me the greatest satisfaction.” (Female,
primary and secondary, religious Head respondent)

“The support that | receive from my staff is probably what keeps
me going. The positive feedback that the school obtains from past
students, parents and results academic or otherwise are also a
powerful satisfier.” (Male, primary, lay Head respondent)

“Parents co-operation and support” (Female, primary, religious
Head respondent)

“Being told by parents and past pupils that they miss our school.”
(Female, primary, religious Head respondent)

“The fact that | am not alone on this job; that | have others who
share it with me and who support me.” (Female, primary, religious
Head respondent)
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“The co-operation and good will of others gives me great
satisfaction.” (Male, secondary, religious Head respondent)

“the cooperation and willing spirit of the staff and administration.”

(Male, primary and secondary, lay Head respondent)
Being of service and helping others was perceived to be the main satisfying
factor for a small number of respondents. Should this factor have come out
more prominently, being a study on church schools? This feature is certainly
very prominent in the section where Heads were asked to say what they think is
expected from them as educational leaders. Can it be that they see it more as a
duty rather than a satisfying factor?

“The fact that | can be of help to families gives me the greatest
satisfaction.” (Male, primary, lay Head respondent)

“When | find that | am trusted, even with personal things. Even
students really confide in me and trust me.” (Female, primary,
religious Head respondent)

“Seeing children with special needs flower and happy.” (Female,
primary, religious Head respondent)

Vision also seems to play a part in job satisfaction. Some elicit satisfaction from
the fact that they have a vision, which they share and make happen with all
those involved:

“I get great satisfaction when my staff share my educational
vision.” (Female, secondary, lay Head respondent)

“Stakeholders sharing a common vision which we see and work
for.” (Male, secondary, religious Head respondent)



One particular respondent came out with some unusual factors that seem to
bring about job satisfaction:
“Having spontaneous ideas in discussion; being eager to try things
out to see if they work in practice and adopting the right
approaches to finish the particular thing at the desired time.”
(Female, primary, religious Head respondent)

This respondent seems to have quite an adventurous spirit!

| left this final and particular response to the end. To me it is the best answer
that any Head could have given:

“Having a part in fulfilling children’s dreams.....” (Female, primary,
lay Head respondent)

Herzberg (1968) says that for satisfaction to take place, there must be “activity
on the part of the individual, some task, episode, adventure or activity in which
the individual achieves a growth experience” (p.89). Satisfaction is brought
about by factors related directly to the job and these include achievement,
recognition, advancement, the work itself, and responsibility (ibid). Studies on
job satisfaction are based on the proven hypothesis that high job satisfaction
leads to high levels of job performance. Therefore leaders who wish to
maximise their performance have to follow these guidelines. They need to allow

their intrinsic work interests and aptitudes to flourish.
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JOB STRESS

“Stress begins with a life situation that knocks you (gently or abruptly) out of
balance.” (Greenberg, 2002, p. 10)

*When | first embarked upon headship in my school, | was very

motivated and enthusiastic. | felt that | had an opportunity to try

out new ideas and methods for carrying out my duties. | felt that |

was in a position to give advice and some semblance of authority.

Initially | had a lot of energy. However, as the years went by, my

energy levels started going down. Certain parts of the job were

not as satisfying as they used to be and | started to feel miserable,

even overwhelmed at times.” (Female, secondary, lay Head

interviewee)
Research by psychologists and other stress analysts has shown that the most
wearisome and demanding professions are those that involve high pressure and
serious responsibilities, which are often perceived to be beyond the control of
the individual concerned (Sorenson, 2007). Very interesting is the fact that the
American Institute of Stress (2001) found out that two of the ten most stressful
jobs in the modern workplace have to do with education. Jazzar and Algozzine
(2006) say that this may be due to the fact that twenty-first-century educators
are involved in what are referred to as active jobs (Karasek and Theorell, 1992)
where there is heavy pressure to perform together with long hours of work,
coupled with high problem-solving responsibilities. In the educational field this
is mostly due to high-stakes testing, student accountability, high demanded
standards and ongoing change. In such an ambience, the need to manage

stress is counter balanced by the need for greater student achievement and

overall organisational improvement.
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At this point it has to be said that stress can never be eliminated and some
element of stress can produce results as it can be used as an incentive for
better job performance, and act as a motivator for the individual to strive on and

try to ameliorate one’s position (Dunham 1984; Somaz and Tulgan, 2003).

In fact Maslow (1960) depicts the stress-performance relationship as an inverted

bell-shaped curve.
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LEVEL OF STRESS

At low stress levels, individuals maintain their current level of performance: they
probably see no reason to change their performance level and might even
become bored, lazy and perform poorly. Stress in moderate amounts acts as a
stimulus for the individual. Mild stress can be responsible for creative activities

in the individual as one tries to solve challenging / stressful problems. On the
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contrary, under conditions of excessive stress, a person’s performance drops
markedly. The severity of the stress consumes attention and energy and the
individual focuses considerable effort on attempting to reduce the stress. Little

effort would be left to devote to job performance.

The study of stress has to be tackled from three different angles: causes,
symptoms and remedies or coping strategies (Everard and Morris, 1996). For
this reason Heads were asked to identify what causes their stress, how they
experience it and what coping mechanisms they use. Since stress can be a
very subjective matter, Heads were also asked to define what they understand

by the word stress.

CAUSES OF STRESS

Late twentieth and early twenty-first century organisations put great emphasis
on high productivity and accountability, and tend to be very competitive
(Peterson, 1999). Then there seem to be other factors like organisational
boredom, anxiety, tension, troublesome thoughts, job dissatisfaction and burn-
out and even, at times nervous breakdowns, all of which seem to be resulting

from a change in attitude and disposition towards work (Ross and Altmaier,

2000).
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Sorenson (2006) says that there is no shortage of factors within schools that can
cause stress. These would include pressures to complete tasks, trying to avoid
unwanted mistakes, work-overload, high-stakes testing, demanding
administrators, discontented colleagues and irritated parents. The author goes
on to classify these features around stress indicators such as problem-solving,
time management, goal setting, conflict management, decisions, ethics,

instructional leadership, organisational politics and pressure tolerance.

In the educational sphere, when educators find themselves too burdened with
heavy responsibilities, with assignments that are conflicting, too demanding or
unclear, both stress and dissatisfaction are bound to increase (Ross and

Altmaier, 2000).

In fact it is evident that one of the biggest stressors for these educational leaders
seems to be the time factor coupled with administrative issues. They feel that
there is too much to do and their life seems to be a struggle against time:

“Not enough time (and | am at school from 7am to 6pm) to carry

out all that needs to be done.” (Female, primary, religious Head

respondent)

“Too many things to be done in so short a time!” (Male, primary,
religious Head respondent)

“Meeting deadlines!” (Male, primary and secondary, lay Head
respondent)

“The fact that | don’t have enough time to be with the students and
teachers.” (Female, primary, religious Head respondent)
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“Coping with many things at the same time. Unexpected things
that crop up.” (Male, primary, lay Head respondent)

“The ever increasing activities for students that have to be done in
a very short period of time stresses me in my job.” (Female,
primary, religious Head respondent)

“Time factor! Too much paper-work.” (Female, primary, religious
Head respondent)

“Deadlines!  Administrative paper work.” (Male, primary and
secondary, lay Head respondent)

“Too many things to see to — and you finish by doing nothing as
well as you would desire.” (Female, primary, religious Head
respondent)

“The constant demands made by parents / staff and pupils. There
is somehow never enough time to respond to all the needs.” (Male,
secondary, religious Head respondent)

Lack of co-operation from stakeholders is also a major factor that seems to be

causing stress to the respondents.

“The lack of cooperation that | get from a small number of parents
and on some occasions from the powers that be.” (Male, primary,
lay Head respondent)

“Lack of co-operation from staff and children.” (Female, primary,
religious Head respondent)

“The so-called professionals that do not do their job well.” (Female,
primary, religious Head respondent)

“Members of staff not pulling on the same ropes. Not managing to
get through to a student despite all the efforts.” (Female,
secondary, religious Head respondent)

“Conflict, lack of discipline and confrontation.” (Male, secondary,
religious Head respondent)

“Unmotivated or unprofessional teachers.” (Female, primary,
religious Head respondent)
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“Absent teachers during the same period. When a member of staff
members are not sincere.” (Female, primary, religious Head
respondent)

“Conlflict, petty murmuring and grumbling for more trivialities...not
appreciating what one has till it is gone — then it’s too late!!” (Male,
secondary, religious Head respondent)

“Unhappy relationships with people. Not accepting others as they
are.” (Female, secondary, lay Head respondent)

“Pressure from parents.” (Female, primary, religious Head
respondent)

“Complacency and lack of interest and professionality.” (Female,
secondary, lay Head respondent)

“Persistent misbehaviour by some. Unnecessary conflicts.”
(Female, secondary, religious Head respondent)

“Teachers who come late to school. Students who come too early
to school” (Female, primary, religious Head respondent)

‘I have to adapt to staff. They are the product of today’s society.
Then there are those others who have been teaching for very long
and they seem to have fallen in a rut. Nothing moves them to do
any changes. They are too comfortable in their niche. | also
dislike cliques among staff. | do my best to keep neutral especially
in issues that arise out of the school premises. There are those
individuals who say what they have to say and it is over. Then
there are those others who work underground. And these are the
most dangerous.” (Female, primary, religious Head interviewee)

Then there are administrative matters that have to be taken care of and which
seem to cause undue stress. These are diverse and their degree varies
according to the size of the school and the personality of the individual:

"There are too many important decisions to be taken instantly! And

being accountable for anything and everything.” (Male, secondary,
religious Head respondent)
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“Paperwork, lack of finances, and lack of sincerity.” (Female,
secondary, lay Head respondent)

“When | don'’t succeed in doing the right things especially to those
in my care.” (Male, secondary, religious Head respondent)

‘When | have to do something for which | do not feel adequately
trained. | am a perfectionist and | do not do things by half Also
when my relationship with someone is somehow tarnished. This,
for me, is the worst thing.” (Female, primary, religious Head
respondent)

“Students to whom | would want to give hundred per cent
(especially formation) but to no avail.” (Female, primary, religious
Head respondent)

“Working to overcome obstacles and depending on others who
sometimes let me down.” (Female, secondary, lay Head
respondent)

“The responsibility that | feel. Although many tasks are delegated

and responsibilities are shared, just the same | feel stressed at the
end.” (Female, secondary, lay Head respondent)

This last quotation tallies with the huge sense of responsibility that Heads wrote
about when at the very start of the questionnaire | had asked them what it feels
like to be the Head of a church school. Ironically enough, only one respondent

directly quoted responsibility as one of the major, if not the main stressor.

On the other hand, when discussing stressful factors with my interviewees, the
notion of responsibility came out very clearly. It was even evident by the non-
verbals of some of the interviewees who put on a worried look or a slumped
posture when they spoke about the responsibility that they feel they are

shouldering:
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“This is a huge responsibility that | am carrying. | feel accountable
to God and to all the people who are somewhat affected by my
leadership. At times | sleep with the thought and wake up with it.
No matter how much time will pass, the three hundred students
who attend this school, will always remember the time that they
spent here, with its ups and downs and | am sure that | will not be
forgotten by them in any way. | just hope and pray that the
memory of me will be positive and pleasant.” (Female, primary,
religious Head interviewee)

“We heads are carrying a lot on our shoulders. We have to abide
by rules; we are answerable for all that we do. Sometimes | feel
like | am under a microscope, with every one of my words and
actions scrutinised in detail. We have to play multi-roles. We
cannot be just educators; at times we have to be counsellors,
friends, confessors, and even parents. In fact very often | get the
feeling that parents are shedding their responsibilities onto us.”
(Male, secondary, religious Head interviewee)

“We are responsible for the character formation of our students.

Our students are very young and we certainly affect their outlook

towards life, their personal attitudes, their approach towards

others, their stance towards life in general. | believe that to a

certain extent we can mould our students as they spend their early

and very crucial years in our school. We are not the only factors

that influence them as there are then their parents and peers. But

we certainly should act as role models.” (Female, primary, religious

Head interviewee).
Social factors are also causing stress to some of these educational leaders.
Here it is important to emphasise again that church schools in Malta are free,
and entry at primary level is done by ballot as | explained in my introduction. For
this reason, every primary school is bound to have students coming from all
strata of society. | am not alleging, in any way, that social problems exist only in
the lower social strata. They crop up everywhere. The only difference is that

people in the lower social stratum my not have the adequate skills to cope with

the situation whereas people in higher social strata may have the financial
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means and adequate contacts to cope better with the situation. At secondary
level, male students have to sit for a competitive exam. So basically boys would
be mostly chosen according to their academic abilities. Still this would not, in
any way, mean that social problems would be lacking. In fact, it is a bitter reality
that social and personal problems are on the increase (I face this everyday in
my job) and they are posing a considerable problem on any school, be it a state

or a church organisation.

“Broken families, indifference to religion, poverty, whether material
or otherwise, are causing me great stress.” (Female, primary,
religious Head respondent)

“Knowing that | am not always in a position to help improve a
child’s home situation that is harmful and causing hurt” (Female,
secondary, lay Head respondent)

“When what we teach at school is not reinforced at home.”
(Female, primary, religious Head respondent)

“The increasing number of separated parents. The aggressive
style of a hedonistic life style and the exploitation of the young by

people behind the Mass Media world of advertisements.” (Female,
secondary, religious Head respondent)

WHAT IS STRESS

Stress may be defined as the experience “of unpleasant negative emotions such
as anger, frustration, anxiety, depression and nervousness” (Kyriacou, 2000, p.
3) resulting from the work that a person does. Stress can be also be depicted
as a dynamic condition in which a person feels challenged by an opportunity or

limitation, urgency, pressure, physical or mental anxiety or strain, or demands
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related to perceived outcomes (Schuler, 1980; Merriam-Webster, 2000; Hughes,
Ginnett and Curphy, 2002). Furthermore stress can be simply described as an

unavoidable consequence of life (Elkin, 1999a).

At this stage, participants were asked to define stress. From the variety of
responses, one can realise how subjective such a theme can be: how the same
concept can have diverse definitions for different people. In fact | decided to
give a wide selection of quotes in order to give an overview of the range of

thoughts that the participants expressed.

The first notion that can be noticed among the respondents is this feeling of
being overwhelmed, of feeling incapable of coping with circumstances, and of
possibly losing control over a situation or situations:

“Stress is the inability to cope, for some reason or other, with a
particular situation. To be overwhelmed.” (Male, primary, lay Head
respondent)

“Finding it hard to cope with the demands.” (Female, primary,
religious Head respondent)

“My reaction to things | have no control on (but would like to
control), when my resources are not enough to cope with the
situation.” (Female, primary, religious Head respondent)

“When you feel things are beyond you, you cannot cope; your
strengths are diminishing.” (Female, primary, religious Head
respondent)

“Worry; preoccupation; overriding concern that cannot be left in the
office when | walk home!” (Female, secondary, lay Head
respondent)
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“When too much work is being asked from you to be done within a
short period of time.” (Female, primary, religious Head respondent)

“Having more work than | can cope with.” (Male, secondary,
religious Head respondent)

“The result of situations when the person does not feel in control
over him/herself or his / her surroundings.” (Female, primary,
religious Head respondent)

“Circumstances which present themselves as formidable
difficulties to which | do not see a plausible solution.” (Female,
secondary, religious Head respondent)

“Worry, having to continue to work although a break is needed.”
(Male, secondary, religious Head respondent)

“Stress means having to do several things at the same time
without enough time for preparation.” (Male, primary and
secondary, lay Head respondent)

“Tension from inability to cope with situations although my faith in
God helps me a great deal.” (Female, primary, religious Head
respondent)

‘A sense of tension and pressure caused by overwork, worries
connected with job.” (Male, primary, religious Head respondent)

“Problems and difficulties which are impossible to solve.” (Female,
primary, religious Head respondent)

“For me stress is when | feel burnt out.” (Male, secondary, religious
Head respondent)

“Pressure to rise to people’s expectations.” (Female, primary,
religious Head respondent)

“Having to cope with problems, i.e. misunderstandings, difficult
characters, indifference, parents who do not accept their children’s
limitations or problems.” (Male, secondary, religious Head
respondent)
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The notion of stress seems to go further than this and is perceived to delve into
the personal for some respondents:

“Stress is losing inner peace; it is feeling tired and not being able

to cope.” (Male, primary, lay Head respondent)

“Stress is pressure that saps your energy and is not constructive.”
(Female, primary, religious Head respondent)

“According to my point of view, stress means something that lets
you down.” (Male, secondary, religious Head respondent)

“By stress | understand that | am being constrained to take
decisions and do things without allowing them to take their normal
course due to pressure of time, people and circumstances.”
(Female, primary, religious Head respondent)

“I feel more tired than | should.” (Female, primary, religious Head
respondent)

“Energy that could be utilised for a better cause.” (Male,
secondary, religious Head respondent)

“Psychological pain that impinges on one’s emotions and daily

living. Pain induced by exterior or interior situations.” (Female,
secondary, religious Head respondent)

SYMPTOMS OF STRESS

Stress, with its constraints, demands, pressures and anxieties, can bring about
symptoms that can vary from low productivity, to an increase in absenteeism
and turnover, and even to serious health concerns. Elkin (1999b) states that it is
believed that seventy-five to ninety per cent of all visits to general practitioners
concern stress-related medical problems. The symptoms of stress can range

from a feeling of constant malaise or recurrent ill health to nervous conditions.
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In fact Everard and Morris, (1996) divide symptoms into four categories:
Behavioural, Emotional, Physical and Mental (shown below). Stress is
displayed in various ways. When a person is under excessive stress.
behavioural, physical, emotional or mental signals would start to indicate that the
individual is reacting to abnormal circumstances, striving to cope with the
unwarranted situation (Kirsta, 1987; Nathan, Staats and Rosch, 1989: White,
1997; Bottery, 2005). As authors (Somaz and Tulgan, 2003; Stranks, 2005:
Sorenson, 2006; Sorenson, 2007) suggest, consequences can go beyond what
the individual can ever expect, and can even extend to lack of focus, failure to
do or complete work-related tasks and loss of motivation. In other words, “the
resulting consequences remain at the very least disturbing, if not debilitating”

(Sorenson, 2007, p. 12).

Behavioural Physical

Overeating Headaches

Drinking too much alcohol Upset stomach

Compulsive smoking Dizziness

Neglect of personal appearance Sweaty and / or trembling hands
Insomnia Skin rashes

Restlessness — fidgeting Palpitations

Lethargy Dry mouth

Change in sex drive High blood pressure

Unusual clumsiness Backache

Accident proneness Neck pains

Lettings things slide Nausea

Less communicative B
Emotional Mental

Depression Loss of concentration
Tenseness Increased forgetfulness
Irritability Increased mistakes

Remorse Increased day-dreaming
Thoughts of suicide Poor judgement

Defensiveness Less rational thinking

Crying Indecisiveness B
Aggressive behaviour

Anxiety

(Some Symptoms of Stress (Everard and Morris, 1996, p. 116)
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Respondents were asked to describe how they experience stress. Different
factors could be elicited. One of the most common features was a
predominating feeling of fatigue, frustration and being overwhelmed:

“If it is related to work load, | go home very tired sometimes unable

to eat when | get home. If it is related to lack of cooperation, |

usually become very angry.” (Male, primary, lay Head respondent)

“Tiredness and worry.” (Female, primary, religious Head
respondent)

‘A sense of overwhelming frustration.” (Female, primary, religious
Head respondent)

“Frustration (especially when people do not take their
responsibilities seriously).” (Female, secondary, lay Head
respondent)

The next set of factors are mostly behavioural and relate to loss of temper:

‘I flare up, yell my head off, but then it will soon be over.” (Female,
primary, religious Head respondent)

“Feeling tense and edgy and on the brink of losing composure and
control. Anger swelling up.” (Male, primary and secondary, lay
Head respondent)

“l do my best to solve problems but in the meantime | feel very
irritated.” (Female, primary, religious Head respondent)

‘I get tense and irritable.” (Male, secondary, religious Head
respondent)

“Tension, sadness, thinking all the time about the same thing.”
(Female, primary, religious Head respondent)

The next group of factors relate to the physical:

“Some physical symptoms (at times unpleasant). A terrible
tendency to over-eat!!!” (Female, secondary, lay Head respondent)
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‘Muscle pain, loss of appetite and increased irritability.” (Male,
secondary, religious Head respondent)

“Headaches, lack of focus (if not checked) troubled sleep and
edginess.” (Female, primary, religious Head respondent)

“Pain, around my whole body.” (Male, secondary, religious Head
respondent)

“Migraine (severe at times).” (Female, primary, religious Head
respondent)
The last group of responses have a more psychological aspect:

‘I become less communicative, fidgety and restless.” (Female,
primary, religious Head respondent)

“Not working at an optimum.” (Male, secondary, religious Head
respondent)

“A very negative and killing force that can paralyse me.” (Female,
religious Head respondent)

“Stress hinders me from focusing on the most urgent issues that
may vary from school to school.” (Male, primary and secondary,
lay Head respondent)

“Sleepless nights! Mulling over situations, choices and decisions.”
(Female, secondary, lay Head respondent)

Greenberg (1984) and Dunham (1992) suggest that stress symptoms should be
taken as warning signs of a problem as would be the case in any other illness.
Both authors suggest that an individual can reduce the pressure by developing

personal coping strategies.
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COPING WITH STRESS
Watts and Cooper (1992) suggest that we need to look at the overall balance
between our stress levels and individual vulnerability, using a stress equation:

Life stress + work stress + individual vulnerability = stress symptoms outcome

The nature of one’s personality will also determine how threats are assessed by
the individual and what strategies the latter chooses to moderate the perceived
stress.
Friedman and Rosenman (1974) identified two types of personalities:
sType A: ambitious, competitive, hypercritical, perfectionist, workaholics
who are often anxious and insecure underneath
mType B: who give themselves time to reflect, are generally more

laidback, yet still able to respond to situations effectively.

Kelly (1998) found that most Heads of schools tend to verge more on the type A
personality. Therefore extra attention has to be given, because such individuals
are more prone to suffer from stress. Another factor that has to be taken into
account when discussing whether people can be more prone to stress is the
concept of hardiness. People with a hardy personality have several important

attributes which Watts and Cooper (1992) identify as:

sCommitment (belief in self)
mControl (belief that one can influence events)

sChallenge (a positive attitude to change).
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At this stage, the most natural thing to ask respondents was if they use any
stress coping strategies, and if in the affirmative, which are they. Twenty-six
respondents replied in the positive, i.e. that they do adopt stress coping
strategies to manage while four respondents said that they do not use any
stress coping methods at all:
“I feel | can still do it. | fight it out.” (Female, primary, religious Head
respondent)
Some people can tolerate stressful situations more than others, even though the
most hardy may succumb eventually. This also depends on the context, length
of time the stress has been present, the way the person views its worth and the

present circumstances.

Stress management strategies must not only be employed but should be given
great prominence and it should be made sure that they are truly effective
(Steinmetz, Blakenship, Brown, Hall and Miller, 1980; Cummings, 1990; Elkin,
1999a; Sorenson and Goldsmith, 2008). The awareness of potential stressors
has to be continuous and coping mechanisms need to be flexible enough to
change and modify in the light of the different stressors of different individuals
(Crawford, 2000). Up to some years ago people in education were reluctant to
admit that they were undergoing stress for fear that this might indicate that they
were failing to cope sufficiently with their work. Any attempt to reduce the
experience of stress was seen as the individual’'s own responsibility (Kyriacou,

2001).
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In a study among Heads of schools, Dunham and Collins (1992) identified
several sorts of individual coping patterns or coping mechanisms. These can be
divided into four categories:

Palliative measures: short-term tactics that give an immediate relief, like
smoking, drinking and overeating

Direct measures: political action of some kind like trying to modify job demands
by changing the system or possibly changing the culture of the organisation
Indirect measures: when an individual changes responses to demands by using
peer support groups, counselling and other similar strategies

Compensatory measures: patterns such as developing outside interests like

sports activities, leading to a more balanced overall lifestyle.

Respondents were asked to share their stress coping strategies. A good
number resort to compensatory measures like leisure activities and taking time

off to unwind, coupled at times with palliative measures:

“Reading a book, going for a short walk, watching television or
having recreation with the other nuns.” (Female, primary, religious
Head respondent)

“Going for quiet walks in the countryside, relishing the peace of the
surroundings and listening to reflective music.” (Female,
secondary, religious Head respondent)

“Taking some time off to relax. | find writing out what is bothering
me very helpful and if | can get an early night and some extra
sleep, | find | can begin again for fresh the next day.” (Male,
primary and secondary, lay Head respondent)
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‘I go out for a walk. | take a day off. | try to have a good sleep.”
(Female, primary, religious Head respondent)

“Time-out! | try to give time to myself to stop, think and reflect. |
never act on impulse.” (Male, secondary, religious Head
respondent)

“By closing the office door and take off for a while.” (Female,
secondary, lay Head respondent)

“Taking short time-outs (10 — 15 minutes).” (Male, secondary,
religious Head respondent)

“Complete change from daily routine: gardening, tapestry,
reading.” (Female, secondary, lay Head respondent)

“Nothing professional: simple practical common sense things, e.g.
walking, reading, watching television.” (Female, primary, religious
Head respondent)

‘Listening to classical music and operas. Walking. Being alone.”
(Female, secondary, religious Head respondent)

“Physical activity. Breathing exercises.” (Male, secondary,
religious Head respondent)

“Do different jobs like cooking.” (Female, primary, religious Head
respondent)

“Eating chocolates and sweets (unfortunately). Sudokus (very
relaxing!). | have a wonderful love for reading (fantastic stress-
buster). Weekends in our summer residence. Walking when |
have time.” (Male, primary and secondary, lay Head respondent)
“Eating!” (Male, secondary, religious Head respondent)

“’Smoking a good cigar is sometimes helpful.” (Male, primary, lay
Head respondent)

Other respondents said that they adopt more strategic and direct methods:

“This usually entails treating the cause of the problem that is
causing me to be stressful.” (Male, primary, lay Head respondent)

242



“Put in an effort to remain focused on the here and now, sharing

the experience with someone you trust” (Female, secondary,
religious Head respondent)

“Distribution of various activities among different teachers. Our
Pastoral team is doing a great job too.” (Female, primary, religious
Head respondent)

“Training myself to compartmentalise my life: personal /
professional.” (Female, secondary, religious Head respondent)

“If it concerns my work, | try my best to do first what is most
important and then leave out what does not appeal to my work.”
(Male, primary, religious Head respondent)

‘Long term planning and delegating though it is not always
possible to delegate equally to all members of staff for various and
valid reasons.” (Female, primary, religious Head respondent)

“| share my stress with a professional advisor.” (Female, primary,
religious Head respondent)

Others opt to use indirect measures:

“Obviously, if the problem that is bothering me is one | can share
with others, | will do so. | do not find it difficult to ask for advice.”
(Female, primary, religious Head respondent)

“Prioritising work.  Postponing corrective action for a while.
Rationalising.” (Female, secondary, lay Head respondent)
“Sharing thoughts with a ‘critical friend’ in the same profession who
can be trusted.” (Female, secondary, lay Head respondent)

“| talk about problems with my assistant heads. | try not to take
schoolwork at home. If | am still stressed | go for a long walk
alone.” (Male, primary and secondary, lay Head respondent)

“I manage to laugh at my own stress!” (Female, primary, religious
Head respondent)



Understandably enough, some respondents pointed out that they adopt a
spiritual method to cope with their stress by resorting to prayer:
“Above all prayer.” (Female, primary, religious Head respondent)

“Most of all prayer” (Female, secondary, religious Head
respondent)

“Go to the chapel and pray.” (Female, primary, religious Head
respondent)

“Prayert”(Male, secondary, religious Head respondent)

In his study, Williams (2001) says that 70% of incumbent school leaders and
vice leaders are finding a considerable amount of job dissatisfaction and stress
in their jobs. Work intensification with all its different aspects, increased
workloads, lack of time to deal with them, and the resulting stress are a
phenomenon that cannot be overlooked. For school leaders, the result can be a
demand for the impossible, as Evans (1995) says:

Wanted: A miracle worker who can do more with less, pacify rival

groups, endure chronic second-guessing, tolerate low levels of

support, process large volumes of paper, and work double shifts

....He or she will have carte blanche to innovate, but cannot spend
much money, replace any personnel, or upset any constituency.

(p.50)

Yet albeit such demands, and increased constraint for such demands to be
perceived as legitimate, people continue to go the extra mile, to work the extra
hours, to forego the family or community (in this case). What is even more
worrying is the fact, as Gronn (2003) points out, that people are becoming

addicted to this pattern, and in reality are living to work, rather than working to
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live: “work becomes the measure of what one is and not just what one does” (p.
153). Blackmore (1995) makes the same point, saying that due to the emotional
demands of the job and the invasion of personal time and space, “for many
teachers and headteachers, the line between the professional and personal is
increasingly blurred” (p. 51). Fielding (2003) takes this further by putting forward
the perturbing fact that the personal is not just increasingly utilised for the
functional, but rather that “the functional and the personal collapse soundlessly

into each other” (p.12).

245



SECTION FIVE
PREDOMINANT SCHOOL CULTURE

Most contemporary theories of educational leadership say that leadership
cannot be separated from the context in which it happens. Leadership is
contingent on the setting, the nature and goals of the organisation. This would
also include the people involved, resources and timeframes, together with many
factors, even including the characteristics and qualities of the leaders
themselves (Hallinger and Heck, 1996a; Leithwood and Duke, 1999). Research
is giving greater prominence to the context in which leaders work and how, to be
successful, leaders need to respond flexibly to the context they work in

(Hallinger, Bickman and Davis, 1996; Vecchio, 2002).

It is important that educators get to know about and understand the role of
school culture and how it impinges on the individual (Hargreaves, 1994). This is
because:
= knowledge of educational culture leads to an insight into and develops
an understanding of the context of practice
= it facilitates integration within the school ethos
= it enhances the educator’s identity and thus be a means of gaining
more professional confidence and competency
= the process of educational change at the institutional level will be
more understood as it will be set against an established cuilture and

context (Hargreaves, 1994).



Argyle (1994) says that the culture of a group of people is their whole way of life
—their language, ways of perceiving, categorising and thinking about the world,
forms of non-verbal communication and social interaction, rules and conventions
about behaviour, moral values and ideals” (p.184). According to Argyle, all
these aspects of culture are bound to affect social behaviour, directly or

indirectly.

Respondents were asked to describe the predominant culture of their schools.
They were then asked to give examples to illustrate the culture that prevails in
their educational organisations. | feel that this was one of the instances where |
could obtain a reflection of how Heads felt that the culture of their school was.
Again it could have been a matter of sheer words, or a matter of what Heads

really would like their school culture to be.

“The predominant culture in my school is one of collaboration
between staff and between staff and students. | think there is also
a culture of work and a sense of satisfaction in the results
obtained. There is also a sense of family and a sense of
achievement and pride in the school.” (Male, primary, lay Head
respondent)

“Veery friendly. Children walk in happily. Parents say how happy
their children are. It upsets me to see a girl leaving school sad or
upset.” (Female, primary, religious Head respondent)

“Collegial and person oriented. We try to work as a team though
with different degree and commitment.” (Male, primary and
secondary, lay Head respondent)

“Caring, catholic culture. The family aspect.” (Male, secondary,
religious Head respondent)
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“Inclusive, caring and able to bring out the best (academic etc.) in
each student.” (Female, primary, religious Head respondent)

“Holistic including intellectual development and growth and a
deepening of Faith and Christian living.” (Female, secondary,
religious Head respondent)

“Cosy atmosphere. Family ambience. Pleasant. People feel
welcome.” (Female, primary religious Head respondent)

“Family and friendly although differences do exist” (Male,
secondary, religious Head respondent)

“Very high on relationships. The spiritual dimension is very much

felt. People feel welcome, accepted, loved and cared for.”
(Female, secondary, religious Head respondent)

Relevant aspects of culture include not only the set of beliefs, values and norms
of behaviour developed within a particular group, but also the habitual patterns
of relationship and forms of association within that group — the ‘content’ and
‘form’ of culture (Hargreaves, 1992). Through immersion in a particular culture,
its members might be prone to both create and accept a distinctive social
identity and would be thereby disciplined into accepted ways of thinking,
speaking and behaving within a given context (Acker, 1997) although this cannot
be taken as a rule for everyone.

Organisation culture refers to all the specific meanings and values

held by the members of a particular organisation. It includes their

language, their special vocabulary, their story, the way they view

things, their rites and ceremonies, their physical appearance,

dress and ornaments, their way of recruiting, educating, rewarding

and punishing.
(Lombaerts, 1998 p. 205)



Meanings and values operate in a number of ways:

they provide the basis for the organisation’s specific identity

= they confer the status of membership and give members the sense of
belonging

= they ensure the maintenance of boundaries and protect the organisation
against the outside world

= they ensure stability for the organisation

» they motivate the members to undertake a certain work, to take risks with
and for the organisation

» they ensure a common goal and a common dedication to the interests of
the organisation

= they make it possible for the organisation to function, to make decisions,

to take the right initiatives in line with the common goal.

(Douglas, 1986).

The big job of the Head then would be to get everyone to sign up to such a

philosophy, to convince every member of staff to get on board.

The culture of an organisation represents its ideology. It pervades all aspects of
the organisation and it is an influential means of control within the same
organisation (Douglas, 1986).

“Our culture is to help mostly middle-class families” (Female,
primary religious Head respondent)
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A team-oriented culture focused on improving teaching and
learning; providing a caring, supportive learning environment
where everybody is happy and everybody is learning.” (Female,
primary, religious Head respondent)

“Academically oriented, now recognising the need to address
change to reach an ever-changing student population / culture that
Is increasingly alienated from the church.” (Female, secondary,
religious Head respondent)

‘A happy, -caring -culture, with a particular attention to
disadvantaged girls.” (Female, secondary, religious Head
respondent)

“Simplicity, family spirit, caring, professional attitudes, availability,
concern for each child. Our moftto is ‘Believe and Achieve.”
(Female, primary, religious Head respondent)

“In our school we respect each and everyone the same. We are
ready to accept in our school all children with different abilities and

mixed gender and we want to make everybody happy.” (Female,
primary, religious Head respondent)

Everard and Morris (1996) define culture as the “character” (p.151) of the
organisation and say that culture covers such intangibles as the tone, value
system, the standards by which merit is judged, personal relationships, habits,

unwritten rules of conduct and the practice of educational judgement.

“An almost palpable family spirit.” (Male, secondary, religious Head
respondent)

“We follow the preventive system of our patron saint — religion,
reasoning and love. In our school one finds a family spirit.” (Male,
primary, religious Head respondent)

“The predominant culture of our school is a Catholic one, and a
Mediterranean, thus a friendly culture.” (Female, secondary,
religious Head respondent)

“Friendly, just, fair, calm and peaceful environment.” (Female,
secondary, lay Head respondent)
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A friendly, happy and family environment. OQur school is a
welcoming school and accepts everyone as he / she is. We are an
inclusive school and give importance to the individuality of each
person.” (Female, primary, religious Head respondent)

“It is still too early for me to answer this question. However the
thing that has struck me most so far is the collegiality that exists

among staff and the desire to give the school a good name.”
(Female, secondary, lay Head respondent)*

Deal and Kennedy (1983) suggest that organisational culture, rather than its
structure and strategies, is the principal factor at work, as behaviour is affected
by shared values, beliefs about the organisation, how it does, and should,
operate, and how people behave in it. It would be interesting to see how staff,
parents and students see things. This would be part of a study that | propose
should be carried out in Maltese church schools. It is important to bear in mind
all the time that this is what the Heads said was their ideal. | cannot know that it
was actually like this for all the Heads involved.

“Every decision — even the most insignificant, is taken after

everyone (and this often includes even the students) have had

their say.” (Female, primary, religious Head respondent)

“Important issues, decisions and school policies are results of

discussions and debate with different school stakeholders,

especially staff and students. Parents are also invited to

participate in the discussions.” (Male, primary and secondary, lay
Head respondent)

The culture of an organisation comprises its values (Schein, 1985), operational

norms, attitudes to and care for its employees, rites and ceremonies,

* This respondent was still in her first year of headship.



celebrations of achievements, formal and informal networks and systems of
communication, the ideology that the organisation espouses (Mintzberg, 1973),
perceptions, expressions of need and interest (Martin, 1985), patterns of
expectation, and general orientations (Schwartz and Davis, 1981).
“A warm, open, friendly community keen to learn and explore new
avenues creatively and where discipline plays an important part.”
(Female, primary, religious Head respondent)
“It is a caring school. It is also inclusive, trying to find ways and
means to make this work with all the challenges and opportunities
presented. It is therefore a changing school and therefore a
Christian school.” (Female, secondary, religious Head respondent)
Some organisations strive to have a homogeneous internal culture within their
organisation, as this is considered to be one of the main pillars bound to lead to
greater commitment to the organisation rather than to the particular occupation
of employees (Morrison, 1998). According to Collins (1994) the greatest
emphasis of an organisation ought to be put on its people, ethos and culture.
“Our mission statement is inspired by the Gospel values and the
teachings of our patron saint. Our school aims at creating a team
of dedicated professionals to give our girls a holistic education,
developing their individual, intellectual, spiritual, emotional,
creative and physical potential to the full in the knowledge that
such gifts come from a loving God who asks us to use them for our

good and for the good of others.” (Female, primary, religious Head
respondent)

In the creation of such a quality culture, the emphasis is on sharing values (Judd
and Winder, 1995), the connectedness of all aspects of the organisation,
importance of relationships and systems, and shared responsibility (Senge,

1990; Morrison, 1998). Against this background, Hill (1991) argues “the task of

252



management is to design a structure and establish a culture that will maximise

the effective participation of all employees in the pursuit of quality” (p.400).

This brings about the role of cultural leadership that is a culture of excellence
underpinned by the values of quality, effectiveness, equity, efficiency and
empowerment. This would be bound to affect a shift from a culture of
dependence in a centralised system, to a culture of self-management (Caldwell
and Spinks, 1992; Caldwell, 2000) where every organisation would be able to

enjoy a sense of autonomy and independence leading to better effectiveness.

Admittedly, cultural analysis raises complex issues. However, the task is worth
pursuing, because it helps to make sense of what goes on inside the school.
Consequently more insight into the cultural context of professional practice is

gained (Campbell and Neill, 1994; Woods, Jeffrey, Troman, and Boyle, 1997).

Respondents were asked to give examples to illustrate the culture that prevails
in their educational organisations.

‘I talk to all students on a friendly basis and they have little
difficulty in contacting me, and other members of the staff.” (Male,
secondary, religious Head respondent)

“The school has a very strongly developed Inclusion policy and
Pastoral care team. | believe a great deal in talking to the parents
of students who need individual help and call them to school when
the need arises.” (Female, primary, religious Head respondent)

“We take action when we notice girls who come to school with a

sad look. We give witness of love amongst ourselves and expose
our students to loving experiences. We also provide all kinds of
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possible help and support to disadvantaged girls.” (Female,
secondary, religious Head respondent)

There is always some kind of organisational culture that cements the members
together, directing their collective behaviour, regardless of the kind of activity in
which the organisation is engaged. This underlying culture brings about a
shared outlook that motivates people to organise themselves for the sake of
their common goals and interests (Lombaerts, 1998).

“We have a very developed pastoral care policy that works. We
also choose not to select the students we educate. The school is
therefore with very mixed abilities, cultures and even beliefs. This
issue of diversity as a strength is articulated through a Christian
ethos.” (Female, primary, religious Head respondent)

“In various meetings and seminars all partners, teachers, parents,
and students comment that the environment in our school is
healthy, friendly and welcoming.” (Female, secondary, religious
Head respondent)

“The way the school is built and the activities we have throughout
the scholastic year, enhance this family spirit.” (Female, primary,
religious Head respondent)

“We strive to get to know the pupils individually and to offer as
much support and care as possible. We also seek to give all
members of the school community a lived experience of God.”
(Female, secondary, religious Head respondent)

“Students and staff reach out to help each other by working in
teams and doing group work.” (Female, primary, religious Head
respondent)

These unifying elements play an important role in the social life of an

organisation. Systematic thinking maintains that the atmosphere and life style,

uncritically adopted and pursued, have a more profound and permanent
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influence on the members of an organisation, than any conscious, systematic,

reasoned instructions.

“Our students do come back very willingly after they leave the
school.” (Female, primary, religious Head respondent)

“A typical example is that when last year's 5 formers came to the
end of they year, we had quite a few who actually cried and sobbed
because it was their last day at school. Former students also come
to visit us quite regularly too. Another example is that students will
usually rally around the school if there is any criticism of the school.
This does not mean that they do not criticise certain things that they
may not agree with, but they are usually the first to defend the good
name of the school. This is very much like a family in the sense
that you can criticise members of the family but it hurts to have
others criticise your own family.” (Male, secondary, lay Head
respondent)

“We do prepare students to pass on to secondary level but our
main task is, and we do this throughout the primary level, to help
each child grow in catholic faith and to give faith great importance.”
(Female, primary, religious Head respondent)

In spite of inevitable rules, all members in an educational organisation retain a
degree of choice as to how they will behave within the set structures and how far
they will accept or resist the proposed scenario. To some extent the choices
that they make depend on personal qualities, beliefs and value systems
However, cultural influences are also important in determining the extent of their
resistance to or compliance with, imposed requirements (Talbert and
McLaughlin, 1994; Helsby, 1999).

“Values and upbringing cannot be taken as given anymore;, we
cannot assume that parents share our values and catholic
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teachings simply because they chose to enrol their girls in a
church school.” (Female, secondary, lay Head respondent)
Indeed, in few organisations is the influence of ethos or culture on the product
greater than in a school, and subsequently its consequences for society more
profound (Rutter, Maughan, Motimore and Ouston, 1980). Mant (1983) writes
that the results of every school go to its very heart. The good school keeps
asking this question. What is the school projecting to its students? lIs it coercion

or a sculpted respect for the intrinsic value of ideas and materials?
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SECTION SiX

VISION

“Leadership means having a clear personal vision of what you want to achieve”
(Day et al, 2000, p. 165). The leader must therefore make sure that his / her
vision draws people to it and urges them to take action as well as inspiring them
and empowering them. This vision has to be clear and it has to be

communicated if it is to become the vision of every member of the organisation.

A vision gives direction but it also serves as a pointer to what should and needs
to be done in the organisation. A vision is needed for the growth of every
member in an educational organisation. Growth happens if the members of the
school have something to look forward to, to strive for, and to be inspired by. An
educational leader should provide a vision for the staff which is “some notion of

how things could / should be” (Bush and Bell, 2006, p.87).

Respondents were asked to state what is their vision for the school that they
lead. Most of the answers sounded very ideal and a sense of catholic outlook

and spirit comes out very clearly in most of the answers:

“My vision is that pupils grow in a strong living faith; that they
acquire deep respect for intellectual values; that they grow in every
possible way as persons loved by God, that they grow in social
responsibility and that a spirit of love and communion reigns in the
school.”"(Female, secondary, religious Head respondent)
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“To empower children with the skills necessary to form a strong
Christian character based on love, to promote an integrated
approach where learning is acquired through diverse teaching and
learning methods; to work in collaboration with the family and the
community in laying the groundwork for children’s lifelong skills.”
(Female, primary, lay Head respondent)

“That our school continues to be of service to both church and
state by offering a holistic education to all those families who opt to
send their sons to our school.” (Male, primary, lay Head
respondent)

“To strive to maintain and strengthen a true community climate

reproducing the warm and intimate atmosphere of family life rooted
in the Gospel.” ( Male, secondary, religious Head respondent)

The vision must be shared amongst those working in the school. This is mostly
achieved by having everyone own this vision. It must be communicated to all
members in the school. It should not be dictated or imposed. Pulis (1997)
writes that “the vision which the head has for his/her school should never be
imposed on the staff but must be arrived at by means of discussion with all
members of the staff. It must be a shared vision as people work best towards
achieving those goals which they themselves have set” (pp. 67 — 68). This is
very important if the vision is meant to permeate all school activities and be
long-lasting. It must be communicated in a way that everyone understands it.
Davies and Ellison (1997) suggest that to help all stakeholders to understand,
one should aim at “generating a common language to help to create shared
understanding about the vision and values of the school, especially in the key

areas of learning and relationships” (p.142).
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“To follow the school motto of continual improvement in every field
of education, and to keep abreast of modern theories, etc, without
losing the traditional qualities of the school especially those which
give so much importance to the holistic development of each
individual student. | am also very much into parental education.”
(Female, secondary, religious Head respondent)

“That the school continues to flourish as an inclusive school where
everyone is appreciated, welcome and accepted and where each
partner feels a sense of belonging. More than an organisation our
school has to survive as a learning community.” (Female,
secondary, religious Head respondent)
Day et al., (2000) insist that “effective leaders aim to build ‘learning enriched’
schools for staff as well as pupils through participative leadership” (p.22). Being
a participative leader means involving stakeholders in building a vision together
— a vision sprouting from the everyday life of the school. Starratt (1993) insists
that participative leadership is “fuelled by a vision of possibilities..... vision leads
to a sense of drama being played out everyday in the school. It is the drama of
becoming a people, learning how to participate, how to negotiate, how to forgive,

how to celebrate heroic ideals” (p.22).

“My vision is to form men and women.” (Female, primary, religious
Head respondent)

“That of giving the best holistic education to our school children.”
(Female, primary, religious Head respondent)

“Authentic formation and holistic education of the students within a
Catholic environment” (Male, secondary, religious Head
respondent)

“Our school aims at preparing the future leaders of both the local
church and society.” (Female, secondary, religious Head
respondent)



Mission is “the purpose and values of the organisation” (Bush and Bell, 2006,
p.88). Lussier (2003) defines mission as “its purpose or reason for being”
(p.40). The mission translates the vision of the headteacher and puts it into
perspective so that it can be implemented. The mission is expected to be
memorable and thus serving as a guide to action, a specific expression of the
values of the school community. “High-performing, optimistic teachers define
their mission, set their priorities accordingly and align their teaching practice with
the mission” (Canter and Canter, 1999, p. 29).

“The school’s mission statement is: The Benedictine® school will

be an exemplary nationally-recognised school characterised by a

highly professional school community empowered to create a

vibrant learning environment which fosters spiritual, academic and

interpersonal growth.” (Male, primary, lay Head respondent)

“To provide a safe environment where young women can achieve

to the best of their abilities and be equipped with the skills to excel

in a world of change; to help these young women nurture a

spiritual inner self; for the school to be a ‘significant other’ in the

teen years they spend with us.” (Female, secondary, lay Head

respondent)
Beare ef al., (1997) state that “outstanding leaders have a vision for their
schools — a mental picture of a preferred future — which is shared with all in the
school community and which shapes the programmes for learning and teaching
as well as policies, priorities, plans and procedures pervading in the day-to-day
life of the school” (25).

“To be the ideal school where | have a happy staff working

together, happy students, satisfied parents. | believe in
happiness.” (Female, primary, religious Head respondent)

S gme Le.w
Fictitious name.
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“That our school continues to be of service to both church and
state by offering a holistic education to all those families who opt to
send their sons to our school” (Male, primary, lay Head
respondent)

“That is offers a competitive curriculum oriented towards future
needs of the economy. But that it also manages to forge
integrated personalities in our children that value their spiritual life
and be of service to their fellowmen and the church.” (Female,
primary, religious Head respondent)

“I want the school to be a very disciplined but relaxed place of
learning, sharing with a true family spirit — without undue
competition in the “let me learn’ spirit.” (Female, primary, religious
Head respondent)

Leaders need to build their vision together with their staff. This is crucial

because in this way the school community will feel the relevance of the vision

and mission in the everyday life because “shared vision must pervade day-to-

day activities and is constantly renegotiated through them” (Bush and Bell, 2006,

p. 89).

“To create a caring environment with a strong team spirit and an
excellent relationship of trust so that children will love learning, and
where every person involved — teacher, parent, student, is imbued
with Christian values.” (Female, primary, religious Head
respondent)

“The vision of a place where staff and students feel at home. A
place where youngsters are supported and guided by their
teachers on the road to adulthood in a serene non-threatening and
supportive environment.” (Female, secondary, religious Head
respondent)

One of the salient aspects of leadership is to help the team in developing a

shared understanding about the organisation, its activities and aims that bring

about a sense of purpose, a vision (Hallinger and Heck, 2002).

The most
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axiomatic theoretical explanations for the prominence of direction-setting
practices on the part of leaders are goal-based theories of human motivation

(Bandura, 1986; Lock, Latham and Eraz, 1988; Ford, 1992).

According to this theory, people are motivated, even intrinsically, by goals that
they consider as compelling and challenging, but attainable. This is because
having such goals helps people make sense of their work (Thayer, 1988; Weick,
1995) and enables them to acquire a better sense of self-identity within their
work context (Pittman, 1998).

“That our school would become a ‘learning community’ where we

all learn from one another, where mutual respect predominates

and where our students are acquiring skills they can use later on in

any way they need.” (Female, secondary, religious Head

respondent)

“Helping all the students to become critical and transformative

individuals and citizens. To do so the school needs to continually

re-invent itself and to provide varied learning opportunities for its

students. This also involves the eventual relocation of the school

to more adequate premises.” (Male, primary and secondary, lay

Head respondent)
Educational leaders can set a direction to their organisation by identifying new
opportunities, while cultivating a vision for the future that can stimulate others.
Value-laden visions can lead to unconditional commitment on the part of the
members of the organisation. Such visions are also a source of encouragement

for continual professional growth (Nanus, 1992; Hallinger and Heck, 2002).

‘A quality school providing a multi dimensional education for all,
including staff.” (Male, secondary, religious Head respondent)



Leadere are expected to know the ends towards which they are striving. They
should thus follow their goals with clarity and determination. Leaders are also
responsible and accountable for their accomplishments. Essentially leadership

concerns a strong sense of purpose and direction (Louis and Miles, 1990)
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SECTION SEVEN

LEADING AND MANAGING

There is no doubt that the challenges to management are daunting.
There is a need for strong leadership of our educational institutions.
(Calvert, 2000, p.6)

Another aspect that this research tries to explore is the importance and
significance that educational leaders in the church schools under study, attribute
to leadership and management. | tried to elicit the importance that Heads give
to each of the two concepts, in which role they see themselves, and how this

impinges on their performance.

There is no agreed or specific definition of the words leader and manager
(Busher, 1998) as sometimes the two notions seem to overlap, especially in the
educational field (Morrison, 1998). Sometimes the distinction is projected by
describing leadership as visionary that is concerned with linking, networking and
motivating, while management is concerned with the processes used to ensure

implementation of the vision and strategic objectives (SOLR, 2003).

Respondents were asked to say if they see any difference between managing
and leading. Three of the respondents answered in the negative:
“When you manage the best way you can, you are surely leading

the students in the right path.” (Male, secondary, religious Head
respondent)
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“While leading (i.e. influencing the educational community) |
manage (ways and means) in view of our mission.” (Female,
primary, religious Head respondent)

The other twenty-seven respondents said that they do see a distinction between
the two concepts. This last group of respondents were then asked to say why
they think that managing is different from leading. Some of the notions that
were presented are very close to what some of the literature on managing and
leading presents:
“Leading entails a certain amount of policy making and setting of
vision, philosophy and ethos. Managing however, entails
translating those policies into practice, making the ethos and
philosophies come to life. In reality there has to be a lot of
common ground between leading and managing. You can write a
whole thesis on this, but a manager must also lead people to own
the philosophies, ethos and policies set by the leader. On the
other hand a good leader is also a good people-manager.” (Male,
primary, lay Head respondent)
“Managing invokes a sense of the status quo: oiling the cog
wheels to make the machine run smoothly. Leadership involves
development. It is a dynamic concept (as opposed to static) that

should lead to change.” (Female, secondary, religious Head
respondent)

‘A manager administers and a leader inspires and takes the

organisation a level higher.” (Male, primary and secondary, lay

Head respondent)
Some writers view management and leadership as two entirely separate
approaches that draw on two different worldviews, different skills and different
priorities (Rogers and Reynolds, 2003). Zalzenik (1993) advises that managers
and leaders are fundamentally different in personality. He sustains that leaders

tolerate, undeniably create, chaos, foster disruption, can live with a lack of

structure and closure, and are actually on the lookout for change. On the other



hand, managers, in Zalzenik's view, try to restore order and control, which
means achieving closure on problems and inadequacies, as quickly as possible.
Such a view portrays managing and leading to be rather in conflict with each

other.

“Managing is getting things done and being efficient. Leading is
helping people believe in the values and ideals of the school
(Christian ideals) and take their decisions according to those
values and ideals.”(Female, primary, religious Head respondent)

“Managing you sort of cope with life. Leading you have to find

goals to insert into life and make it worthwhile.” (Female, primary,
religious Head respondent)

Bennis and Nanus (1985) also elicit a contrast between managing and leading”
“managers do things right” and “leaders do the right things” (p.21). Sometimes it
can be perceived to be quite difficult to strike a balance between these two
alternatives. Managers may also have different priorities than leaders ((Rogers

and Reynolds, 2003).

The comparison between the two concepts of management and leadership can

be presented in the following Table:

Management Leadership

Produces order and consistency Produces change and movement
- planning / budgeting -vision building / strategising
-organising / staffing - aligning people / communicating
-controlling / problem solving -motivating / inspiring

(Source: adapted from Northouse, 1997, p. 9 and Kotter, 1990b, pp. 3 — 8)
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Leadership and management can also be seen as distinct functions, or different
roles rather than as requiring different types of people. Mintzberg (1975)
includes leadership skills as one of the ten requisites of being a manager. Yet
while the functions and roles of leaders and managers draw on different
strengths, training and outlooks, in the real world of education, individuals can
and do embody the roles of both manager and leader (Bush and Middlewood,
2005).

“Managing is more into the administrative aspect while leading is

by having a vision, by example, by convincing the ones being led.

Leading, | feel, is INSPIRING others.” (Male, primary, religious

Head respondent)

“Leading is moving forward. People should follow me cause | am

personifying Christ. Through good management, things are done

the way they should so the school moves smoothly.” (Female,

primary, religious Head respondent)

“Leading means that one has a clear objective where one would

like the school to go. Managing means coping with the daily

tasks.” (Female, secondary, religious Head respondent)

“I think | am being a manager and a leader at the same time. |

seem to have no choice.” (Female, primary, religious Head
respondent)

Leaders adjust direction and support according to the needs of the workers.
The leader thus gives direction and establishes desired outcomes, methods of
evaluation, role definition and tasks. Leaders help people feel comfortable
about themselves and the situation. Leadership should involve listening, giving

praise, even asking for input and help with problem solving. Managers use a
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more intuitive approach to meeting the needs of different staff (Mintzberg, 1998).
A number of respondents seem to share these views:
“Managing a school means making sure all is functioning well.
Leading a school means taking care of the vision,” (Male,
secondary, religious Head respondent)
“Managing has to do with controlling while leading is a process
which causes a situation or event to happen.” (Female, primary,
religious Head respondent)

“Managing you keep things going. Leading you introduce new
values / practices.” (Male, secondary, religious Head respondent)

On the other hand there were some respondents who shared quite a contrasting
view on the roles of managing and leading:
“Managing means getting things done through people. Leading is
more of a ‘prima donna’ style!” (Female, primary, religious Head
respondent)
“Managing has to be done with understanding and love. Leading

needs these two adjectives as well but a leader can easily be
dictatorial.” (Female, primary, religious Head respondent)

A helpful and amusing metaphor of the difference between leadership and
management is presented by Green (2006) and is based on the story of Noah'’s
Ark. Leadership was the quality that Noah demonstrated by getting the animals
and people on to the Ark in the first place. Management was his skill in building
and organising the Ark so that the elephants did not find out what the rabbits
were up to! Noah was able to share his vision with sufficient conviction to get

the people and animals on board. As a result lives were saved and the people
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moved on to a better future. But if Noah had not also been a good manager, the

Ark may have sunk under the weight of the elephants.

As both leadership and management are necessary for organisations to function
efficiently and effectively, the difference should be seen as interactive. Heads
might be trained in management skills but not in leadership skills, and vice
versa. So many responsibilities are being added on to the head of school’s
remit that the blurring of borders may have ensued. Some Heads may not even
realise that there is actually a difference in the definitions and implications of
each concept. Education is about leadership as well as about management
(Cheng, 1994; Coleman, 2005). Clearly the way ahead for any school is
reflected in the Head’s management and leadership qualities (Marsh, 1997)
because heads of schools require a vast repertoire of experiences and expertise
in many different areas. The Head who excels both in management and
leadership is prone and likely to keep abreast in innovative approaches to
organisational effectiveness and efficiency, experiment with new methods and
take measured risks that help the organisation to improve:

To lead and manage people effectively requires more than just

power and pressure. It requires a range of personal qualities and

interpersonal skills. The effective deployment of these qualities

and skills in a genuinely supportive and congruent way generates

an ethos and culture that fosters learning. It can promote the

intrinsic motivation in people at all levels in a school which is the

only sure way of securing continuous improvement.
(Johnston, 1999, p. 8)
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Literature shows the subtleties that tie in with the concepts of leadership and
management. [t is very easy for a Head to get lost in managing a school and
forget that one needs to lead by example; how easy it is to make a school
efficient but not effective; how easy it is to lose oneself in bureaucracy and
forget that schools deal with persons. These notions came out very clearly in
some of the respondents’ answers:

“Managing leaves little room for inspiration. An effective school
requires an effective leader (managers manage ..... leaders
empower.) (Female, secondary, lay head respondent)

“‘Although you cannot just be a leader without being also a
manager, however if you just manage a school you may end up in
an office with little contact with the most important stakeholders —
the students and the teachers.” (Female, secondary, lay Head
respondent)

“| always considered myself as a leader and not a manager. A
good leader can manage the school well whereas a good manager
does not necessarily imply a good leader.” (Female, secondary,
religious Head respondent)

“Leading happens with and concerns others. It is more
democratic than managing, where it is like being a bank manager.”
(Female, primary, religious Head respondent)

“The head should be a good leader and not only a manager. A
leader is more effective because the role of a Head is directed
more towards the students and teachers than the school in itself.”
(Female, primary, religious Head respondent)

“To me leading denotes the manner | manage a school —
empowering, sharing tasks, delegating while knowing what goes
on in school, like the “Good Shepherd” | am ‘behind’ my flock
rather that in front.” (Female, primary, religious Head respondent)

“For me managing means that you are on top and the others are to
conform while leading means that we work and make programmes
and decisions together.” (Female, primary, religious Head
respondent)
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“Managing — the Head is the boss; Leading — helping others by
example to educate in the spirit and the charisma of the college.”
(Female, primary, religious Head respondent)

“Leading a school demands more dynamic participation in what is
happening in the classroom, for the leader is a team player
focusing on what needs to be done and gets involved in doing it.”
(Female, primary, religious Head respondent)

“One leads by example.” (Male, secondary, religious Head
respondent)

Yet both leadership and management are essential for a school to move

forward, especially in a climate of change. The following table sums this up very

well:

Leadership Management

‘Building and maintaining an ‘Building and maintaining an

organisational culture.’ (Schein, 1985) | organisational structure.’” (Schein,
1985)

‘Establishing a mission for the school, | ‘Designing and carrying out plans,

giving a sense of direction.’ getting things done, working effectively

(Louis and Miles, 1992) with people.’ (Louis and Miles, 1992)

‘Doing the right thing.’ ‘Doing things right.’

(Bennis and Nanus, 1985) (Bennis and Nanus, 1985

(Source: MacGilchrist, Myers and Reed, 2006, p. 42)

However Heads cannot go about their job consciously classifying it as a
leadership task or a management task. = The most important thing is that in
executing the task one will be aware, from the reactions and actions, whether it
has been done well or not. In my opinion a well-led task is usually one that has

been well managed too. Heads must use multiple strategies. Staratt (1995a)
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says that principals should wear two hats: leaders and managers. As leaders,
principals nurture the vision that expresses the school's core values. As
managers, they develop the structures and policies that institutionalise the

vision.

Although a debate may be made over the differences between leadership and
management, the terms tend to be used interchangeably. An agreement over
the definition or even the nuances of distinction is not easily reached.
Leadership might be viewed as an aspect of management, with ‘real leaders’
often characterised as charismatic individuals with visionary flair and the ability
to motivate and enthuse others, even if they lack the managerial or
administrative skills to plan, organise effectively or control resources. On this
basis, it is often argued than managers need to be good at everything that

leaders are not (Law and Glover, 2000).

Educational leaders are increasingly pressurised to use both human and
material resources more creatively. It can be therefore surmised that leadership
and management require different but at certain point overlapping skills. The
head of school is recognised as an administrator who will be as successful a
leader as his / her managerial prowess permits.
“I cannot separate the two notions from each other. In my school |
am both a manger and a leader. Or shall | say a leader and a
manager? Albeit | have two assistant Heads to help me out in my
duties, | feel that ultimately the final burden falls upon my shoulder.

| am aware all the time that | have to set a good example through
my style of leadership, through my methods of leading people,
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both staff and students. Then | have to manage the school,
finances, vacancies, day-to-day running. In other organisations,
you might get different people doing different roles, but in my
school, and | guess this happens in most schools, | am the leader
and the manager. And | tell you, this is not an easy task. Nothing
fo be envied for.” (Female, primary, religious Head interviewee)

Everard and Morris (1996) sustain that the organisation expects of its principals
three things:
= that they integrate the organisation’s resources in the effective pursuit of
its goals
» that they be the agents of effective change

* that they maintain and develop its resources.

The leader’s role is to be the ‘glue’ in the organisation in the sense of holding the
organisation together. As a manager, success depends on using the ideas and
talents of a team, on arriving at decisions and actions to which the team
members feel committed and on ensuring that they are put into effect.

Successful schools do not just happen. They are effective and
popular because all those who work in them have a commitment to
making them so. Leadership, teamwork and sound management
structures all go together to promote an attitude where constant
professional effort helps to move the school forward at a time of
rapid, frequent and seemingly ever-ending change.

(Smith, 1995, p.31)
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SECTION EIGHT

WHAT IS EXPECTED FROM THE HEAD OF A CHURCH SCHOOL

Stakeholders hold different expectations from the head of school. Marsh (2004)
mentions the following groups where each has its own expectation, which, at

times, can be overwhelming and unrealistic:

Parents and community members: who want a head of school who

is pubic-minded, yet who has high principles, is open to initiatives and

communicates with them regularly.

- Teachers: who want an instructional leader who supports curricular
initiatives but who is also visible, accessible and active.

- Students: who want a sympathetic counsellor and an arbiter who
believes in justice, discipline and who inspires them.

- State department officials: who want a reliable and efficient head of

school who implements and monitors departmental policies.

In the case of Maltese church schools one would need to add the Secretariat for
Catholic education and ultimately the church at large. The Secretariat monitors
what goes on in church schools and from time to time issues instructions that

have to be abided with.

Marsh (2004) states that leaders can be identified through their actions and

qualities. “Leadership responsibilities can be analysed in terms of “functions”

and standards or in terms of special “qualities” (Marsh, 2004, p. 93). There is a
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wide spectrum of functions that Heads, as leaders, should be fulfilling and one of
my questions was aimed at eliciting this. Participants were asked to say what
they think is expected from them as Heads of a church school:
“As a Head of a church school, | am expected to manage mainly
the curriculum and all that is connected to it such as teachers,
resources, timetable, etc. This however has to be counter-
balanced by the fact that as a church school due importance is
given to the Christian and character formation of our students.”
(Male, primary, lay Head respondent)

“Helping children to become good citizens.” (Female, primary,
religious Head respondent)

“I have to articulate the vision of the school and the order it
belongs to in the everyday experience in the lives of all sectors
within the school.” (Female, primary, religious Head respondent)

‘I think | am expected to be a man of vision and mission. | should
be the one who inspires my staff, parents and students to achieve
the goals set in the School Mission Statement. (Male, secondary,
religious Head respondent)

“Besides what is expected from all Heads of schools, as Head of a
church school | strive to maintain a community climate, a family

spirit and promote Gospel values.” (Female, primary, religious
Head respondent)

Leadership responsibilities can also be distinguished by the qualities possessed
by the head of school. Traits and qualities have already been discussed earlier
on (in the literature review). Fullan (2001) specifically suggests that a head of
school should have the following salient characteristics:

= Moral purpose

*»