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ABSTRACT
This study explores second-level schools that display liberation leadership
characteristics in order to determine the extent of their responsiveness to strategic
management so as to determine how their principals are coping with the unprecedented
number of changes they have experienced in the last 5 to 8 years. The aim is to
investigate schools that are effectively enhancing their educational provision by the
courting of strategy management through the intervention of liberation leadership. As
an entry point, the research draws on aspects of the concept of strategy management as
propounded by Davies et al. (2005) and on the work of Kouzes’ and Posner’s (2002),
among others, regarding leadership practices to investigate a possible symbiotic
relationship between strategic management and liberation leadership.

Liberation

leadership is regarded as a sine qua non of strategic thinking.

Few would disagree that there are probably as many styles and facets of leadership as
there are leaders; also, all schools are involved in planning of some sort but few
engage in strategic management planning. Second-level school principals (in two
counties in the south of the Republic of Ireland) were first surveyed and then a select
sample was interviewed in-depth in order to explore if there were key factors in school
leadership that contributed to strategic management in their schools and to further
explore any quid pro quo relationship between these concepts. In other words, the
study looked for practices through which factors associated with liberation leadership
express themselves in strategic management and as such are coping quite well with
their environment.

The findings of the research indicate that there are leaders who
•

Are liberational in their approach, who go beyond the status quo, go beyond the
‘normal’ and ‘usual’, who do ‘things differently’ and who provide more than
what is expected: leaders who engage in strategic thinking and who do the right
things, right

•

Are embracing and indeed cultivating change: 90% of the interviewed
principals support change, creativity and innovation quite a lot, in their schools

1

Abstract
_____________________________________________________________________
•

Engage with the elements of the strategic process, albeit not necessarily
because of a deliberative and proactive approach towards strategy management.
They stumble into the process inadvertently as part of what they do as
liberation leaders; the process is neither structured nor formalised.

Recommendations are put forward to help make the schools more aware and more
responsive to strategy management and liberation leadership and to address some of
the issues that arose throughout the interviews.
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CHAPTER 1

INTRODUCTORY DISCOURSE

Introduction
Being involved in leadership activities in today’s rapid and unpredictable changing
world requires, amongst other things, a contextual knowledge far greater in scope than
the locality in which one works. To fully understand the major influences on local and
national decision-making processes leaders must now scan international and global
boundaries. Worldwide interdependency is penetrating all aspects of our public and
private spheres.

Part A of this introductory discourse points to the influences of globalisation on our
world and its impact on education, concluding that there is still much to be done before
we can accept many of its outcomes as wholly beneficial. The fear that education will
be seen in purely economic terms – as a cipher for a consumerist market society - is
very real for many educators.

This discussion proceeds to roll out the national

background of the Irish education system before indicating the recent drivers for
change generated by policies from the European Union (EU). The fall-out from these
policy decisions has contributed to greater demands on teachers and management, in
many situations to assuage the demands of legislation and departmental and/or local
authority requirements.

Part B outlines, in general terms, what is involved in the research element of this
thesis, beginning with the general aims and purposes before moving on to delineate the
significance of the study. A number of key questions are then sketched and structured
around how educational leadership is adjusting to the changing, dynamic and complex
context of Irish education. Finally, a brief synopsis of the research strategy, including
the data analysis, is provided.

3

Chapter 1: Introductory Discourse
________________________________________________________________________________________________________

A. Context
In the beginning we are human, nothing more, nothing less. Our subsequent journey
ascribes to us labels of different sorts: confident, shy, Christian, Jew, boring, academic,
homosexual, disabled, funny, etc. Freire (1998, pp.38-39) observes that to be human is
to be ethical. He further suggests that the nature of learning and teaching, what he
terms ‘educational praxis’, is so involved with being human that it cannot be
disconnected from the ‘ethical condition’. This thesis is about the ethical1 condition
surrounding social relations and human intercourses in second-level schools
(particularly as it applies to leadership practice); it is about respect for one’s own
humanity and that of others; and it is about learning to lead and facilitating leadership
in a society where there is now a major shift from ‘teaching’ as the central focus to an
ubiquitous emphasis on ‘learning’.

Liberation leadership is suggesting a

conceptualisation of leadership that promotes an orientation towards justice, caring and
critique in practice and where the intellectual, emotional and social learning that result
from such application are paramount.

Global Influences: Malign or Benign?
The process of education is, by its very nature, an ethical and moral communication
and construction were leadership and management ought to be practiced in an ethical
environment informed by democratic principles and moral purposes, and where leaders
need to be aware of the dynamic and complexity of such a process and their own roles
within it. However, the development of a moral and democratic culture is, according
to many, becoming more anaemic and more difficult to sustain as we move into the
21st century. Some of the consequences of globalisation2 are impacting all our lives in
an imperceptible and pervasive manner and its proponents and opponents continue to
debate the benefits, or otherwise, of its influences.

Opponents
Giroux (2004) argues that the global economy is being fuelled by the right wing,
ideology of neo-liberalism. He continues to suggest that free market fundamentalism
rather than democratic idealism is now the driving force of economics and politics in
most of the world, and it is a market ideology driven not just by profits but by an
ability to reproduce itself with such success that it is easier to imagine the end of the
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world than the end of neo-liberal capitalism. A similar situation is expressed on this
side of the Atlantic. Brown (2005, p.22) has argued,
… the culture of the evolving Europe with free markets, privatisation and
stability pacts, regulating borrowing levels, is aggressively neo-liberal,
without any of the ordinary mechanism for mitigating the anti-social
impact of free market economics …
Many other opponents of globalisation claim that democracy is being subtly eroded
and replaced with a value system contrary to the public ‘good’. A value system more
at ease with the economic imperative being ‘played out’ on the global stage of the
market place. A stage that gives centrality to competitiveness, individualism, social
Darwinism, injustices, etc. and pushes to the side many social, humanitarian, and
democratic values and proprieties. This situation is cogently synopsised by Gold
(2004) when she argues that globalised economic injustice, rooted in a widely-held
belief about the place of economic life in modern societies, and its reliance on selfinterest, seems to have eroded any aspirations for a different kind of society; the kind
of society in which the values of sharing, caring and justice flourish.

Proponents
However, there are as many proponents of the benign influences of globalisation as
there are opponents of its adverse effects, suggesting that globalisation is giving us
more freedom, increasing cultural diversity, and contributing to increased prosperity
for the large majority. These proponents claim that never before have so many been
lifted from poverty as in the age of globalisation. The power of the nation state is
perhaps decreasing, but it’s mainly the citizens and consumers who are empowered,
not the multi-national companies.

Norberg (2005, p.29) for instance, makes a very

cogent case in defence of a global economy. In doing so, he is essentially defending
individual liberty, viz.:
What I mean is the liberal market economy, with free competition based
on the right to use one’s property and the freedom to negotiate, to
conclude agreements, and to start up business activities. What I am
defending, then, is individual liberty in the economy.
He lays claim to the fact that we must have a ‘market economy not a market society’
where economic transactions do not displace all other human relations. He continues
thus (p.30):
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My aim is freedom and voluntary relations in all fields. In the cultural
arena, that means freedom of expression and of the press. In politics, it
means democracy and rule of law. In social life, it means the right to live
according to one’s own values and to choose one’s company. And in the
economy, it means capitalism and free markets.
Norberg (ibid.) rebuts the claims of the anti-globalisation movement by providing an
abundance of evidence to indicate that the diffusion of capitalism in recent decades has
created opportunities everywhere. There is more food, more education, and more
democratisation, less inequality and less oppression of women, living standards and
life expectancy have risen substantially.

He is joined in his rebuttal by the

internationally renowned economist, Jagdish Bhagwati (2004) who takes conventional
wisdom—that globalisation is the cause of several social ills—and turns it on its head.
Properly regulated, globalisation, he claims, is the most powerful force for social good
in the world. Bhagwati dismantles the anti-globalisation case. He persuasively argues
that globalisation often leads to greater general prosperity in an underdeveloped nation:
it can reduce child labour, increase literacy, and enhance the economic and social
standing of women. And to counter charges that globalisation leads to cultural
hegemony, to a bland “McWorld,” Bhagwati points to several examples, from
literature to movies, in which globalisation has led to a spicy hybrid of cultures.
Bhagwati cuts through the academic and economic traffic on this most contentious
issue, showing that globalisation is part of the solution, not part of the problem.
Mishkin (2006, p.1) – a member of the Board of Governors of the US Federal Reserve
System – reinforces these views:
The globalization of trade and information over the past half century has
lifted vast numbers of the world's people out of extreme poverty … world
economic growth since the Second World War has been at the highest
pace ever recorded. … In India and China, for example, globalization in
recent years has lifted the incomes of more than 1 billion people above
the levels of extreme poverty.

Far from complete
Nevertheless, in spite of these accolades, advocates of globalisation accept that
although economic globalisation has come a long way, it is very far from complete.
Financial globalisation has made its greatest strides in rich countries. International
capital is generally not flowing to poor countries and is thus not enhancing their
development. For example, Nobel laureate (economics) Joseph Stiglitz (2002) is very
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critical of globalisation because he sees the opening up of financial markets in
emerging-market economies to foreign capital as leading to economic collapse. Even
Bhagwati (2004b, p. 7), a staunch defender of the globalisation of trade, is highly
skeptical of financial globalisation, stating that ‘the claims of enormous benefits from
free capital mobility are not persuasive.’

And further, George Soros (2002) the

prominent financier opens his book On Globalization with a chapter entitled ‘The
Deficiencies of Global Capitalism.’

It would appear that opening up the financial system to foreign capital flows has led to
some disastrous financial crises causing great disharmony, suffering, and even
violence. These crises can arise when bad policies encourage excessive risk taking by
financial institutions, policies that rich elites in the developing countries often advance
for their own profit. Nevertheless, the vast majority of proponents of globalisation
continue to suggest that those who oppose any and all globalisation have it completely
backward: protectionism, not globalisation, is the enemy, they cry. It would seem that
by itself globalisation in both finance and trade is not enough to ensure economic
development and that economies must position themselves to handle foreign capital
flows. But as Mishkin (ibid, p. 5) states, 'Developing countries cannot get rich unless
they globalize in both trade and finance. To be against globalization as such is most
assuredly to be against poor people, and this is presumably not the position
antiglobalizers want to take.’ As UN Secretary General, Kofi Annan, said at an
UNCTAD Conference held in February 2002:

‘The main losers in today's very

unequal world are not those who are too much exposed to globalization. They are those
who have been left out.’ (Quoted in Norberg, 2004, p. 156).
The arguments on both sides are very forceful, persuasive and in some instances highly
complex.

There is however, no doubting the influence of the many facets of

globalisation and how they have brought about seismic changes to all social
interactions including education, not only globally but also at local level. Global
capitalism has generated new social dependencies around the world. Robinson (2004,
p. xv) makes the claim that,
… global capitalism is hegemonic not just because its ideology has
become dominant but also, primarily, because it has the ability to provide
material
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rewards and to impose sanctions. Any challenge to this hegemony must
be predicated on a solid understanding of the system in which we live.
The complexity and fast paced changes of the modern world indicate that meaningful
participation, and survival, require that we grasp the essential dynamics of our times
and gain an understanding of how this global society works. Our world is such now
that, according to Robinson (ibid, p. 7) those cultural and political institutions that
restrained capitalism are ‘being swept aside, paving the way for the total
commodification, or marketisation, of social life worldwide. Nonmarket spheres of
human activity – public spheres managed by states and private spheres linked to
community and family – are being broken up, commodified, and transferred to capital.’
(Emphasis in original).

Fears for ‘education’
Within such a system there is a real danger that education is a commodity available in
the marketplace; the implication being that everything has to be measured, and what is
held to be of value is shown to be ‘value for money’ or efficient or effective. Many are
also fearful that this commodification of learning and education will stymie
spontaneity and creativity within the education ranks: teachers will now merely ‘teach
to the examination’ and the nationally derived curriculum and forsake all other
approaches. However, the purposes of education are not essentially about efficiencies,
academic prowess, positions in league tables or the measured outcomes of educational
process. Our schools are established to educate young people to make them more
suited for life, and not to see them as ‘ciphers whose role is to serve the economy.
Rather the economy should be developed in ways which serve a better humanity’
(McGettrick, 2000, p. 4).

National Background
Many factors have influenced the unique and complex nature of the Irish education
system (see Appendix 1). Colonial imperialism and domestication in Irish education
was first challenged during the 1780’s3 when Catholic religious orders began to
establish secondary education.

As the Irish Free State developed, religious

imperialism and domestication through educational custodianship and fear replaced
that of our colonial neighbour. Thus, the status quo of British and Protestant beliefs
(the Established Church) was being replaced by the status quo of Catholicity, with the
State having no more than a subsidiary role. Currently, even though the role of the
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religious orders in education is dwindling, there is still, nevertheless, a predominantly
Catholic ethos and practice overtly evident in the system. However, this is now being
accompanied by the subtle and gradual osmosis of facets of global influence: economic
(trade and capital), cultural and technological (migration and ICT) – the knowledge
economy (there is no suggestion that one is any more or less acceptable than the other).
This assimilation and adoption of marketplace ideology is not as rapid here as in many
other places, e.g. USA, New Zealand4, but is, nevertheless, impacting on the operation
of the school system in many ways, not least on the work of school managers and
leaders.

Over the last 50 years, the Irish education system has undergone many changes. Some
of these have been charted and situated in their temporal context by O’Sullivan (2005,
pp 108-111) when he outlines the cultural reconstruction of education in Ireland by the
transition from a theocratic to a mercantile paradigm, since the 1950’s to the present
time. He claims that the impact on education of the characteristics of the marketoriented paradigm is
… felt in the totality of its manifestations - institutional, organisational,
relational and substantive. This transition is not about the existence of
competing conceptualisations of education … Rather, it seeks to explore
how trade/exchange … has fundamentally reconstructed what education
is though to be about, including those constructs that would have been
understood as non-market or anti-market such as public sphere, civil
society, common good, altruism and vocation.
It has only been in recent years that educators in Ireland’s schools have begun to deal
with the influx and influence of business metaphors, positivist/scientific management
models, and commercial marketing techniques. Although it could be argued that the
authoritarian management styles still evident in many Irish schools (both primary and
secondary) are in a large part influenced by ‘Taylorism’ and other rational and
mechanistic scientific/management models. In these models teachers are treated as
parts in machines, pupils are input as raw material, processed in the system, then
output as finished products. The model was based on a hierarchical division of labour,
with an effective, efficient throughput of ‘raw material’ and with ‘control’ and
‘command’ used as motivating factors by management. This developed into its present
day guise: the ‘rational-technicist’ model (Glover and Levacic, 2003, pp. 91-92).
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There is no history of ‘management’ or ‘leadership’ training in Irish schools5 – one
week a classroom teacher, the next week a principal, deputy principal or assistant
principal with little or no training, no mentoring, and minimal support. The role model
for ‘principalship’ is based entirely on personal intuition and on one’s own experience
of who went before. It lacks any sort of theoretical grounding, either in management or
leadership. ‘What went before’ was generally authoritarian and determined by the
ethos of the patron of the school – in over 90% of the cases the local Catholic bishop,
who would have been instrumental in all pertinent schools appointments; the status
quo was thus guaranteed to continue.
Le plus ça change le plus ça le meme chose6. It could be argued that Nietzsche’s
(1990) concept of ‘the will to power’ remains and has merely changed ownership –
from the hegemony of religious domination to that of economic/commercial
domination.

More than 40 years later and again referring to the US education

landscape (but could nevertheless, apply equally well to the Irish system), English
(2005, p. xi) claims that,
If the schools keep reinforcing the existing social order, with its
inequities and injustices perpetuated, what service has education
rendered to such an unjust society? Has this not been a kind of
disservice?
The answer to this will depend on your world-view and your perspectives on the
purposes of education. There exists a very real tension and binary dilemma between
the ‘bottom lines’ of market place values and those of education for the ‘common
good’. There is, however, no definitive agreement as to what should be central and
what should be ushered to the fringes in the change process. There are those who
would gladly make the economic imperative and the ensuing ‘ethics of profit’ the
vortex of the education system. Others wish for a change process not geared entirely
towards economic improvement and competitiveness but rather towards a learning
society whose central tendency involves ‘… way of conceiving what one is, how one
should behave, what ends are worth pursuing, what obligations must be obeyed, what
relationships should be formed or avoided.’ (Pring, 1998, p.9).

The need to change is not being denied. It is recognised that to ensure Ireland’s young
people will be appropriately prepared for ‘a diversity of potential futures’ (Bottery,
2004, p.1) and educated to take their places in the global village and in the so-called
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‘knowledge economy’, it is necessary for school leadership to continue with change, to
continue to scan the national and global boundaries, to continue to prepare with their
students for a technological and ‘learning society’. However, a proactive, deliberative
change process by the schools is an entirely different matter. Schools acknowledge
their need to change but their historico-cultural inertia is strong and their traditional
desire for the status quo makes change difficult.

As Fullan (2001, p.16) states:

‘Schools are a much more conservative agency for the status quo than a revolutionary
force for transformation’. It is imperative however, that any changes that do occur are
tempered and peppered with democratic principles, moral purposes, and an ethic of
justice, caring and critique, the hallmarks of the ‘human ethic’.

The Recent Drivers for Change
But, will there really be a choice in the matter? Change is being forced upon the
education system as a whole and it will need to be managed. We are certainly living in
a time of profound change in our society; change, which is not neatly packaged, which
is pervasive and complex, and which appears often to have a dynamic of its own. The
education system in Ireland does not operate in a vacuum; it functions within very
broad, general contexts and also within specific contexts. Internal and external factors
affect the operation of all education services. Global, European, national and local
trends impact on and influence what happens in our communities. They also influence
what happens in our schools. Many countries are continually improving and upgrading
their policies on economic development with resultant implications for innovation and
enterprise, education and training. These policy changes cascade from international to
local level though bodies such as the OECD (Organisation for Economic Co-operation
and Development) and the European Union (EU). And it is interesting to note that
both of these are predominantly influenced by an economic imperative. (Cf. Appendix
2 for a more detailed account of how EU decisions regarding economic growth have
influenced the education system.)

Schools in particular have undergone a plethora of changes, perturbations and
pressures (structural, cultural and curricular), in order to perform and conform
(Tricker,

2003,

p.

18)

to

policies

and

plans

necessitated

by

centralisation/decentralisation, ‘modernisation’, standardisation, regulation, legislative
requirements and collective agreements.7 For example, in Ireland during the last six to
ten years, new programmes and changes have occurred in all schools. Some of these
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were adopted by choice by the schools themselves in response to initiatives by the
Department of Education and Science (DES) restructuring of the system {e.g. Leaving
Certificate Applied Programme, the Leaving Certificate Vocational Programme, and
new Post Leaving Certificate (PLC) – Further Education – programmes, the
mainstreaming of special needs pupils, the modernisation of syllabuses} but many
were imposed by national decree {e.g. Civic, Social and Political Education, Social
Personal and Health Education, School Development Planning Initiatives, Whole
School Evaluation (with the publication of the findings on the internet) and other
initiatives arising from legislative requirements in, inter alia, the Education Act, 1998
and the Education Welfare Act, 2000}. Others were by invitation only, viz. Delivering
Equality of Education in Schools, i.e. the DEIS initiative, including the National
Behaviour Support Service (NBSS).

It is specifically these challenges and legislative demands that have contributed to
constant, accelerated changes, higher expectations of schools (from many and varied
‘stakeholders’) with greater demands on teachers and management. Management is
inundated with bureaucratic workloads to assuage the demands of legislation and
departmental and/or VEC requirements, that there is little time and energy for anything
else. Principals and in-school management teams are so overwhelmed by mandated
initiatives, bureaucracy, and by the changing education landscape in general that many
are unable to be creative and/or generative with regard to issues of leadership,
particularly in respect of its affective, ethical and democratic dimensions. Maintaining
the status quo, uncritically accepting, and expeditiously and undemocratically
implementing changes for reasons other than educative is inimically altering the
ethical, democratic and moral ethos and many of the real purposes of what education is
thought to be about.

Educators are so stretched in their efforts to sustain the

maintenance and development of education provision to such an extent that many are
in fear of losing sight of and neglecting some of the core purposes of education, in lieu
of quantitative performance indicators, accountability, standardisation and tests. I’m
not suggesting these are not important, they are. However, when they assume a
disproportionate significance and allocation of resources within the educational
infrastructure and when they continue to perpetuate the status quo of a single dominant
ideology then the school’s raison d’etre with regard to what education is thought to be
about may need to be revisited and reconsidered. Bottery (ibid. p.10) points out that,
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… the domination of this economic agenda leads to an emphasis on
functionality as opposed to a pursuit of other societal ‘goods’ in their
own right. This emphasis ultimately attacks the value of all the other
educational aims and endangers their realisation by transforming and
reducing them to second-order activities.
The use of the term, ‘goods’ here is ironic? It seems that Bottery is using the language
of the marketplace and may be accused of commodification and reification of nonmarket constructs and concepts.

A similar situation occurs where many, when

referring to all the partners in the education community, write and talk about
‘stakeholders’ (although preferable to shareholders), ‘consumers’, and ‘clients’.
Likewise, ‘… frequently invoking the powerful metaphor of scientific management or
“Taylorism”, using the stopwatch and management to discover “the one best way”’
(Shipps, 2000, web-based, 20-12-2005) for effectiveness and efficiency, is still used in
the many bureaucratic and authoritarian models of leadership evident in the Irish
education system today. But as Grundy (1993, p.171) argues, ‘…this is how ideology
works through the development of a hegemonic meaning system.’ Quoting Apple
(1979, p.5) to emphasise her point she continues:
Hegemony acts to ‘saturate’ our very consciousness, so that the
educational, economic and social world we see and interact with, and the
common sense interpretations we put on it, become the world tout court,
the only world. … it [hegemony] refers to an organised assemblage of
meanings and practices, the central, effective and dominant system of
meanings, values and actions which are lived.8
It may not have been meant, but there is a sense of optimism evident in this statement.
Apple gives some hope by helping us realise that the assemblage of meanings and
practices are social constructs and practices and as such can be challenged and
changed, albeit not necessarily easily (see also the discussion in Chapter 2 on Critical
Social Theory and Liberation Leadership).

There is no reason why the dominant systems of meanings, values and actions which
are lived cannot be problematised and critiqued, no reason why they cannot be
replaced, if not entirely then at least partially, and there is no reason why a dominant
status quo cannot be contested and challenged to ‘… provide a useful starting point for
alternative forms of educational leadership.’ (Grundy, ibid.) The courtship of strategy
management and liberation leadership can help with this ‘challenging’, with this
emancipatory process.
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B. The Research
General Aim
Given the unique history of Ireland’s education system, the impending developments
and greater intervention of consumerism and commercialism in our schools, the hopedfor outcome of this study is to outline enabling, empowering and emancipatory
strategies for school management and leadership utilising the concepts of strategic
management and liberation leadership to indicate a direction for school leaders. These
strategies need not necessarily be other than market-based initiatives but
complementary with them and grounded in the probable deficit experiences and the
possible proactive strategic responsiveness of the leaders as evidenced in the data and
findings of the research. To use the words of Said (2004, p. 140), ‘[someone who]
hypothesises a better situation from the known historical and social facts … [in order
to] discern the possibilities for future action.’

Maintenance and development processes in the Irish education system are tethered to,
and thus, restrained and delimited by linear, short-term strategic planning approaches
and authoritarian managerial practices. It is worth noting what other authors in this
area have said:

Sullivan (1998, p.191) says with regard to an authoritarian ethos: ‘… [it] could
endanger the development of or best use of the very powers we hope to nurture, both
among pupils and among colleagues: compassion, trust, creativity (which involves
risk-taking), choice and decision-making’.

Shaull, in the Foreward to Freire’s Pedagogy of the Oppressed, (1996, Penguin
edition, p. 15) claims that ‘Our advanced technological society is rapidly making
objects of most of us and subtly programming us to conformity to the logic of its
system. To the degree that this happens, we are also becoming submerged in a new
“culture of silence”’.

And McGettrick (2000, p.1) points out, ‘An education system does not exist merely to
support economic value or even an economy. Of course, it ought not to ignore this, but
it should not be driven solely by it’.
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This thesis proffers that generally, educational management and leadership are having
difficulty keeping pace with changes in the system. This is resulting in a tension
between the expectations of learners, parents and management – between educational
aims and management and leadership praxis. Furthermore, cooperation, collaboration,
teamwork, participatory decision-making, and other democratic values espoused and
encouraged for the ‘common good’ (while advocated in the Education Act, 1998, in
pedagogical guidelines and practices, and in some subject syllabuses) are nevertheless,
ushered to the margins in many management and leadership processes and procedures,
or indeed, totally ignored in some situations. This then becomes part of the ‘hidden’
curriculum’ so subtly infused by learners and many educators, and accepted as the
status quo and thus as unproblematic.

Purpose
The purpose of the thesis is to investigate how principals, in post-primary schools in
the southwest of the Republic of Ireland (ROI) i.e. counties of Cork and Kerry, are
coping and dealing with the increased changes and workload (innovations, demands
and expectations, etc.) as they have developed and changed over the last five to eight
years. These changes have resulted from greater market forces influenced by the
effects of globalisation on the economy. This has led to a fear that education will
become a commodity (a ‘little piggy for market’) and lose its social affects – that the
whole educational process itself will be saturated with market-place values and ideals.
Having been an educator for the past thirty years, I would like to think that the
propriety of educational leaders would lead to a discernable integrity with regard to
ensuring that the ‘universal ethics of the human person’ will not lose out. A number of
key questions, which are used to help probe and explore this issue, are outlined later.

The project further aims to:
a) Explore how responsive secondary schools are with regard to empowerment
and emancipatory issues, i.e. discover the extent to which leadership within the
schools is liberational
b) Investigate and illuminate the strategy management process in those schools
that display liberation leadership qualities
c) Describe and articulate these processes, perspectives and responsiveness
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d) Consider and possibly generate tangible recommendations to make the schools
more aware and more responsive to strategy management and liberation
leadership.

Therefore, I am postulating that, in the current context of Irish education, it is the
perception that many school leaders are not liberationist (in the manner outlined in this
thesis, i.e. empowering and emancipatory in their leadership and management
configurations). And furthermore, that their engagement with and involvement in
strategic thinking is at best minimal – they may have some short-to-medium term
objectives but little else (3 months to 3 years). It is the contention of this thesis that if
school leaders were simultaneously, more strategically focused (Davies, 2004) and
more ethically supportive (Bottery, 2004), then the characteristics that inhere in
liberation leadership would surface and become the normative narrative of and for all
the school’s activities; and thus their coping mechanisms for dealing with their
increased workload, demands and expectations, as they have developed and changed
over the last five to eight years, would develop in an organic and positive manner.

Significance of the Study
Recent developments in Ireland ‘are the very antithesis of teaching in and beyond the
knowledge society and capitulation to market forces seems to be the dominant
influence’ (Sugrue, 2004, p. 285). Sugrue continues to suggest that ‘the particular
confluence of global, social and economic forces as they are refracted within the Irish
milieu is summed up in the following’ [drawing from O’Carroll, 2002, p. 148]:
The current ideology, banal though it may be, conflates society with
nation and economy, and fails to identify and discriminate between the
nature and appropriate functions of community, public sphere and the
state. Society itself has been largely neglected. … [there is ] a failure to
recognise the importance of the public sphere, a key component of
modern democracy in which communities articulate their differences,
attempt persuasion and ensure enforcement of legal entitlements.
•

The singular hoped-for outcome is that leadership becomes the practice of

freedom, a means by which principals and others reflect critically, creatively and
generatively with the reality of their praxis and their roles within it, and how to
participate in the transformation of their world. That is, that school leaders will think
about and view leadership and leadership development differently, that they will help
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break the ‘culture of silence and domination’ in some way in their own sphere of
influence.
•

The findings of the study will have direct significance for leadership and

management in post-primary schools, particularly with regard to illuminating the areas
generating a restrictive workload, exploring the use of strategic thinking and strategic
responsiveness in use and how these may be courted using the characteristics of
liberation leadership, not just at senior management team level but throughout the
entire school. In such a scenario leaders will explore and pass judgment about valued
ends, appropriate means and existing conditions so as to foster effective activity at the
level of the school. These are not merely abstracted from, but rather, displayed in
praxis. In other words it will add to the knowledge base of leadership, its devolution
and management in these schools.
•

In studying educational leadership there is always the danger that it may

become [as Schwab (1970) declared when referring to curriculum studies] excessively
theoretical, even moribund and lack vitality through its failure to connect with and
meet adequately the concerns of educational practitioners and policy-makers. By
working with practicing leaders in the field it is hoped that this study will bring a little
vitality to finding new ways of redefining and reforming leadership praxis. And
related to this is:
•

The approach to this topic is partly informed by an emerging research

‘approach’ in education: mixed methods. This, in turn, is partly motivated by the
ubiquitous problem of the successful diffusion and adoption of educational research
findings in actual praxis. There appears to be an ever-increasing call, both nationally
and internationally, for evidence-based decision-making not only for educational
policy, but also to inform best practice at the ‘chalk face’. For example, locally, the
Kerry Education Service (KES) calls for greater evidence based decision-making as
one if its priority objectives in its five-year Education Plan (2006-2010) (available online at:
http://www.cokerryed.ie/education_plan.html). This small-scale research will provide
a pilot for such an effort with regard to leadership within its schools and for the
possibility of aligning research findings with praxis
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•

The Department of Education and Science (DES) school Development

Planning Initiative (SDPI) requires Strategic Thinking and a Futures Group dimensions
to be established in the School Plan (cf. www.sdpi.ie), this study will feed directly into
that process (to date these concepts seem under-utilised)
•

The findings will also coincide with aspects of the KES (the VEC in Kerry) 5-

year Education Plan. For example, in this plan one of the objectives (A.2.1), under the
role of KES As an Education Provider, includes ‘[to] improve education planning and
strategy development in schools and centres for education’.
(Cf. hwwwttp://.cokerryed.ie/education_plan.html)

Key Questions
To these ends then, the key questions which I will be seeking to explore and
investigate are structured around how educational leadership is adjusting to the
dynamic and complex context of Irish education:

1. How has the work of the principals changed in the last five to eight years?
2. By what means are principals coping with the workload and change in general?
Who else in involved with them?
3. Is there a greater involvement of school leadership in out-of school activities
than used be the situation five to eight ago years ago?

For example,

management training activities, schools development planning, post graduate
and professional development courses
4. What evidence is there to suggest that greater innovations, experimenting, and
risk-taking are happening in schools in recent times? This would include
divergent consultation, participative decision-making, cooperation and
teamwork, and reflection and dialogue (ethics, democracy, etc), innovative
pedagogies, restructuring, etc.
5. How do principals describe the general ethos of the school?
6. What vision does the principal have for the school?
7. What do principals think about the process of the current system of education?

The answers to these question will help achieve the aims of the research as outlined
above and will shed some light on how schools are facing the ongoing challenges of a
continually changing educational landscape.
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To some extent, the research may be described as interdisciplinary, complex and
dynamic. This means that the investigative process itself i.e. the research strategy
design and the data collection techniques employed, must be seen to be appropriate to
the purposes and aims of the study, i.e. be in some manner ‘different’ from the
traditional approaches. Use will be made of an unorthodox, but yet familiar research
perspective, else the inner logic of the study may belie the very nature of the matter it
propounds to explore and illuminate.

Research Strategy
The mixed perspective is used as the design model for the research, rejecting an
adherence to quantitative or qualitative approaches in isolation. This approach mixes,
in an interactive manner, different aspects from the two dichotomous traditions of the
qualitative and quantitative views, in the hope of producing superior findings. The
design is, to a degree, a sequential mixed approached style where a questionnaire is
first used to collect quantitative data which is then followed at a later date by semi
structured interviews with second-level school principals (who are first filtered as a
result of the findings of the questionnaire).

Data Analysis
The quantitative data will be analysed using SPSS software package, using mostly
descriptive statistics to present the findings, (even though the general purpose is to
explore and illuminate what is happening in the schools, according to the principals).
The interviews will be analysed using a system of deductive coding to help label
segments of the data based on the a priori conceptual framework for strategy
management dimensions and liberation leadership practices. However, because the
most significant dimension of the data gathering process will be the qualitative aspect
of the interviews, I expect that the possibility of a complementary literature discussion
to support any process of induction arising from grounded theory.

This is not

uncommon with a sequential mixed approach to research design.
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Summary
According to anti-globalists the un-harnessed and lop-sided nature of neo-liberalism
and globalisation has the potential to ruin democracy, the public sphere, and the value
system of the ‘common good’. Many commentators already bemoan the fact that its
damaging effects seem to have eroded any aspirations for a different kind of society.
On the other hand, protagonists of all aspects of globalisation suggest that it’s having a
very benign effect on our lives, especially our poor, further stating that the diffusion of
capitalism in recent decades has created opportunities everywhere. There is more
food, more education, and more democratisation, less inequality and less oppression of
women, living standards and life expectancy have risen substantially. However, many
of these leading proponents have accepted that there is still quite a lot to do and a long
way to go, before all are happy. Whilst globalisation is spreading laterally across
nearly all geographical borders it is also penetrating in dept in local public spheres,
leading to their commodification, i.e. the marketisation of non-market areas of human
interactions in both community and family. This must be of concern to educators.
Within such a system there is a real danger that education will become a commodity
available in the marketplace.

The implication being that everything has to be

measured, and what is held to be of value is shown to be ‘value for money’ or efficient
or effective.

The economic imperative is not new to Ireland. The symbiotic relationship between
education and the economy was forged as far back as 1966, with the publication of
Investment in education, but it has only been in recent years that the rate of change,
brought about by economic and technological globalisation, is impacting more
forcefully on the system. The fear that education is being commodified is very real
worry for educators. The essence of this thesis is beginning to emerge when we begin
to ask such questions as: What can we do to minimise the commodification of
education, to ensure that a critical dialectic with regard to the purposes of education is
established, and to orient these to assure and affirm humanitarian and democratic
values persist to enhance and ‘enrich our view of the future’? What can we do to
ensure that our education leaders are not merely corporate implementers? How do we,
as ‘leaders’ entrusted with the process of educating, empower and enable both the
learners and ourselves, to attain self-determined aspirations? Indeed how do we ensure
that all our ‘beings’ are not determined (particularly unconsciously) by something not
of our own choosing? How is our school leadership to cope with such fast paced
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change, while at the same time ensuring that the students are being prepared for a
dynamic and information saturated knowledge society?

The economic imperative is not the only momentum to impact the Irish education
system: its unique history, hierarchical management structure, and principal and
teacher inertia regarding change, have also been quite forceful (and in many situations
continue to be). The pervasive and lengthy influences of denominational institutions
in education have left a legacy of dependency and non- (possibly even anti-)
liberational leadership activity among educators.9 But, as we have outlined above,
change is occurring at an unprecedented rate and education more than ever is feeling
the effects. The multitude of changes and initiatives implemented over the previous
5/8 years is testimony to this. To deal with this challenge in a very complex and
dynamic environment necessitates an unique approach to leadership and management,
an approach that requires an understanding of the synergism of leadership, liberation
leadership, and strategy management.

The global has significantly influenced the parochial; we could indeed refer to it as the
‘glochial’. The impact of financial and economic globalisation has put pressure on the
EU economic community, which in turn has pressurised various ministers in its
member states to ‘perform and conform’. Ministers for education and the entire
education system within the EU have not been immune from such pressure, given the
critical interdependency between education and the economy.

This pressure has

manifested itself in greater accountability, higher standards, better quality assurance,
more transparent practices and a plethora of innovations, leading to a greater workload
for those at the chalk face of education.

Figure 1.1 illustrates this scenario

diagrammatically.

Figure 1.1: The ‘Glochial’ Effect - the cascading effect of globalisation on the education system
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To what extent can we sustain the ‘universal ethics of the human person …’ (Freire,
1998, p.114) amidst the demands of economic influence? This thesis goes some way
towards answering the question by exploring that sense of the human and social ethic
that co-exist in the Irish education system alongside an approach to educational
management and leadership that can best be described as ‘ad hoc’ and expedient.
Many are fearful that such economic influence and pressure will elbow school
management into nouveau managerialist leadership styles where market expectations
only, become predominant.

The theoretical backdrop and framework for the

investigation are provided by the concepts of liberation leadership and strategy
management.

The latter part of this chapter (Chapter 1) outlined the purpose and general aims and
key questions of the research before giving an introductory synopsis of the research
strategy and model, data analysis and significance of the study. Chapter 2 reviews and
outlines some of the relevant literature associated with conceptual constructs,
providing a generic framework for leadership, liberation leadership, and strategic
thinking within the scaffold of strategy management.

In Chapter 3 the research methodology is considered in greater detail. The research
strategy and design orientation here is somewhat unorthodox, in that it deviates from
the orthodox dichotomy of the qualitative/quantitative paradigms and opts instead for a
mixed perspective. The motivation being that this view will navigate a better route to
superior findings. Also, the inherent overarching philosophical assumptions of the
research strategy and design model are congruent with the characteristic spirit of
liberation leadership, e.g. participation, emancipation, practical application, critique,
change, etc.

Chapter 4 provides an analysis and presentation of the collated data from the research,
with appropriate comment and inferences, where necessary, while Chapter 5 outlines
and discusses the conclusions and the recommendations arising from the findings of
the thesis.
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Notes:
Chapter 1
1

The philosophical theory that informs the ethical dimension of this thesis is the polynomic or
polynomological system of value. Here domains of value are subsumed under larger domains, (See
Appendix 3 and also Hhttp://www.friesian.com/domain.htmH) and include, morality, right and wrong:
ethics of obligation and virtue; justice, the freedom and dignity of persons, the balance between self and
others, moral goodness the morality of intentions: ethics of intention and virtue, etc.
2

Globalisation is, according to Norberg (2005, p. 22), ‘the process by which people, information, trade,
investments, democracy, and the market economy are tending more to and more to cross national
borders.’
3

As the Penal Laws were being relaxed, cf. Coolahan, 2005, original 1981

4

See, for example, (a) the claims of Klein (2000) for the impact of consumerism in the US, and (b) the
account of the application of market principles to the delivery of public education in New Zealand by
Fiske and Ladd (2000).
5

Beginning to change recently with the introduction of Leadership Development for Schools
programme (LDS).
6

The more things change the more they stay the same.

7

In his perceptive inaugural professorial lecture, Davies (2002), argues a similar theme and outlines the
many changes and challenges that face schools and leadership into the future, some of which include:
economic and societal contexts, impact of technology, ‘educational business’, tensions between
autonomy and re-centralisation, leading with a moral purpose, leading strategic intent and not just
strategic planning, and leading reengineering processes.
8

In his book, Long Walk to Freedom, Nelson Mandela writes of a very pertinent experience when he
first left his homeland, South Africa:
Here I experienced a rather strange sensation. As I was boarding the plane I saw that the pilot
was black. I had never seen a black pilot before, and the instant I did I had to quell my panic.
How could a black man fly a plane? But a moment later I caught myself: I had fallen into the
apartheid mind-set, thinking Africans were inferior and that flying was a white man’s job
(pp.347-8).
9

Notwithstanding or to disparage their many good works also done through the years.
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Chapter 2

Review of the Literature
INTRODUCTION
This chapter reviews and discusses leadership concepts in general and liberation
leadership in particular. Further, it continues to demonstrate how the intervention of
liberation leadership may be deployed to court the process of strategy management.
The chapter begins by calling attention to the changing nature, complexity and
interdependency of the education environment, in which there is now a greater need to
distinguish between leadership and management.

A discussion on the multiple

concepts of leadership follows, some of which have arisen from within education
itself, while others have been imported and adapted from the world of business. The
discussion then proceeds to consider in depth the concept of liberation leadership, its
definition and features as understood in this thesis. Critical social theory (CST) is
introduced as the framework around which liberation leadership is built and then a
very brief discussion on critical research ensues. This leads to the consideration of the
moral, the democratic, and the purpose-driven imperative necessary for liberation
leadership. Following that, the next section of the chapter looks at what it means to
court strategy management and how we might engage in the process utilising liberation
leadership to enable such courtship which prompts a discussion on strategy, strategic
thinking, strategic processes and strategic approaches. At this stage too, the conceptual
model for developing strategic intent (and capability and capacity), based on Davies
(2006, p. 93) four-stage ABCD model, is introduced. The final section centres on a
‘futures’ perspective and the school as a learning organisation.

THE EDUCATIONAL ENCOUNTER IS COMPLEX
In the previous chapter it was made explicit that this thesis is situated within an ethical
landscape and is, in essence, concerned with ethical issues surrounding social relations
in second-level schools, is about respect for one’s own humanity and that of others. It
is widely accepted that the process of education is an ethical encounter, as simple and
as complex as that. Simple in the sense that the initial decision for ethical behaviour
rests with the individual and only the individual; there is a tacit implication of personal
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responsibility. For example, we note that according to Comte-Sponville (2005, pp. 5),
‘ethics’ is regarded as,
‘… the sum total of those things that an individual imposes on
himself [sic] or denies himself, not primarily to further his own
welfare or happiness … but in consideration of the interests or the
rights of others, … in order to stay true to a certain conception of
humanity and of himself.
And complex in the sense that the education system generally, and even the one-to-one
relational process specifically, can display the entire gamut of the characteristics of
complex systems as outlined by Flood and Jackson (1999)1.

Not only must

consideration be afforded to local community but national and global interests and
influences need to be contemplated also. In other words, interpretation and leadership
of education must now take into account contextual sensibilities with far greater scope
than used be the case, even ten years ago. As Dentley (2005, p.40) points out, ‘it is
actively immoral for school leaders to attempt to embrace any genre of administration
without first grappling with the social, political, and cultural contexts in which their
schools exists.’

Leadership vis-à-vis Management
An obvious and essentially intrinsic aspect of this ethical encounter is the praxis of
educational leadership and management.

This in itself is highly complex and

multifaceted and cannot be interpreted by adopting an atomised, reductionist and
isolationist perspective; it constitutes a dynamic if disparate field.

In many

organisations the manager is still regarded as the one who provides leadership and
indeed in praxis it may not always be easy to separate the practices of management
from leadership. However, in complex organisations and with constant change such a
reality in today’s education landscape it is important to begin to differentiate between
leadership and management. Management may be fine when the school is well settled
and there is little disturbance of any sort. On the other hand, when there is uncertainty
the qualities of leadership will be required.

Davies (2005, p.2) describes this

distinction succinctly when he states that: ‘Leadership is about direction-setting and
inspiring others to make the journey to a new and improved state … Management is
concerned with efficiently operating in the current set of circumstances and planning in
the shorter term for the school.’ Parallels with this are found in Rost (1993 and 1997).
He sees management as ‘an authority relationship between at least one manager and
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one subordinate who coordinate their activities to produce and/or sell particular goods
or services…’(Rost 1993a, p. 145), whereas leadership is viewed as an ‘influence
relationship among leaders and collaborators who intend real changes that reflect their
mutual purposes’ (Rost 1997, p. 11). Thus, management is a largely hierarchical and
power-based relationship whereas leadership is a collaborative and influenced-based
relationship (Ruth, 2006a).

Multiple Concepts of Leadership
No single approach to leadership is entirely appropriate or functional on its own. The
literature on educational leadership and management is replete with examples of
approaches, styles and perspectives that seem to cater for all requirements. These
include trait theories, style theories, situational theories, contingency theories,
transactional leadership, transformational leadership, distributed leadership and
strategic leadership (cf. Davies, 2005, Bottery, 2004, Ruth, 2006, to name but a few).
The following synopsis provides but a flavour of the numerous treatises available on
leadership – many of which are quoted regularly in discussions on leadership,
especially in education.

Horner (2003) provides a very helpful overview of how leadership has been
conceptualised over the last one hundred years. She traces changes from trait theory
through to transformational leadership.

Nuances of liberation leadership

characteristics emerge where she quotes Drath and Palus (1994) in relation to
leadership as a process in which leaders are not seen as individuals in charge of
followers, but as members of a community of practice, i.e. ‘people united in a common
enterprise who share a history and thus certain values, beliefs, ways of talking, and
ways of doing things’ (Drath and Palus, 1994, p. 4, quoted in Horner, 2003, p. 35).
The underlying principle here is that people in an organisation form groups and
leadership now requires participation from everyone so that all members are engaged
in creating meaning and acting on that meaning. Thus, the idea of team-leadership is
introduced, where the locus of leadership may shift from person to person within the
team, depending on context.

A more recent purview is The Essentials of School Leadership, edited by Brent Davies
(2005). This book contains an excellent assemblage of current leadership themes and
dimensions: leadership which is strategic (Davies & Davies), transformational
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(Leithwood & Jantzi), invitational (Novak), ethical (Starratt), learning-centred
(Southworth), constructivist (Lambert), poetical and political (Deal), emotional
(Beatty), entrepreneurial (Hentschke & Caldwell), distributed (Harris), and sustainable
(Hargreaves). It is worthwhile to note many of the conceptualisations that have close
parallels and commonalities with liberation leadership, but three in particular are
worthy of further mention: transformational leadership, ethical leadership, and
constructivist leadership.

Transformational leadership (Leithwood & Jantzi, 2005, pp. 31-43) focuses on three
categories of leadership practices: setting directions, developing people, and
redesigning the organisation.

These will contain practices that ensure broad

participatory decision-making, building capacity of staff, leadership across roles, and
collaboration.

Ethical leadership (Starratt, 2005, pp. 61-74) is concerned with five different levels of
leadership engagement: human beings in relationships with others, the ‘citizen as
public servant for the common good’ level, educators with responsibility for
curriculum content, pedagogy and community, educational administrator with leverage
in organisational structures and processes, and finally, the educational administrator as
leader with more transformational engagement. Starratt (ibid, p. 65-66) considers the
first four levels of ethical activity as involving a kind of transactional ethic (i.e.
involving a mutual transaction of some sort between educator and learner), whereas the
fifth level is much more proactive:
… is less about what should be avoided or prohibited and more about
the ideals that should be sought … [about] transforming the mundane
work of learning into something that engages the deeper meanings
behind the drama of the human adventure, meanings that implicate them
in that adventure.

In constructivist leadership, Lambert (2005, p. 95-96) bases leadership on a form of
learning, which is ‘ … reciprocal, purposeful learning and action in community.’ She
continues to suggest:
To be morally engaged in the world requires us to surface and
understand our values, values that inform our moment-to-moment
actions, our treatment of others, a school’s vision. … Historically,
research and experience have taught us these include social justice,
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equity and caring. …When we are value based … we cannot rest
without addressing the differences that we observe. We are driven to
find solutions … when we are not value based, priorities are difficult to
discern, all goals blend, things look alike. (Emphasis added).

Yet, if any single one of these conceptualisations per se, was successful why the need
for more?

Leadership as a field, in the sense of a coherent body of accepted,

undisputed content, is always a construction, a social construction; educational
leadership is no different. As English (2005, pp. ix-x) argues: ‘When one considers the
big issues facing educational leaders today on contested terrain, it would be a contrived
artificiality to force a consensus. … [There is not a] single, uncontested knowledge
base that informs practice in educational leadership today or at any other time in the
past.’ The world is a dynamic complexity, as indeed is education, where we can be
certain of only one thing: change; relational activities in such a changing landscape
will always be fraught and problematic. Having a wardrobe of ‘nuanced’ strategies
and conceptualisations is always welcome.

All leadership and management

conceptualisations are coterminous to a degree and, while not necessarily congruent,
contain many similar characteristics.

Much of the above literature is predicated on leadership within educational institutions,
albeit their genesis can be traced back to the business world. The following is taken
explicitly and largely from the business sector and, as we will see, is not unlike the
preceding discussion with regard to diversity or emphasis – there is an obvious and
‘natural’ generous overlap between the two fields and it is understandable how
educators have tuned-in to the business area for possible management and leadership
models. At this stage it might be proffered that there is a seamless border between the
two in spite of the fact that the ‘bottom line’ of each is so very different. However,
schools are idiosyncratic, unique places that ought to cultivate and generate their own
conceptualisations and praxis. There are some writers (cf. Rost and Burns below) who
do manage to build a bridge across which models of leadership can be taken from
business to education. This is particularly true when leadership is viewed from the
perspective of ‘being fundamentally about social change and human emancipation and
not just about organisational goals. … as having a socially critical role and as residing
in a relationship rather than in a person.’ (Ruth, 2006, p. 64). However, it is necessary
to issue a caveat with regard to the transfer of business models to educational
institutions and indeed regarding transfer from one educational context to another,
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even within the same country: there is never any guarantee that such transfer will be
successful.

Ruth (ibid.) outlines a typology of leadership theory that has developed within three
broad but overlapping strands or approaches. The first of these evolved from an early
focus on the traits of leaders, through a focus on leader behaviour or styles, on to a
focus on leadership contingencies and situational factors affecting styles.

The

emphasis here is on management and control and ‘follow the manager’, it is more a
theory of compliance. The second approach has evolved from organisation
development and management theory and focuses on the personal characteristics of
effective leaders. This is akin to the ‘heroic’ approach with the focus on the personal
behaviour and attributes of managers in organisations particularly CEOs of large
business corporations. This strand continues to be the dominant approach to leadership
theory. What Rost (1993a) has suggested supports this view: that it is regarded as the
industrial paradigm of leadership and has become the dominant approach to leadership
in modern times. Furthermore, Rost (ibid. quoted in Ruth, 2006a, p. 51) believes that
leadership must be socially critical and oriented towards social change, yet much of the
theory has lost its critical perspective.

The third perspective, according to Ruth

(2006b, p. 52), ‘… is more diffuse than the first two, but is important because of the
emphasis it places on leadership within non-work [sic, I assume he means not-forprofit] organisations and on social change and liberation … [and] can be classified as a
combination of social change literature … and counselling/therapy theory’.
Elaborating thus, Ruth (ibid) suggests that,
Much of this literature has been critical of mainstream approaches
with their top-down, managerialist perspectives. In particular, the
focus within much of this strand has been on leadership as a process
of, and resource for, liberation. It has been influenced by a concern
with the experience of people in leadership and by an interest in how
to develop new leadership … it also pays attention to the functions
that leadership performs and the socio-political context within which
it operates.

Many of the writers in Ruth’s (ibid) account emphasise the personal traits or qualities
of effective leaders, viz.: Greenleaf (1977), Jackins (1987), Conger (1989), Davis
(1996), Conger and Kanungo (1998), Robbins (1998), Bennis (2000) and Spears
(2002). However, Burns (1978, 2003) does not pay much attention to traits of leaders,
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preferring instead to concentrate on examining what leadership is and on
distinguishing between different types of leadership. According to Burns (1978, cited
in Ruth, 2006, p. 60-61) leadership is defined as inducing followers to pursue goals
that represent the wants, needs, aspirations and expectations of both leaders and
followers, i.e. the potential to transform or liberate the followers. It is a collective
process; anything else is but ‘power wielding’ (Burns, ibid).

A major review of leadership in general is beyond the scope of this thesis and the focus
will be on liberation leadership.

LIBERATION LEADERSHIP
Liberation leadership is cognate with empowerment and emancipatory praxis2.
Authentic and deep liberation leadership seeks ethical behaviour and equal status or
just treatment for, or on behalf of, all within the school community. It addresses issues
associated with ethics, (values, justice, caring, moral principles), relationships,
critique, identity, difference, collaboration, participatory democracy and autonomy in
the management and leadership of the school.

It is leadership with a critical

consciousness, with virtuous freedom, and with honest authority, where authority does
not become authoritarian, freedom is not unfettered and where critical consciousness
means ‘… constantly entertaining the possibility that things could be otherwise’
(Grundy, 1993, p. 17).

Liberation leadership is an overarching counterfactual leadership, it is simultaneously a
dialectical and polemical narrative with other forms of leadership without necessarily
discounting any of them, except, of course, those that promote the values of
domination,

whether

hegemonic

capitalistic

market-place

values,

imperialism, or narrow bureaucratic authoritarian managerialism.

religious
Liberation

leadership is the antithesis of the industrial paradigm of leadership with its top-down,
hierarchical modus operandi, profit making competition, and focus on goals and
efficiency, materialism, consumerism, individuation, and utilitarian ethical precepts.
According to Ruth (2006, p. 64, drawing from Rost and Barker, 2000) ‘this [the
industrial paradigm of leadership] has been a profitable approach but it is not adequate
to meet the challenges of environmental change, alienation, drug abuse, anomie, social
‘misfits’ … this model serves the economic needs of work organizations but does not
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serve the social needs of society.’ (Emphasis added). Nor can any of the models of this
type be transferred totally in any meaningful way to educational organisations and
praxis.

Further elaboration and development
Moreover, liberation, emancipation, freedom and other associated synonyms are often
followed by the preposition ‘from’, i.e. liberation from, freedom from, etc. Viktor
Frankl (1986, p. 52) claims that ‘freedom from’ is not what human freedom is about,
rather it is ‘freedom to’, the freedom to choose to be the person we want to be in any
given situation. Likewise, ‘freedom from’, Gold (2003, p.59) suggests, ‘… when
based on isolation, creates a paradox for human happiness, because one inevitably ends
up building higher and higher walls to keep the other out’ (emphasis in original). She
continues to proffer that such a vision of freedom is no longer tenable and that we
need:
…a radical shift to a freedom to perspective … since freedom to do things
and to be somebody means taking relationships with others more
seriously … It means recognizing that true freedom can never be obtained
through isolation or self-interest, but through building relationships
centred on solidarity, sharing and even love. (Emphasis in original).

In spite of the outlined distinction, and allowing that the freedom to perspective
contains much of what is required for liberation leadership, this understanding of
liberation as freedom does not do justice to, and falls short of, the entire redemptive (in
the sense of recovering possession or ownership of … in this case persons’ own lives
and their education) concept of empowerment and emancipation.

Redemptive

discourse traces its influence and inspiration to the writings of Freire, Mezirow,
Habermas, Bourdieu, and the social criticism of the women’s movement.

The

following passage from O’Sullivan (ibid, p.527) provides an insightful and cogent
definition of what empowerment hopes to achieve:
Empowerment seeks to put people in control of their lives by removing
whatever is limiting them from becoming makers of their own future,
individually and collectively. This can take the form of … changing
one’s personal beliefs and interpretations which act against one’s true
interests, and generally removing whatever impediments there are to
one’s capacity for personal and social change.
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Features of liberation leadership
Liberation leadership may be characterised by the following features outlined in Figure
2.1 (some of which are a composite adaptation from Grundy, 1993 and Rost, 1997):

Figure 2.1: Aspects of liberation leadership

•
•
•
•
•
•
•
•
•
•
•

A process entirely distinct from management
An emphasis on inclusive fellowship, community and communion, with an overriding
concern for the welfare of learners and staff
Relational rather than individual
‘A relationship in which only influence behaviors are acceptable rather than one
wherein all legitimate behaviors (authority and other forms of coercion included) are
acceptable’. (Rost, 1997, p. 14)
A process in which people intend significant changes (transformative) as opposed to a
process in which they achieve any goal
An embracing of diversity of opinion and alternative interpretations of meaning
Interactive and participatory decision-making facilitated by deliberative democratic
processes
Distributed leadership within the school community, i.e. other people besides
managers can be leaders
Staff, management and relevant others set broad long-term goals
Staff adopt an experimental and innovative approach to their work
A shared reflection on and analysis of the outcomes of actions

Actions arising as a result of these characteristics are essentially interactive and
deliberative. Grundy (1993, pp.169-171) argues that,
An interpretation of a situation provides the knowledge basis for this
kind of action rather than a set of empirically grounded rules. [As
would be the situation in a technical bureaucratic model] Its
interactive nature means that this form of praxis requires a more
democratic form of organization for decision-making … [and that]
concern will center upon the meaning of the work of the institution
rather than upon the products of the labour. … However, these
practices need to be situated within a framework of critical social
theory if they are to be emancipatory. … The critique which opens up
the possibility for emancipatory praxis is one which recognizes that
the way things are perceived to be may, in fact, be the way they are
being made to appear so that some existing unequal relationships and
unjust practices may not be recognized for what they are. (Emphases
added).
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Critical Social Theory (CST) and Liberation Leadership
Leonardo (2004, pg. 11) describes critical social theory as ‘a multidisciplinary
knowledge base with the implicit goal of advancing the emancipatory function of
knowledge. [And] It approaches this goal by promoting the role of criticism in the
search for quality education.’ The impression of critical theory as understood in this
thesis is concerned more with the general description of theory that is ‘politically edgy’
(Leonardo, ibid.), or what Agger, (1992) calls ‘agitational theory’- to both shake and
stir; a form of theory that is concerned with organisational and conceptual
transformations. It is worth quoting Leonardo (ibid. p. 12) in greater detail,
Critical theory is known for its propensity for criticism, a tradition it
arguably owes to predecessors, like Marx and Kant. … CST is an
intellectual form that puts criticism at the center of its knowledge
production. Through criticism, CST pushes ideas and frameworks to
their limits, usually by highlighting their contradictions. In quality
education, criticism functions to cultivate [one’s] ability to question,
deconstruct, and then reconstruct knowledge in the interest of
emancipation.

CST begins with the premise that criticism targets systematic and organisational
arrangements, how people create them, and how educators may ameliorate their
harmful effects on schools. And as Leonardo (ibid. p. 13) suggests, ‘critical social
theorists are not in the habit of justifying that oppression exists, but prefer describing
the form it takes. Instead, their intellectual energy is spent on critiquing notions of
power and privilege, whether in the form of cash or culture.’

By ‘oppression’ is meant that sense where one’s human essence is subverted. It occurs
where respect for one’s own humanity and that of others is undermined, whether
deliberately or otherwise. Criticism, in the manner used in CST, is not pessimistic or
negative. It is, as Leonardo (ibid. p.14) cogently suggests,
…at the center of a quality education that values debate, openness to
different ideas, and commitment to democratic processes. … criticism is
more a search for emancipatory forms of knowledge … Criticism is
positioned here as a central process in promoting a quality education …
Taking my cue from Leonardo, I am suggesting that, as a critical form of educational
discourse, critical social theory cultivates practitioners’ ability to critique
institutional/organisational as well as conceptual dilemmas. It also forges a language
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of transcendence, of transformation, or what Giroux (1983, quoted in Leonardo, ibid.)
calls a ‘language of hope’, where the possibility of less oppressive conditions are
assumed. In its search for a more complete social theory and change, CST promotes
the concept of ‘ideology critique as well as utopic thinking, without which the
nightmare cannot transform into a dream that wants to be realized’, (Leonardo, 2004,
p. 15; also see Leonardo, 2003). For dream we may substitute vision. Dreaming or
visioning spurs people to action, where we mean by dreaming a sincere search for
alternatives and not the evasion of reality; and, as Leonardo (2004, p.15) claims, ‘it is
not always an unconscious act, but a metaphor for social intervention that moves the
critical social theorist from analysis to commitment.’ Through the process of both the
language of critique and hope, quality education hovers between the
… poles of ideology and utopia, exposing the limitations of our social
formation and searching for interstices of possibility in institutions and
agency in individuals. CST improves the quality of education by
encouraging students and teachers to take up personally meaningful
choices that lead to liberation. This move is accomplished through the
practice of critique and a sense of alternatives, not as separate processes
but dialectically constitutive of each other (Leonardo, 2004, p.16).
A conduit to help achieve this entire process (from critical analysis to hopeful
realisation) is the capacity and capability of leadership in schools to apply strategy
management concepts and strategic thinking, particularly those found in Davies’
(2006) ABCD conceptual model for developing strategic intent (developed later).
There is no suggestion here that this ‘realisation’ is the ‘end product’, ‘the answer’.
Rather, we arrive at a stage where the current reality is different and hopefully better
than previously; and then we begin the process over again3.

Research within the CST framework
Critical researchers assume that social reality is historically constituted and that it is
produced and reproduced by people. Although people can consciously act to change
their social and economic circumstances, critical researchers recognise that their ability
to do so is constrained by various forms of social, cultural, political and economic
domination. Critical research focuses on the oppositions, conflicts and contradictions
in contemporary society, and seeks to be emancipatory i.e. it should help to eliminate
the causes of alienation and domination, (See further: www.qual.auckland.ac.nz/),
whether arising from within social, cultural, political or economic environments.
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Human solidarity and social justice are the values that underlie research in the CST
framework. It is generally accepted that those working within this area concentrate on
marginalised, peripheral, oppressed groups and others who are discriminated against.
Examples of these groups include the feminist movement, gay and lesbian
communities, diverse ethnic/racial groups, people with disabilities, and other
oppressed minorities, e.g. the poor, lower social class, the aged, and sometimes
children. The majority of these groups has formal and well-organised ‘movements’ to
represent their respective concerns; many have added to the academic literature
surrounding discrimination. Critical theorists also share concerns with these groups,
especially in ‘terms of power differentials and a search for a more egalitarian and
democratic social order’ (Mertens, 2003, p. 139).

Social justice and social relationship issues are not concerned solely with these
obvious tangential and marginalised groups. There are many other spaces in social
reality where domination, abuse, ill treatment, repression, suppression, exploitation,
and harshness are perpetrated and perpetuated. These may occur often on a daily basis
and in a less overt manner, in spaces that reside in the interstices of human interaction
and other social processes.

School social-process-spaces are not devoid of such

activities, and of course, may be exacerbated by the mainly hierarchical-authoritarian
and managerialist culture of control and domination. These spaces are tangible in
areas where bullying exists (in all its aspects, including management-teacher, teacherpupil, etc.), lack of participation in decision-making, ability and grouping, control of
timetabling and resources, subject stratification and status, lack of subject choices
(especially for girls), prejudices, non-recognition of differences (in religion, culture,
social-class, etc)4, and other issues surrounding the ‘hidden curriculum.’ (Cf:
Bourdieu, 1973, pp. 71-112; Bourdieu and Passeron, 1977, p.208; Bowles and Gintis,
1976, pp.131-151; Aronowitz and Giroux, 1985, p.217, 1991; and Lynch, 1989a,
1989b).

A wider context
Young (1990, p. 15) claims that ‘social justice means much more than the morally
proper distribution of benefits and burdens among society’s members.’ She claims that
this distributive perspective focuses on the allocation of material things and on the
distribution of social positions, especially jobs. ‘This focus’, she (ibid, pp. 15-16)
declares,
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tends to ignore the social structure and institutional context that often
help determine distributive patterns. Of particular importance …are
issues of decision-making power and procedures, division of labor, and
culture.’ … of justice that regards persons as primarily possessors and
consumers of goods to a wider context that also includes action,
decision about action, and provision of the means to develop and
exercise capacities. The concept of social justice includes all aspects of
institutional rules and relations insofar as they are subject to potential
collective decision. (Emphases added).
It is pivotal to our discussion to mention that many individuals may not consciously be
aware of their oppression and domination in certain situations. The institutionalised
system itself has evolved uncritically and become sanitised over the years where the
status quo (particularly of educational structures) has been accepted as unproblematic
and often written about in hygienic language. Of course, there is also the situation
where this status quo benefits certain individuals and groups and thus goes
unchallenged.

It is morally incumbent on liberation leaders to establish an

environment in which all issues at the school are critiqued regularly, and then to take
action to address any injustices.

In liberation leadership in education we endeavour to promote many values of social
justice in addition to fairness in the distribution of commodities, viz.

Figure 2.2: Values of social justice
• Learning and using satisfying and expansive skills in
socially recognised settings
• Participating in forming and running schools
• Receiving recognition for such participation
• Playing and communicating with others
• Expressing our experience, feelings, and perspective on
social life in contexts where others can listen
(Adapted and distilled from Young, 1990, p. 37)

Young (ibid.) convincingly develops the justice concept further by ensuring a
definition that includes the incumbent requirements of the institutional conditions that
promote these values. She (ibid, p. 37) concludes,
Justice is not identical with the concrete realization of these values in
individual lives; … social justice concerns the degree to which society
contains and supports the institutional condition necessary for the
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realization of these values. … The values can be reduced to two very
general ones: (1) developing and exercising one’s capacities and
expressing one’s experience, … and (2) participating in determining one’s
action and the conditions of one’s action. … These are universalist
values, in the sense that they assume the equal moral worth of all persons,
and thus justice requires their promotion for everyone.
Starratt (2001, p.334) provides support for this in his criticism of how schooling in
general is carried out, how learning is trivialised and of some of the purposes schools
are asked to serve5. He does not criticise educators, his ‘target is the institutional form,
the political form, and the cultural form that schools take.

These preceding paragraphs beg the question regarding the Irish educational
institutions’ role in the constraint on the system having no dynamic of being selfactualising and teachers having never felt any responsibility outside their own role and
why it has never been seen as problematical and apparently, deliberately gone
uncontested (cf. O’Donovan, 1998).

Liberation Leadership is Moral, Democratic, and Purpose-driven
Tacitly interwoven in this entire discussion on liberation, and implicitly explored
above in the discussion so far, is the whole notion of the moral, the democratic, and the
purpose-driven imperative necessary for liberation leadership, nuances of which can
also be found in Dantley (2003, 2005), Fullan (2003), the ethical frameworks of
Starratt, (1991, 2001, 2005), and Sergiovanni (2001), among others. One of the central
tenets propounded by these writers involves deliberative and proactive efforts on the
part of educational leadership regarding their moral responsibility about creating a
more humanly responsive and more ethical environment for the conduct of education.
Leaders who subscribe to this idiom believe their work goes beyond merely ensuring
academic accolades for their pupils, they recognise the moral imperative in their work
and as Dentley (2005, p.42) points out,
…they understand a moral obligation to unravel and lay bare the often
concretized notions of curriculum and pedagogy through a critical
theoretical lens that keenly delineates the issues of power and culture and
the asymmetrical power relationships that are often inherent in the
teaching and learning process.
Starratt (1991, p.200) addresses power and relational issues when he promotes the
synthesis of the ethics of critique, justice, and caring in an attempt ‘… to develop a
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tapestry of ethical perspectives, specifically for those involved with educational
administration’. Starratt (ibid. p.198) argues that ‘the themes complement and enrich
each other in a more complete ethic.’ He builds an ethical framework using the three
themes and he claims that, ‘the blending of each theme encourages a rich human
response to the many uncertain ethical situations administrators face every day in their
work.’

It is at this stage that we experience and make explicit one of the confluences of some
of the conceptual constructs used in this thesis: that of courtship and leadership, that of
wooing relationships; the kind of relational interplay which the experience of
leadership actually is in all areas of school life where education is played out, e.g. with
colleagues, teaching and learning with pupils, communicating with parents and other
partners in the education process. It is worth noting at some length some of the
insightful and eloquent claims of both Robert Starratt and Pádraig Hogan.
Starratt (ibid. p.195) writes:
This ethic [of caring] places the human persons-in-relationship as
occupying a position for each other of absolute value; neither one can be
used as a means to an end; each enjoys an intrinsic dignity and worth …
An ethic of caring requires fidelity to persons, a willingness to
acknowledge their right to be who they are, an openness to encountering
them in their authentic individuality, a loyalty to the relationship.
Furthermore, it recognizes that it is in the relationship that the specifically
human is grounded; … One becomes whole when one is in relationship
with another and with many others. … This ethic reaches beyond
concerns with efficiency, which can easily lead to using human beings as
merely the means to some larger purposes of productivity …
This does not do violence to what Hogan (ibid. p.169-170) writes in relation to the type
of courtship that embodies the heart of education:
We can recognise the kind of courtship which declares its intentions with
honesty, … which has the courage to face difficulties as they arise, which
prizes both frankness and the dignity of privacy, which seeks to evade the
thrall of the habitual, and which draws its special character from the
delights and disappointments, the frustration and surprises of mutual
discovery. In short, we recognise something of a categorical sense of
care here in one person’s basic attitude to the other. (Emphasis in
original).
Here we observe, from the perspective of leadership and management, the first signs of
liberation, that of freeing education from the accusation of indoctrination and
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hegemony of the status quo – evading the thrall of the habitual, experiencing the
epiphanies of mutual discovery, and recognising and displaying a categorical sense of
care.

It is here, from the interplay of messages that inheres in these lines that

liberation leadership begins to be manifest, here that we begin to see some of the
elements that characterise liberation leadership: a loyalty to the relationship, reaching
beyond the concerns with efficiency, etc. This is neatly reinforced by Dantley (2005,
p.41) as he cogently makes the claim for purpose driven moral leadership and argues
that a ‘school leader who is committed to purpose-driven moral leadership
demythologises the educational process and critiques, from a critical theoretical
insight, the structures, forms, and rituals that have traditionally characterized life in
schools.’
While not necessarily antithetical to the entire osmotic economic imperative,
emancipatory leadership and praxis, nevertheless, attempt to lessen the impact of the
value system that generally inheres in the business/commercial model. English (2005,
p. xi) claims, in relation to this market model, that profit is maximised by,
… excising all the factors that depress profit. Elaborate forms of
standardization are advanced to eliminate all forms of variance that
inhibit productivity. Quality [emphasis in original] is defined as the
lowering of costs within the parameters of the production-function
activity. The social impact is irrelevant to this model, as we see jobs
outsourced to foreign countries … the so-called bottom line is all
about profit. … The problem of educational leadership is that it has
been thoroughly saturated with the kind of thinking that has ignored
social justice. … its mental models are no different than [sic] those
used by leaders in the private sector. (Emphasis added).

What does it mean to Court Strategy Management?
The Collins English Dictionary (2003) provides a number of definitions of the verb ‘to
court’:
1. To attempt to gain the love of … to woo
2. To pay attention to in order to gain favour
3. To try to attain
4. To be conducting a serious emotional relationship usually leading to
marriage [for the purpose of this thesis the metaphorical sense of the verb is
implicit]
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The inherent essence here is that the verb ‘court/courting’ is transitive, and its meaning
in the context of this thesis is that the courting of strategy management is consistently
in reciprocal process. Leaders are continually trying to attain, continually attempting
to gain the love of, and paying attention to strategy management in order to gain the
favour of what this process has to offer. Those involved in leadership are frequently
conducting a serious emotional relationship with all those around them. Leadership for
Burns (1978) has a strong passionate and moral dimension: to change the world in
response to human wants, particularly liberty, equality, justice, opportunity and the
pursuit of happiness. The characteristics required for this are not those of people per
se but of the relationship between them. Other writers who believe that leadership is
primarily a relationship process include Boyette and Boyette (1998), Kouzes and
Posner (1987, 2001, 2002), Wheatly (2005), and Binney et al (2005).
Congruent with the perspective of leadership as ‘relationship’ and ‘emancipatory’ are
very useful definitions of leadership from Rost (1993b) and Jackins (1997):
•

Rost (1993b, p. 99) says leadership is ‘an influence relationship among leaders and
their collaborators who intend real changes that reflect their mutual purposes’.
Inherent in this are a number of elements, viz. there is mutual, non-coercive
influence, which is multi-directional and based on persuasion. Ruth (2006, p. 645) elaborates: ‘Both collaborators and leaders are all doing the leadership even
though not all of them are equal in influence at any given time. Thus leadership is
not what the leaders do but rather what leaders and collaborators do together’.

•

Jackins (1997, p. 131) argues along a similar vein, saying that leadership is,
organizing other human intelligences with one’s own, for the purposes
of human liberation, social justice, and other concerted activities to
make things go well in the world …

Ruth (2006, p. 66) points out that Jackins describes all this not from an exclusive point
of view of a single, formal leader but from the point of view of any individual member
of a group choosing to take leadership and in a context where the aim is to have as
many people as possible exercise leadership.

40

Chapter 2: Review of Literature
________________________________________________________________________________________________________

Effective practices, as posited by (Kouzes and Posner, 2002), associated with
achieving leadership relationship include,

Figure 2.3: Effective practices of liberation leadership

•

Challenging the Process – innovation, experimentation, risk taking; questioning
fundamental values, looking for structures and processes that are liberating

•

Inspiring a Shared Vision – envisioning an uplifting and inspiring future

•

Enabling others to act – foster collaboration, cooperation, share information and
power, be transparent

•

Modeling the Way – setting an example, act in a way consistent with stated values,
creates ‘small’ wins

•

Encouraging the Heart – recognise individual contributions, celebrate team
accomplishments

Courting strategy management through the deployment of liberation leadership strives
to create and sustain a stimulating and safe learning environment6 (educational praxis)
for all involved, where equity, mutual trust and respect are exigent and where critique,
collaboration, communicative and deliberative democracy become customary and
habitual.

Strategy Management through Liberation Leadership
Like other labeled concepts of leadership, liberation leadership is partial and
contingent. It is partial in the sense that it is biased towards purpose-driven ethical and
moral7 leadership; and contingent in so far as it depends on the creation of an
equitable, participative and democratic relationship culture within the organisation for
its successful development and implementation. But, this partiality and contingency is
highly dependent on those involved in leadership and their ability, or otherwise, to
communicate a vision and set directions for the future of the organisation, i.e. to
engage in the process of strategic thinking in order to make the school more
strategically-focused and responsive.

It may be regarded as a sine qua non of

sustainable strategy management.
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This liberational concept may not be straightforward in many educational settings.
Indeed, as the findings of this author (O’Donovan, 1998, p.19) concluded, with regard
to ethical management (single school case study):
From an ethical perspective the process of strategic management is best
described as ambiguous, with the principal and vice-principal deciding
strategic issues in a ‘fire brigade manner’; very little opportunity for
debate (critique), minimum participation (justice), and with staff and
pupils feeling as if they are merely the means to some larger purpose of
productivity (caring).
This however, must be noted in its historical context. Traditionally there has been
limited opportunity for teachers to participate in debate and decision-making. The
management structure has always been hierarchical, imposed and perpetuated by the
Department of Education and Science, with tight rigid structures and a 'common'
national curriculum for all pupils and with teachers slotted into a role in the timetable.
Even in religious-run schools the management structure is a mediated form of the
hierarchical order of the church, with its strong emphasis on an autocratic class of
leaders. The aims of education espouse democracy, yet the framework established to
deliver it, can be, by its very nature, undemocratic. The system had no dynamic of
being self-actualising and teachers have never felt any responsibility outside their own
role. There is much to what Nias (1992) has stated: that many teachers are very
authority-dependent, happy to be told what to do and get on with it. Further support
for these sentiments comes from Greene (quoted in Rath, 2000, p.161),
... teachers as a group have failed to question the authority of educational
structures, and are very compliant in accepting these educational
structures as a “given.” They, as a group, have accepted the status quo as
if it emanates from the natural flow of a god-given [sic] natural law...
And again we find a similar sentiment in Sugrue (1997, p.45) [albeit regarding primary
teachers, but he could equally well be talking about second-level school teachers]: ‘…
are characterised by a widespread anti-intellectualism

(which) has a particularly

Foucauldian ring to it where ‘docile minds’ and docile bodies’ appear to be the object
of the system’. It seems this is unique to the Irish education system.

How Do We Engage in Courting Strategy Management?
Courting strategy management through the concept of liberation leadership attempts to
create an environment in which learners and educators (independently and
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collectively) will be enabled to critically question their ‘educational engagements’.
Furthermore, it seeks to resurrect the Socratic concept of learning and teaching (cf.
Hogan,

1995,

29-31),

to

acknowledge

the

Freirean

principle

of

human

‘unfinishedness’ or ‘incompleteness’ (cf. Freire, 1998) and to assert the Brunerian
‘agentive’ nature of the learner (cf. Bruner, 1999, pp. 148-178). Courting strategy
management through the concept of liberation leadership endeavours to agitate and
challenge systems (i.e. the systemic status quo), inspire a shared vision, enable others
to act, create a process in which people intend significant changes as opposed to a
process in which they achieve any goal, and to an embracing of diversity of opinions
and alternative interpretations of meaning; and all of this in an attempt to ensure
sustainable long-term success in the school.

Liberation leadership and strategy

management are reciprocal constituents in the effective development of schools, and as
such, their elements need to become a priority for all initiatives that build capability
and capacity for school improvement and its sustainability.

These may be instigated and progressed by introducing educators to the possibilities
that inhere in the strategy development process, and particularly in the model of
strategy advanced by Davies (2006) and its application and implementation to
pertinent and critical, ethical and moral issues in schools.

Tension?
The duality of ethical management and strategy management, of organic and synthetic
processes respectively, may appear at first glance, to make strange and unlikely
bedfellows. Indeed some might argue that to include both in the same sentence is
paradoxical and oxymoronic. However, they need not be in a death struggle with one
another; a homeopathic treatment requires an intervention of a tincture of the ‘dis-ease’
it purports to cure; likewise, a tincture of ‘liberation intervention’ goes a long way.
Further, there is more than a subtle distinction to be made here, that between ‘the
knowledge economy’ and ‘the knowledge society’.

Hargreaves (2003, p. xvi)

discriminates one from the other when he states:
Knowledge economies are stimulated and driven by creativity and
ingenuity. Knowledge society schools have to create these qualities,
otherwise their people and their nations will be left behind. Like other
kinds of capitalism, the knowledge economy is … a force of creative
destruction. It stimulates growth and prosperity, but its relentless
pursuit of profit and self-interest also strains and fragments the social
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order. …schools must therefore foster the compassion, community and
cosmopolitan identity that will offset the knowledge economy’s most
destructive effects. The knowledge economy primarily serves the
private good. The knowledge society also encompasses the public
good. Our schools have to prepare young people for both of them.
(Emphasis added).
The vision of strategy development in education, through the intervention of liberation
leadership, strives to lead beyond the ‘seductions and demands of the knowledge
economy’ (Hargreaves, ibid, p, 45). It encompasses a value set that includes values of
community, the human ethic (including cultivating a universal identity which shows
tolerance of diversity of race, religious and gender differences), participative
democracy, ‘genuine curiosity towards and willingness to learn from other cultures,
responsibility towards excluded groups within and beyond one’s society’ (Hargreaves,
ibid, p. xix), and personal and professional learning.

When the model of strategy is imbued with this value set, with the characteristic spirit
and ethic of critique, justice and caring, (and vice versa), then and only then, can it be
said that strategic development is truly being courted, truly being empowering and
emancipatory.
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Table 2.1 summarises the practices and their associated elements necessary for
liberation leadership in educational institutions.
Table 2.1: A typology of practices and their associated elements necessary for liberation leadership in
educational institutions

Challenging &
Agitating the
Education
Process

Inspiring a
School Vision –
Dream-building

Empowering
Others

Being an
Exemplar

Critique – past,
present and future
processes and
assumptions;
Critical reflection;
Question
fundamental values;
Risk taking;
Innovation;

Envision an
uplifting and
inspiring future;
Communicate to all
staff; Long-term
planning; futures
thinking;

Collaboration;
Cooperation;
Distribution of
power; Safe &
caring learning
environment; being
transparent;
Participative
decision-making;

Principled and
ethical decision
making; Setting
examples; Act in a
way consistent with
stated values;
Create ‘small’
wins; Involvement
in personal CPD;
Relevant research;
Dealing with
conflict & disorder;
Boundary Spanning
& Networking

Encouraging /
Reinforcing

Recognise
individual
contributions;
Celebrate team
accomplishments;
edifying rituals,
never allowed to
become clichéd;
Acknowledging
achievements;
Affirming good
practice; Edifying
Rituals

(Adapted from some of the work of Kouzes and Posner, 2002)

Beginning the Process
I agree with Hargreaves (ibid, p. xix) when he states that ‘one-sided globalization
produces lopsided societies’. The secret is finding a way to counter this. Drawing on
the work of Soros (2002), Hargreaves (ibid, p. xix) suggests that the challenge,
… is not to attack globalization or destroy the knowledge economy. Its
economic benefits are too great for that. Instead, we have to commit
more resources and pay better attention to the other social needs. In
preparing the generations of the future, state education is in pole position
to teach a set of values, dispositions and senses of global responsibility
that extend beyond the bounds of the knowledge economy (emphasis
added).
Greenfield (1993, p.146) states that where there is an elimination of ethical values
‘consideration of the conduct of organizations is reduced to technicalities’ and he calls
for ‘new perspectives which would use interpretive and qualitative methods of enquiry
... ’ These methods would focus on power, conflicts, values and moral dilemmas.
Greenfield and Ribbins (1993, p. 164-165) suggest that if values, the human and
humane, passion and conviction are excluded then purpose and morality, and questions
arising from the imposition of one person's will upon another are all set aside. Smyth
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(1989, p. 4) argues against 'salvationist' and 'hegemonic' views of management and for
a study informed by critical theory with reflective practitioners and professional
autonomy, focusing upon empowerment and all the ‘conditions necessary for creating
and sustaining of community in schools.’

Sergiovanni (1992), joins the queue and makes the case that the moral school will also
be the effective school, stating that the desired goal is the creation of the 'virtuous
school' characterised by 'a covenant of shared values' and by an ethos of caring and
respect for persons.

In December 1998, the Education Act (ROI) was signed into legislation. This act calls
for, inter alia, greater participation and consultation in decision-making processes in
our schools, and outlines the partners with whom this is to occur. But the wheels of
educational change grind ever so slowly, and mandated change, even by statutory
requirement, will take (and is taking) many years to be evident in praxis. The current
political climate provides an opportunity for building the ethical school and liberation
leadership.

Grace (1997, p. 64) suggests that this climate for transformation is

generated by ensuring that all members of staff have access to ‘powerful information,
opportunity to debate policy and practice, are freed from the communication
impediments of hierarchy, formality and status consciousness’, and further suggests
that if the present system limits dialogue, participation and respect for persons then
there are serious ethical issues to be addressed. Support comes from Foster (1989:55)
when he argues that ‘leadership in general must maintain an ethical focus, which is
oriented towards democratic values ...’, while White (1982, p. 75) argues that if a
school is run on democratic principles then there are ample opportunities for
individuals to exercise ‘genuine leadership’; White (ibid.) continues to suggest that the
notion of participatory democracy should include the involvement of pupils in
educational decision-making.
It is these ends then, that strategy management and liberation leadership will strive to
address.

Liberation Leadership to Enable Courtship
How might these practices be courted and enabled? As suggested earlier, there is an
interdependent symbiotic relationship between liberation leadership and strategy
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management. To appreciate fully how liberation leadership can have a major influence
on strategy management practices it is necessary to understand the many dimensions
and elements associated with strategy. In this regard it is worth quoting what Davies
(2006, p. 104) believes,
Initially, it may be helpful to consider strategy as being aligned to
strategic thinking and a strategic perspective, rather than just the
traditional view of strategy being linked to mechanistic strategic plans.
… seeing strategy and strategic planning as distinct concepts,
[proffering] the idea that strategy involves the development of a series
of strategic processes that can ensure the effective development and
deployment of strategy through the use of appropriate strategic
approaches (emphasis in original).
Elsewhere in the same work (p. 27) Davies outlines that he sees strategic thinking and
futures thinking ‘as a way of building an overall perspective of where we are going,
and strategic processes and strategic approaches as the means of reaching that
destination … [and] the strategy process needs to be based on a series of values and
beliefs that aim to improve the lives of the children and those who work in the school’,
further reinforcing the comments of Greenfield (1993:146) quoted above.

The Need for Strategy
To begin with, it is relevant to outline why strategy should happen at all. It is now
widely accepted that schools operate in dynamic, complex and tense environments,
where the rate of change is accelerating at an ever-increasing pace. Stacey (1996, pp.
xix-xx) describes work in complex arenas thus:
… the real management task is that of coping with and even using
unpredictability, clashing counter-cultures, disensus, contention,
conflict, and inconsistency. In short, the task that justifies the existence
of all managers has to do with instability, irregularity, difference and
disorder (quoted in Fullan, 2001, p. 102).
This echoes what Garratt (2003, p. 36) writes: ‘the main transformation in the strategic
environment which strategy must deal with has been well documented and can be
summed up in a single word: turbulence.’ All organisations have and continue to
experience ‘turbulence’ in recent years including educational organisations.
(Examples of such were outlined in the introduction section to this thesis). The
impact, pace and extent of political, physical environmental, economic, social,
technological and trade changes (PPESTT) on an organisation’s external environment

47

Chapter 2: Review of Literature
________________________________________________________________________________________________________

has necessitated and motivated different approaches i.e. different from strategic
planning only, to help understand how an organisation can survive and sustain its
competitive advantage. Resultant changes may occur in its internal environment,
particularly structures and culture, and together with the external changes an
organisation finds that it faces greater responsibility, accountability, transparency,
competition and other pressures and expectations. Educational organisations are not
immune from such impact. Davies and Ellison (2003, p. 50-53) use a similar acronym
in relation to schools: STEEP. This involves leadership scanning the broad dimensions
of the social, technological, educational, economic and political environments
impacting the school, thus informing a more focused strategic analysis. To appreciate
fully what is involved it is important first to understand what is meant by ‘strategy’.

Strategy – What is it?
There are different elements, dimensions, strands, and activities involved in strategy,
and because it has, historically, been used almost synonymously with the element of
strategic planning only, it is important that any definition(s) be simultaneously all
embracing, unambiguous, yet rigorous but flexible enough to build and sustain
strategic conceptual models and frameworks. Indeed, because of its complexity more
than one acceptable definition is necessary to satisfy these different perspectives and
dimensions. Mintzberg et al. (1998, p. 9-15) offer five definitions of strategy:
•

as plan – looking ahead

•

as pattern – looking at past behaviour

•

as position – looking at the organisation’s position in the market, or the
position of its product(s)

•

as perspective – looking inside the organisation, inside the heads of the
strategists, but also looking up ‘to the grand vision of the enterprise’ (p14)

•

as ploy – a manoeuvre to outwit the competition.

Furthermore, Mintzberg et al. (1998, p. 15-16) suggest that, although
‘there may not be one simple definition of strategy … there are by now some
general areas of agreement about the nature of strategy.’ These authors quote
the areas of agreement, adapted from Chaffee, (1985, p. 89-90) some of which
include:
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•

‘Strategy concerns both organization and environment …’

•

‘Strategy affects overall welfare of the organization …’

•

‘Strategy involves issues of both content and process …’

•

‘Strategies are not purely deliberate …’

•

‘Strategies exist on different levels …’

•

‘Strategy involves various thought processes …’

From this it is not difficult to appreciate that replacing ‘strategy’ with ‘liberation’ in
the list does not expose any incongruities, rather it displays a somewhat interdependent
symbiotic relationship between them.

As we consider and study other areas of agreement and concepts associated with
strategy, posited in an article by Davies (2004), we begin to understand better the
nature of strategy, particularly in relation to its synonymity with planning and the
efforts to illuminate and rejuvenate its broader nature. According to Davies (ibid pp.
11-12), the nature of strategy is concerned with the ‘longer-term direction-setting’
concept of an organisation. He states:
‘…that strategic activity deals with broad aggregated data … is about
the broad major dimensions of the organisation and … that it deals with
the medium to longer term … Strategy … might usefully be thought of
… as a perspective, as a way of looking at things … Strategy provides
the template against which to set shorter term-planning and activities
…’
Strategy may be considered as an overarching umbrella-perspective with its umbrage
covering a number of strategic strands and activities. Attention has been given to some
of these but there are others we need to be cognisant of, in particular the activity of
strategic thinking; its significance being important enough for Davies (2002, p. 1), to
consider it the cornerstone of his article: Rethinking Strategy and Strategic Leadership
in Schools. And it has already been stated how it may be helpful to also consider
strategy as being aligned to strategic thinking and a strategic perspective, rather than
just the traditional view of strategy being linked to mechanistic strategic plans (Davies,
2006, p. 104).

49

Chapter 2: Review of Literature
________________________________________________________________________________________________________

Strategic Thinking
In essence, strategic thinking can open up an enthralling vista, an epiphanic
enlightenment for leadership; a vista in which justice, ethics and caring are the key
moral principles around which the school is organised. Hanford (2003) suggests the
importance and pertinence of strategic thinking to the sustainable future success of the
organisation. He says,
… what a powerful basis for running your organization it can create.
Strategic thinking underscores both the formulation and
implementation of your organization’s effective strategy … Strategic
thinking in essence amounts to a richer and more creative way of
thinking about and managing key issues and opportunities facing your
organization. (Pp. 191-192).
Ramakrishnan, (2003, pp. 333-4), acknowledges that both strategic planning and
strategic thinking are essential ‘to the health of the organization’, but, like Mintzberg
(2003), and Davies and Ellison (1998), he believes strategic planning to be an
oxymoron. Mintzberg (2003, pp 79-84) and Mintzberg et al., (1998, pp 126-128),
believe that strategic thinking differs from ordinary thinking and describes strategic
thinkers as ‘visionaries’. Mintzberg thus uses the metaphor of seeing to characterise
the ‘… various ingredients of strategic thinking’ and he makes insightful use of these
to define strategic thinking as ‘seeing ahead and behind, above and below, beside and
beyond … [and] for a thinker to deserve the label strategic, he or she must also see it
through’.

Shades of Mintzberg’s metaphor are evident in Garratt’s (2002, p.2) cogent and
comprehensive definition of strategic thinking:
‘Strategic thinking’ is the process by which an organization’s
direction-givers can rise above the daily managerial processes and
crises to gain different perspectives of the internal and external
dynamics causing change in their environment and thereby give more
effective direction to their organization. Such perspectives should be
both future-oriented and historically understood. Strategic thinkers
must have the skills of looking both forwards and backwards in the
knowledge of where their organization is now, so that wise risks can
be taken by the direction-givers to achieve their organization’s
purpose, or political will, while avoiding having to repeat the mistakes
of the past.
Thus, the temporal context for courting liberation leadership praxis needs to occur in
the past, present and future of the school.

Current arrangements, processes and
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assumptions are scoped, critiqued and problematised. Issues surfacing are addressed
through the application of strategic thinking, processes and approaches. During the
implementation of any decisions, as with the previous stages, liberation leadership
practices and characteristics are utilised throughout.

Garratt (2003, p. 8) further states, that strategic thinking ‘… is a process to which we
add our own content …‘, and continues to suggest that we need to be highly sensitive
to changes in the external environment, be capable of creating a holistic view of the
paradoxical inter-relationships in that environment, and ‘Most of all, it requires time to
reflect on, and reframe, the current mindsets which you and your competitors hold.’
(Emphasis added). These, to me, include some of the cornerstones around which
strategic thinking, and by extrapolation, liberation leadership, is built: reflecting on and
reframing of current mindsets. Furthermore, I believe very significant change and
school improvement can be brought about by working on reflection, reframing and
changing current mindsets and is an area to which I will be returning later.

Education and Strategy
With regard to education, I suggest that the main thrust of thinking strategically
dispenses with the concepts of reductionism, linearity, formality, predictability and
shorter time periods associated with planning and operational activities generally
outlined in school development plans, and often mistakenly labeled strategic. Strategic
thinking is situated in the realm of unpredictable and dynamic future environments,
where a critical, holistic, divergent and creative thinking style is required, the
development of which is highly relevant to liberation characteristics, to the successful
sustainability of the school (cf. above, earlier quotation by Stacey, 1996), and where
any implementation from developments must be grounded in the operational
experiences, be they successful or deficient.

At this stage I consider it reasonable to indicate my personal perspective on strategy
formation and definition, particularly in relation to liberation leadership. My general
philosophical and sociological outlook on education is informed by the insights of
figurational sociology – also known as process sociology,8 and accords with the
characteristics of liberation leadership.
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I contend then, that none of the perspectives in isolation, as outlined above, would
adequately capture the strategy management process operating in all organisations, at
any one time. This is especially true for schools as organisations: complex dynamical
relational networks, historically rooted, becoming more affected by globalisation (in
all its forms), a wide range of power relationships and interdependency ties, with
networks continually in process, and a contentious and problematic ‘bottom line’. I
subscribe therefore, to Mintzberg et al’s (1998) Configuration School, and Bailey and
Johnson’s (1997) Combination and Mix Perspective, with their transformation and
integrative process, where any of the characteristics of the other ‘schools’ apply
depending on the context and situation. I would extend their boundaries a little further
and consider strategy from a situational constructivist contingency model, where
strategy is formed or formulated by reciprocal figurational processes amongst all those
concerned at any particular time. Tones of support for such a configuration are evident
when Mintzberg et al. (1998, p. 367) state:
Every strategy process has to combine various aspects of the different
schools. Can anyone possibly imagine strategy making in any serious
organization without mental and social aspects, without the demands of
the environment, the energy of leadership, and the forces of
organization, without tradeoffs between the incremental and the
revolutionary? And can any strategy process be realistically pursued as
purely deliberate or purely emergent?
Taking account of this, Mintzberg’s ‘definitions’, Chaffee’s ‘areas of agreements’,
Davies ‘nature of strategy’, and the varying thoughts on strategic thinking – I perceive
strategy with regard to education as being:
… an overarching holistic perspective, integrating all functional areas
of the school for the purpose of planning a direction, or route, for future
growth and development – recognising that strategy can be emergent as
well as deliberatively planned. It involves scanning and interpreting
both the internal and external environments – local and global (all
partners, trends etc.), incorporating strategic thinking to look at the
future direction of the school, particularly in relation to its own
liberational role within those environments. This will include looking
critically and reflectively at the whole school community – past, present
and future – to view it without prejudice as a holistic entity in an
attempt to ascertain how it will innovate, develop, enable, and
empower; and how it will secure and sustain the necessary resources for
such attributes. It means being relationally proactive in approach to
identify possible areas of liberation and opportunity, but also to identify
areas (dysfunctional or otherwise) that may need to be discontinued9.
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Strategy Development Model
Having researched schools that are strategically focused and sustainable in the longer
term, Davies (2004, p 12) suggests that three dimensions of strategy are evident:
strategic processes, which work through strategic approaches and these processes and
approaches, give rise to the qualities of a strategically focused school organisation.

Strategic processes
One of the fundamental purposes of strategy is to enable and empower organisations to
achieve and maintain the highest level of effectiveness in meeting the educational
needs of learners within a constantly changing and complex environment. Developing
strategy involves engaging in strategic processes (working through strategic
approaches) as depicted below in Mind Map 2.1. These processes include four key
dimensions: conceptualisation, development and people interaction, articulation, and
implementation. Each of these dimensions contains a number of elements in which
strategically focused schools engage at one time or another during strategy
development:
•

Conceptualising the strategy – by reflecting, analysing, synthesising and
constructing mental models (cf. later below)

•

Development & People – engage the people with strategic conversations,
strategic participation, strategic motivation and strategic capability

•

Articulating the strategy – in the formats of oral, written (documents etc.) and
structural (e.g. teams etc.)

•

Implementing the strategy – by translating the strategy into action, developing
organisational and individual alignment, developing sequential and parallel
actions (cf. Appendix 5 and the sigmoid curve later below) and by judging
when to change and/or abandon some things (getting the timing right).
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Mind Map 2.1: Strategy Development Model adopted from Davies (2004)

Definition

Plan looking ahead
Pattern looking at past behaviour
looking at position in market
Position
looking inside organisation
Perspective
Ploy outwitting manoeuvres
broad major domensions
Longer-termdirection setting
Reflect & Analyse
Strategic Thinking
Mental Models
Strategic Conversation
Participation
Development & People
Motivation
Capability
Oral/Debate
Articulation Documentation
Structures
Action
Alignment
Implementation
Timing
Approaches

Conceptualisation

Strategy Development
Model

Strategic Processes

Strategic Approaches

Strategic Leadership

traditioinal, liear, sequential, proactive
Strategic Planning
reactive, emerges through exp. and learning
Emergent Strategy
intrapreneurship, devolved, distributed
Decentralised Strategy
target setting in key-areas, building capability & capacity
Strategic Intent

Qualities
Actions

personal characteristics
what strategic leders do

The strategic processes outlined in the above section are neither simplistically linear
nor operate in isolation, but work through a number of different strategic approaches in
an iterative manner being informed by a series of feedbacks.

Strategic approaches
Boisot (2003, p. 38) identifies four basic types of response: strategic planning,
emergent strategy, intrapreneurship (yes, with an ‘i’), and strategic intent, stating as
justification: ‘… as a response to different rates of change, any strategic activity can
always be represented as a mixture of these four types’. This represents for me, a
distillation of the configuration/mix approach as outlined above, but nevertheless,
provides a powerful pictograph application of some of the concepts of strategic
approaches.

Boisot (ibid. p. 48) situates diagrammatically, the four fundamental

strategic responses to change as in Figure 2.4 below, (a typology of strategies). Here,
rate of change is equivalent to the amount of turbulence, represented by the vertical
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axis; the horizontal axis represents the degree of understanding an organisation has of
that turbulence in its environment.

Davies and Ellison (2003, pp. 37-40) make

perceptive and pragmatic use of this diagram with regard to creating a conceptual
framework for strategy development for education, stating in the process that ‘… one
of the four strategic responses or approaches is particularly appropriate to a specific
combination of turbulence and understanding …’ The positioning of each approach on
the diagram is significant with regard to a situation’s turbulence within the school and
the school’s understanding of that situation.

With strategic planning (lower right quadrant), as is traditionally the case, some
aspects of what is happening can be easily understood, predicted and planned for; the
rate of change is low and with a high level of understanding of situations, rational,
linear and proactive plans can be drawn up (Davies, 2004, p. 21). The centrality and
core business of the school (i.e. the numbers of pupils and teachers, the traditional
curriculum and assessment procedures, etc.) are less likely to change than other areas,
making strategic planning, or as Mintzberg et al. (1998, p. 79) suggests, strategic
programming, a predictable and proactive process in a stable and controllable
environment.

The tight definable strategic planning approach will not work in

situations of greater instability and less predictability, thus we need to consider other
strategic approaches.

The lower left quadrant contains emergent strategy. Here the understanding of a
situation is low, and so also is the turbulence that’s experienced or the impact of the
change on the school. This approach becomes apparent as the school learns and
notices patterns that emerge as a result of doing and reacting to situations to which
there is a low level of understanding. The approach means reflecting on a number of
activities (responses to the change) and deciding which were successful or otherwise
and then replicating the successful experiences. An example in one school is where it
took 3 years to decide how best to organise within the school the implementation of a
complementary module introduced to the senior cycle programme – three class periods
together?

A double class and one single?

Three singles?

Choice for students,

mandatory for students? etc.
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Figure 2.4: Typology of strategies (Boisot, 2003, p. 48)

♦ Strategic Intent

High
♦Intrapreneurship

♦Strategic Planning
♦Emergent Strategy

Low

Understanding

High

In the top left hand quadrant is situated intrapreneurship (what Davies (2004, p. 21,
calls decentralised or distributed strategy) where there is a great turbulence as a result
of a change or initiatives in a school. The central framework and key values are
prescribed for the school but the organisation and implementation is distributed to (or
assumed by) an individual or specific group within the school. Examples of this are:
many new courses introduced into the schools over the last 5-8 years: civic, social and
political education (CSPE), social, personal and health education (SPHE), leaving
certificate vocational programme (LCVP), leaving certificate applied programme
(LCAP), junior certificate schools programme (JCSP). While the framework for these
is laid down, the detailed implementation is the responsibility of intrapreneurial
individuals in each school; this might typically be the situation in a loosely coupled
organisation like a school and is a typical scenario for leadership deployment in
schools.
Strategic intent is located in the top right quadrant – high understanding of the
situation and highly turbulent environment – and may represent a series of changes or
strategic shifts a school wants to undertake but is unclear about how to achieve these,
e.g. developing greater local community involvement in the school, or/and marketing
the school to achieve greater public awareness and understanding of its programmes
and facilities.
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It is in this quadrant that many aspects of liberation leadership will situate themselves:
an area for critical debate, communicative action (Habermas, 2004 edition, original
1981), and futures, strategic and transformational thinking. Davies (2004, p. 22) states
that the key to strategic intent is ‘… to set targets in the form of strategic intents that
stretch the organization to perform in significantly different or increased levels …[by
engaging] … in a series of capability-and-capacity building measures to ‘leverage up’
the organization to produce at the higher level.’

It must be remembered that none of the above alone will accommodate all situations
occurring in highly complex and dynamic organisations such as schools. As Boisot
(2003, p. 44) suggests:
… far from being in competition with each other, these four different
approaches to the strategy process are in fact complementary.
Consequently, the relationship between strategy and management
development has to be a contingent one which must be allowed to
change and evolve as one moves from one strategy to another.

Strategic Intent: the greatest potential
Of the four fundamental approaches outlined by Boisot (ibid) and elucidated by Davies
(ibid) and Davies and Ellison (ibid) I consider strategic intent as having the greatest
potential and being the most influential with regard to a school’s attempt to build and
sustain a liberation leadership environment. Strategic intents tend to ‘get done’ in spite
of turbulence (or indeed because of it), probably because the approach contains broad
outlines rather than detailed operational plans. I am not suggesting that the other three
approaches are less important, but I feel that they tend to occur and be dealt with in a
more ‘organic’ manner than does strategic intent: there are always enterprising people
on most teaching staffs who will perform the role of the intrapreneur and champion the
necessary; likewise with emergent strategy, trial and error experiences will eventually
lead to successful patterns being detected and employed; with strategic planning there
is so much help and so many frameworks available it would not be difficult for a
school to generate operational and idiosyncratic plans for the predictable and
controllable short to medium term situations in the school. Boisot (ibid. pp49-51)
suggests that ‘The logic of our diagram (Figure 2.4) however, points to strategic intent
being the distinguishing mark of the learning organisation, and by implication, an
essential component of its strategic repertoire’.
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Leverage
The salience and significance of the concept of ‘leverage’ (as propounded by Davies,
2004, p. 22) is echoed by Senge (1990, p. 114), when he writes about leverage leading
to enduring improvements in an organisation, stating ‘… where the best results come
not from large-scale efforts but from small well-focused actions …’ ‘Leveraging’
activities include a small number of concrete and detailed significant intents, possibly
identified by school leaders (but not necessarily so) and would need to be what Senge
(ibid. p.123) calls ‘… critical performance standards … the standards that are most
important are those that matter the most to the customer10’; and what Davies (2001, p.
17) refers to as ‘… not vague ‘visions’, but specific areas of activity … areas for
fundamental change and improvement …’. In relation to liberation leadership, we
would be referring to processes in which people intend significant changes
(transformative) as opposed to a process in which they achieve any goal. These need
to occur not only at the school level but also at the level of the individual and involves
attitudinal and cultural changes within the individual and the organisation and are
possibly some of the most difficult processes to engage in, more particularly so in any
environment of change. Senge, (ibid. pp.175-204) refers to it as our willingness and
ability to change our ‘mental models’, and develop ‘personal mastery’ (pp. 139-173).
This is determined by the strength of our ‘paradigmatic allegiances’ (Lynch, 1999, p.5)
and ‘domain assumptions’11 (Gouldner, 1970, p. 29-35).

Sworder (2003, p. 92-93), proclaims that: ‘Attitudes, habits, beliefs, scotomas and low
self-worth can put the brakes on improving the quality of our thinking, at the
operational level, just as much as at the strategic level …’. This is given further
support by Hanford (2003, p 211), when he claims:
… when actions fail to get desired results, often the true cause will
be found in your values, beliefs or assumptions. Your values, beliefs
or assumptions also heavily influence your choice of desired results
…

Courting strategic intent is ‘as simple’ as ABCD
Davies (2001, p. 17) confirms that ‘Strategic intent is about tackling deep-seated
cultural change and fundamental rethinking by building organisational capability and
competencies …’ He elaborates further (pp. 91-92) claiming that,
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It is a means of a school operating in a significantly different way. … [It]
would be knowing what major change we want but not yet knowing how
to achieve it, but we will. It is a process of setting defined intents or
objectives and committing the organization to a learning and development
phase of how to achieve them. … Unlike vision and mission which are
broad frameworks, strategic intents are more specific12.

Davies (2006, p. 93) advances a formulaic conceptual model for developing strategic
intent, (and capability and capacity) based on the four-stage ABCD model, as in Figure
2.5:

Figure 2.5: The ABCD model of building strategic intent, from Davies (2006, p. 93)

1 Articulate

2 Build

3 Create

4 Define

Strategic Intent and the
current understanding

Images, Metaphors,
Experiences of the
desired new
understanding

Dialogue, Cognitive
map, and Shared
understanding to frame
new understandings

Strategic perspective,
Outcomes, Formal
plans and Frames of
reference for the school

More detailed explanation and examples of this model in action are to be found in
Davies and Ellison (2003, pp. 40-44) and in Davies (2006, pp. 91 ff.). These same
authors further propose that ‘Strategic intent is a very powerful way of linking futures
thinking and strategy as a means of providing direction and purpose for an
organization…’ (pp. 39-40). Futures thinking is concerned with addressing the longerterm dimension of the school (5 – 15 years) by producing broad visions (or even future
scenarios) of the sort of educational experiences learners will need in the next ten years
or so, and how the school proposes to operate (i.e. leadership and management,
pedagogy, etc.) in such an environment. Further support for such ideas, is articulated
by Hamel and Prahalad (1994, quoted in Buley, 1998, pp. 219-220) when they suggest
the importance of vision as a prediction of a future state. Buley (ibid p. 220) makes the
point that ‘They argue that no company can survive … without a well articulated point
of view about tomorrow’s opportunities and challenges’, but possibly more
significantly and more pertinent to this discussion they identify very strongly with the
concept of strategic intent to which they associate the notion of ‘stretch’.
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Futures Perspective – a learning society
The ultimate aim is to produce a futures perspective for the school with emancipatory
issues at the core. This involves long-term trend scanning (local, national and
international) in the areas of STEEP (mentioned earlier), and does not per se produce
goals, but the potential impact of any emergent significant trends may inform strategic
intents for further development.

However, the capability to produce a futures

perspective, to consider the impact of possible future scenarios on the school and to
monitor ‘… the trends and developments to pick out the significant ones …’ needs to
be developed within the school community and time must be set aside to attempt to
‘…change mindsets to increase willingness and capability to engage in a futures
dialogue’ (Davies and Ellison, ibid. p. 27), so that the school will build a learning
organisation and become more strategically focused and liberationally responsive. I
concur with Hargreaves (2003, p. xvii) when he states that ‘… the knowledge society
is really a learning society.

…that knowledge societies process information and

knowledge in ways that maximise learning, stimulate ingenuity and invention and
develop the capacity to initiate and cope with change.’ Once we accept the premise
that school is a reflection of society we must also accept that the school as an
organisation is a learning society, thus the characteristics of a learning organisation
apply to it.
Some of the most helpful experts in this field include Davies, (2001, 2003, 2004,
2006), Davies and Ellison, (1998, 2003), and Synge (1990). Davies and Ellison (ibid,
pp. 27-34) offer three perspectives on changing mindsets in schools to help
engagement in a futures dialogue, viz.
•

Re-engineering of the learning processes within the school community, - see
also Davies, (2003, pp. 100-106), Barker, (2003, pp. 107-112), Wise, (2003,
pp. 113-120);

•

The more frequent use of right-brain thinking processes, where creative
‘cognition’ is given greater emphasis, expression and at least equal recognition
with left-brain thinking processes;13

•

‘Walking’ the Sigmoid Curve to assess where the school’s position is on the
curve. Handy (1994) asserts ‘… most organizations rise and fall or expand or
contract in a way very similar to a sine wave.’ (Quoted in Davies and Ellison,
ibid. pp. 30)14.
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Whilst the former group of experts (Davies, and Davies and Ellison) develops its work
with schools, Senge concentrates mainly on organisations in general, but his work can
equally well be applied to schools as organisations.

Senge (1990, pp. 139-269)

recognises the core disciplines of the learning society as being a combination of:
•

Developing personal mastery - the discipline of personal growth and learning
(generative learning) and includes personal vision, ‘creative tension’ (generated
by attempting to bridge the gap between current reality and personal vision),
commitment to the truth, and using our subconscious.15

•

Changing mental models. Much has been said on this above but it is worth
noting what Senge (ibid. p. 174) has to say:

o

•

… new insights fail to get put into practice because they conflict
with deeply held internal images of how the world works, images
that limit us to familiar ways of thinking and acting. That is why
the discipline of managing mental models – surfacing, testing, and
improving our internal pictures of how the world works –
promises to be a major breakthrough for building learning
organizations. (Emphasis added);

Developing shared vision. Commitment, rather than compliance, to a shared
vision is crucial for the learning organisation because it provides the focus and
energy for generative learning. When people share a vision they are connected,
held together by ‘a common aspiration and they create a sense of commonality
that permeates the organization and gives coherence to diverse activities.’
(Senge, ibid. p. 206)

•

Involvement in team learning (includes alignment and capacity development,
and dialogue and discussion). Team learning builds on the discipline of shared
vision and ‘… is the process of aligning and developing the capacity of a team
to create the results its members truly desire.’ (Senge, ibid. p. 236). Davies
(2004, p. 20) too, recognises the significance of alignment and capacity
development, stating, with regard to alignment, that ‘… one of the key
challenges … is aligning both individual and organisational values, culture and
ways of working to the new strategy’. This of course may not necessarily
occur within a team situation, but nevertheless is an important characteristic of
the learning organisation.

Dialogue and discussion also have a highly
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significant involvement in team and organisational learning, a fact recognised
by our two experts above. Davies and Davies and Ellison have included it in
the ABCD model of building strategic intent and suggest a dialogue and
strategic conversation between all the organisation’s members.

Conceptual Framework
A conceptual framework for school strategy management is illustrated below in Figure
2.6. This is based on a model used by Davies and Ellison (2003, p. 2) for school
planning and on their ABCD model of building strategic intent. Much of the content
for the framework is informed by the work of Davies, Davies and Ellison and by Senge
(all previously referenced). This flowchart framework attempts to illustrate how the
constellation of concepts, dimensions, elements, and activities in the strategy portfolio
might be used in a synergistic manner to help the school create, maintain, and sustain a
strategically focused environment. The framework, by its very nature (representing
flow of activity and information), is a dynamical and cyclical process. Entry to the
process may occur at any of a number of points in the framework, depending on the
life stage, development, and the capacity and capability (particularly within the
leadership) already available in the school. Furthermore, because the model is
interlinked and based on the premise that many issues must be addressed concurrently
by schools, many activities will occur in tandem and the time spans and deadlines for
activities will vary from a number of months to many years.
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Concurrent Activities

Building Capacity &
Capability

Creative tension
Personal mastery
Mental models
Shared vision
Team learning

Reengineering Processes
Sigmoid Curve
Left and Right Brain use

Trend scanning
&
Futures Thinking

Strategic Thinking

Target setting

Strategic analysis
Broad and Focused

Operational
planning

No

Futures perspective
and Scenarios
5 – 10 years

Strategic
Intents?

Yes

Continue to build
Capability & Capacity

Strategic Planning
3-5 years

Apply ABC (D) model

No

Action Plans
1-3 years
Design?

Yes

Implementation
Strategy Activity Flows
Information Flows

Figure 2.6: A framework for strategy management
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Furthermore, the entire process will not happen without leadership input from many
places in the school. The idea is to synthesise this framework with the practices and
elements of liberation leadership as illustrated in Mind Map 2.2. Then the courting of
strategy management through the intervention of liberation leadership will truly have
begun.

Mind Map 2.2: Liberation leadership model

Visioning
Futures thinking
Strategic thinking

Critique

Dream Building

Questioning

Shared vision

Reflection

Politically Edgy
Collaboration

Risk taking
Innovation

Cooperation
Delegation
Distributed leadership

Empowering

Transparency

Liberation
Leadership
Model

Psychologically safe
CPD

Celebrations

R&D

Affirming

Boundary spanning
Networking

Being an Exemplar

Encouraging / Reinforcing

Edifying rituals
Recognition

Ethical decision-making

Summary
In this chapter the difference between leadership and management was outlined and
explained and the construct of ‘leadership’ was refined. Having briefly outlined a
diversity of leadership and management constructs, from both the educational and
commercial literature, a concept of liberation leadership was proffered. A typology of
its aspects was presented in table format, indicating that liberation leadership is moral,
democratic, and purpose-driven, and is cognate with emancipation and empowerment.
A framework for liberation leadership, in the format of critical social theory, was then
introduced, bringing with it a philosophical background lined with the concepts of
justice and equality. Next, the idea of courting and engaging in such leadership was
considered and an understanding of what it means to court strategy management was
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propounded, concluding that the vision of strategic dimensions in education, through
the intervention of liberation leadership, strives to lead beyond the ‘seductions and
demands of the knowledge economy’. To reach this conclusion however, required a
discussion on the synergism and mechanisms employed between the concepts of
liberation leadership and strategy management, and particularly, strategic thinking,
strategic intents, and the characteristics of the learning organisation. The necessary
‘tools’ for courting strategy management in education include deploying a futures
perspective utilising strategic intents and exploiting the core disciplines of the learning
organisation, many of which lay tacitly interwoven but largely unarticulated and
unexplored fully in the deployment of the concept of liberation leadership synthesised
with strategy management.

As mentioned, this chapter has considered much of the theory and the prescriptive
expectation(s) associated with liberation leadership, and the courtship process. But
what happens in reality, in praxis, in the school environs? Are there school leaders
(principals and others) whose practices are liberational and strategic in nature? Or, is
the un-critiqued industrial-model style of leadership ubiquitous, where principals et al.
operate like the ‘corporate implementer’? (Bottery, ibid. p. 201ff) – displaying little
strategic skills, implementing the vision of others, and doing what they are told, but
doing it well. Chapter 4 presents the results of an exploration of leadership in secondlevel schools in the Southwest of the Republic of Ireland. Before that, it is necessary
to outline (Chapter 3, next) the methodology utilised in designing a robust research
study, to gather data in order to help answer the questions posed in Chapter 1.
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Notes:
Chapter 2
1

To explain complex I am drawing heavily on the characteristics put forward by Flood and Jackson
(1999, pp 33-34) when classifying ‘complex systems’ (see Appendix 4).
2

Throughout this thesis liberation and emancipation are used interchangeably and includes the concept
of empowerment.

3

Much of what Leonardo is propounding is also counseled in Halpin (2006, p. 147 ff), in relation to
understanding curriculum as ‘Utopian text’

4

See Lynch and Lodge (2002) for a recent definitive study of the Irish secondary school system from
the point of view of the dynamics of power in schools, and an insight into the way schools operate in
terms of class, gender, religion and ethnicity.
5

Albeit in the USA but nevertheless, applicable on this side of the Atlantic, too.

6

Safe in the psychological sense, where all partners are provided with opportunities for critique without
fear of censure or rebuke.
7

The words ‘ethical’ and ‘moral’ can often be used interchangeably in the same discourse. In this work
the concept of ethics is used in its widest aspect, with moral concepts subsumed within it, as in the
polynomological system of value (Appendix 3). While moral issues are especially concerned with the
distinction between good and bad or right and wrong behaviour, ethical issues also encompass wider
considerations of non-moral worth in human life.
8

The basic tenets of figurational sociology include, as outlined by Murphy, (1996, pp 111-112):
•
•
•
•

9

People form dynamic relational networks or structures, which are both global in scope and historically
rooted.
These networks can be regarded as interdependency ties or power relationships. These relationships tend
to be unequal across a range of dimensions – in terms of coercive, economic and persuasive power.
These networks are by definition in process, e.g. the process of the division of labour. It is important to
remember that these processes exist in and through the actions of people, i.e. the process does not
embrace the fallacy of reification.
Single-causal explanations are considered a fallacy. The types of explanations figurational sociologists
aspire to, are explanations which have a degree, and hopefully a relatively high degree, of adequacy.

The concept of ‘abandonment’ as outlined by Caldwell (2002, pp. 20-21.

10

Once more we have the use of a commercial term applied to education. ‘Customer’ in the education
setting is problematical. In the context here I am assuming its use in the broader sense to mean anybody
in the school community partnership, who is a recipient of any form of service from anybody else in that
same community.
11

Domain assumptions are those non-theoretical beliefs and assumptions that we hold which have been
developed through biographical experience: cultural, political, gender, religious, etc. They predispose
us to interpret and value phenomena in very different ways. (Quoted in Lynch, 1999, p.66).

12

Consider the analogy of a garden that has not been cultivated for some considerable time. We may
begin by talking (with neighbours, at garden centres, designers etc) and writing out what we would like
to do with the different sections of the garden. Then, draw sketches and diagrams (in outline) of
possible scenarios and themes for various parts of the garden. Next, we share our understanding of the
proposal(s) with others and generate and access these in greater detail, possibly looking to examples
elsewhere. Finally, we would agree templates and blueprints and draw up formal plans for
implementation, which would include finding experts in the field or developing personal capabilities for
part of the work.
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13

‘The left hemisphere [of the brain] is good at focusing on detail and sequencing, while the right takes
a broader, more contextual view. But when actually thinking, the load is always shared.’ (McCrone,
2003, p. 40).
14

Jeans (1998, pp. 123-139) makes cogent use of the sigmoid curve (s-curve) concept, as does Davies
(2006, p.133), to help explain the need for organisations to undergo radical transformation. Davies
(2004, p. 14) suggests ‘… a ‘twin-track’ parallel approach that uses a double s-curve as a means of
concurrently managing the known and developing the new’ where the three tasks (as outlined by Jeans,
p.126) of elongation of the current s-curve without a return to the an earlier point, creation of a new scurve, and managing the migration from one s-curve to the next, are insightfully utilised for school
improvement. (See Appendix 5). This approach goes some way to solving the ubiquitous dilemma for
many organisations: that of maintenance and development. I would suggest the parallel approach, but
without a limit on the number of tracks (s-curves). Depending on the capability and capacity of the
school (in which I include leadership, culture, development and life stages of staff, and of school) I see
no reason why more than two tracks cannot run in parallel, i.e. multiple activities running concurrently –
provided we accept that schools are dynamically complex and loosely coupled organisations, in which
leadership is liberational and exercised by more than just a charismatic individual.
15

An interesting concept and one which has much in common with the works of Deepak Chopra, Tony
Buzan, Edward De Bono, to mention a few, and creeps into the borders of meta-cognition and neurolinguistic programming (NLP).
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Chapter 3

METHODOLOGY

Section A of this chapter introduces the concept of research, explains the two
traditional modes of research (quantitative and qualitative) and the philosophical
assumptions underpinning these.

Then, it explores the possibility of a different

approach to enquiry and describes an alternative conceptual framework – the mixed
approach – around which the research strategy and design of this thesis is developed.
The rationale for conducting mixed methods research and its efficacy is then described.
Section B contains an in-depth discussion on the details of the investigation including,
limitations and delimitations of the research, the role and assumptions of the researcher
and research relationship, sampling methods used, the data collection instruments
(questionnaire and semi-structured interview).

This section also gives thorough

consideration to reliability, replicability and validity, and finally discusses the data
analysis process.

Section A
Introduction
Research can take many forms, vary in size and scope, as well as involving few or
many people. Thus, finding a definition robust enough to satisfy this range is not an
easy task. However, that proffered by Stenhouse (1975) comes close. He views
research as systematic inquiry made public. This stresses the systematic and inquiry
nature of the activity and also the need for the findings to be made known to others.
This is certainly a vigorous and simple (i.e. not semantically complicated) definition
but, notwithstanding that, it belies the complexity of the many facets involved in
rigorous research. This is particularly so when we begin to ‘unpack’ systematic and
inquiry. A somewhat different and more comprehensive perspective views research
(and helps with the ‘unpacking’) as being concerned with understanding the world.
This in turn, according to Cohen et al. (2000, p.3), is ‘… informed by how we view our
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world(s), what we take understanding to be, and what we see as the purposes of
understanding.’ Hitchcock and Hughes (1995, p.21) suggest that ontological (the
nature of being) assumptions give rise to epistemological (concerning the theory of
knowledge) assumptions; these in turn, give rise to methodological considerations; and
these, in turn, give rise to issues of instrumentation and data collection. But the
absolutist associations of those within the quantitative and qualitative paradigms are
not unproblematic and have been critiqued heavily by advocate purists from either
side, leading to what has become known as the paradigm wars and the incompatibility
thesis.

Yet there are some commonalities between quantitative and qualitative

research. For example, both
•

use empirical observations with regard to research questions

•

describe their data

•

construct explanatory arguments from their data

•

speculate about why the outcomes observed happened as they did

•

incorporate safeguards into their enquiries so as to minimise confirmation bias
etc.

(From Johnson and Onwuegbuzie, 2004, p. 15, who draw on Sechrest and Sidana, 1995 p. 78; and Sandelowski,
1986)

Concerning research in general, it has, until relatively recently1, been commonly
accepted that there are two main approaches: quantitative and qualitative, each being at
opposite ends of a continuum. In recent years however, much like the philosophical
associations, this antipodal distinction has not gone uncontested and some writers
regard even the status of the distinction between quantitative and qualitative as
problematic and ambiguous. This has prompted Johnson and Onwuegbuzie (2004, p.
15) to posit that ‘… epistemological and paradigmatic ecumenicalism is within reach
in the research paradigms of mixed methods research*’. Many scholars are beginning
to accept a view that positions itself somewhere between the poles of the continuum:
the mixed approach, as a legitimate third paradigm. In this approach the degree of
propensity towards either pole is as much dependent on what the researcher is
attempting to ascertain, i.e. on the research questions of the investigation, as on any
philosophical orientation embraced. Many researchers consider pragmatism as the
*

The word ‘methods’ has generally been associated with the ‘data collection method(s)’ stage of a
research study, but in the mixed perspective it carries a more general meaning, and throughout the
remainder of this work I will be using the phrase ‘mixed approach’ to refer to the overall concept.
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primary philosophical partner for mixed method research but more than one worldview
may be used as the philosophical backdrop in mixed research in the same study.

Before discussing in greater detail anything further concerning research strategy and
design it is important to understand firstly what is involved in the traditional
‘polarised’ perspectives. Thus, a general background to the traditional research
strategy paradigms is considered so as to provide a framework around which to situate
the mixed approach.

This will allow us appreciate more fully where the mixed

approach is positioned along, or outside the continuum, and indeed, how and why it
may reside near one pole or the other.

The ‘Traditional’ Research Paradigms
The ubiquitous acceptance of quantitative and qualitative paradigms in research is
based on the consideration of the fundamental basis of the social world, and our
understanding of it, particularly from the viewpoints of epistemology (the theory of
knowledge) and ontology (deals with the nature of existence). Bryman (2004, p. 19)
claims that research ‘… can be taken to form two distinct clusters of research
strategy’. Very simply, the definition of each according to Johnson and Christensen
(2002), and Bryman, (2004, p.19-20) is:
•

Quantitative research – research that relies primarily on the collection of
quantitative data, i.e. the emphasis is on quantification (measurement, statistics
etc.) in the collection and analysis of data;

•

Qualitative research – research that relies on the collection of qualitative data,
i.e. usually emphasises words rather than quantification in the collection and
analysis of data.

Cohen, et al (2000, p.5) support this view that educational research has embraced two
competing views of the social world: the traditional (positivist) view and the
interpretative view, probably known more commonly as quantitative and qualitative;
and they continue to explain and develop further:
The former holds that social sciences are essentially the same as the
natural sciences and are therefore concerned with determining
individual and social behaviour; the latter view, however, …
emphasises how people differ from inanimate natural phenomena and,
indeed, from each other … these contending views … stem in the first
instance from different conceptions of social reality and of individual
and social behaviour.
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Generally, quantitative research is thought to be objective in the sense that by
gathering, analysing and interpreting quantitative data the researcher will remain
unbiased, detached and objective. Quantitative research is also prone to be deductive
i.e. it tests theory in so far as it proves, or probably more correctly, disproves a
hypothesis. A third general characteristic of quantitative research is that it produces
results and conclusions that can be generalised to a far more universal audience.
Finally, quantitative research is more concerned with capturing data that can be
converted to numbers, which can then be manipulated statistically in a descriptive and
inferential manner.

On the other hand, qualitative research indicates that the perspective of the nature of
social reality and human behaviour is situational, highly contextual and socially
constructed, i.e. subjectivist-interpretivist. Denzin and Lincoln (1994, p.2, quoted in
Creswell, 1998, p.15), provide a very credible and insightful definition of qualitative
research:

Qualitative research is multimethod in focus, involving an
interpretive, naturalistic approach to its subject matter. This
means that qualitative researchers study things in their natural
settings, attempting to make sense of or interpret phenomena in
terms of the meanings people bring to them …
Cases for research are thus selected because they are ‘information rich’ and illuminate.
Johnson and Christensen (2004) suggest they offer useful manifestations of the
phenomenon of interest: sampling, then, is aimed at insight about the phenomenon, not
empirical generalisation from a sample to a population.

Philosophical companions to the qualitative and quantitative paradigms
Attention needs to be given to the different conceptions of social reality and the
different ways of interpreting that ‘reality’. Each traditional paradigm (i.e. qualitative
and quantitative) has its own typology of characteristics underpinning it, based on
assumptions of the ontological kind, of the epistemological kind, on human nature
assumptions concerning the relationship between human beings and their environment,
an finally, assumptions based on methodological concerns (Cohen et al, ibid. p.5-8,
drawing on the work of Burrell and Morgan, 1979).
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Ontological issues are concerned with whether we regard social reality as being
external to ourselves, imprinting it on our consciousness from outside, on the one
hand, or as the product of individual consciousness, on the other. Is reality ‘there’ or
do we ‘construct’ it ourselves? Bryman (2004, p. 16-18) refers to the former as
objectivism (as does Cohen et al, ibid.) and the latter as constructionism – called
subjectivist by Cohen et al, ibid.). When applied to schools it means that if we take an
objectivist stance we are saying that the school is a tangible object in its own right.
There is a hierarchy with rules and regulations and standardised procedures for getting
things done. According to Bryman (ibid. p.16), ‘the degree to which these features
exist from organisation to organisation is variable, but in thinking in these terms we are
tending to the view that organisations have a reality that is external to the individuals
who inhabit it.’ (A process referred to as ‘reification’). At the other end of the
continuum, the subjectivist or constructivist view holds that the actors concerned, in
their everyday interactions, are continually constructing social order.

Rules and

regulations are less constraining, and continuous (albeit in many cases tacit)
negotiation and agreement are more the accepted order of procedure and constraint.
Each of these polarised perspectives is difficult to accept per se, the ‘reality’ is more
than likely to be found somewhere in the middle of the continuum between the two,
with a bias towards one side or the other determined by a number of issues: historical,
life stage, leadership, work of organisation, etc.
The epistemological issue (knowledge and how we know it), with reference to social
reality, concerns whether that reality should be treated according to the same principles
and procedures as the natural sciences, or otherwise. If we subscribe to this view then
we may be considered positivists. The contrasting perspective – interpretivism –
makes the distinction between people and the objects of the natural sciences and ‘…
therefore requires the social scientist to grasp the subjective meaning of social action.’
(Bryman, ibid. p.13). Burrell and Morgan ask (1979, quoted in Cohen et al ibid. p.6)
whether:

…it is possible to identify and communicate the nature of knowledge
as being hard, real and capable of being transmitted in tangible form,
or whether knowledge is of a softer, more subjective, spiritual or even
transcendental kind, based on experience and insight of a unique and
essentially personal nature …

72

Chapter 3: Methodology
________________________________________________________________________________________________________

The stance one takes on this continuum will determine how one ‘… goes about
uncovering knowledge of social behaviour’ (Cohen et al, ibid. p.6).

With regard to the relationship between human beings and their environment, the
philosophical dichotomy concerning determinism and voluntarism is raised here. Do
we believe that human beings respond mechanically to their environment, i.e. in a
deterministic fashion, conditioned by external circumstances, or do we regard people
as being more creative, with greater ‘free will’, the creators of their environment, the
masters rather then the marionettes? (Burrell and Morgan, 1979, in Cohen et al, ibid,
p.6).

The choice of methodology, the fourth assumption, is dependant on our choice of the
contrasting three assumptions discussed above. If the researcher takes an objectivist
and positivist stance to the social world and treats it like the natural sciences then
his/her methodology will tend to be dominated by measurement of quantities,
statistical analysis and validated data collection instruments, e.g. closed-ended items,
rating scales, with a very narrow focus testing specific hypotheses. If, on the other
hand, the investigators perspective is subjectivist or constructivist the choice of
methodology will contain data collection instruments like in-depth, open or semistructured interviews, have a wide and deep angle focus, and be more concerned with
words, images and language than with quantities.

Is There an Alternative Research Approach?
However, in spite of all of this and of the many excellent and advantageous qualities
inherent in each of the ‘battling’ traditional paradigms, the nature of the research for
this thesis and the questions emanating from it call for an approach to research that
transcends what they both have to offer as individual perspectives. The essentialist
and purist advocates of qualitative and quantitative approaches would have us believe
that these traditionally accepted research paradigms are in a death struggle with one
another. This is not necessarily the situation and there is a strong case made for a
mixed approach to research. I agree fully with Johnson and Onwuegbuzie (2004,
p.15) when they state that, ‘[a]lthough many research procedures or methods typically
have been linked to certain paradigms, this linkage between research paradigm and
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research methods is neither sacrosanct nor necessary’ (also cf. Howe, 1988, 1992).
And, they further declare, correctly in my view, that,
Today’s research world is becoming increasingly interdisciplinary,
complex, and dynamic; therefore, many researchers need to
complement one method with another, and all researchers need a
solid understanding of multiple methods used by other scholars to
facilitate communication, to promote collaboration and to provide
superior research. Taking a non-purist or compatibilist or mixed
position allows researchers to mix and match design components that
offer the best chance of answering their specific research questions.
The continued use and experimentation with mixed research has been given a boost by
the agreement reached – on several major issues of philosophical disagreement – by
many qualitative and quantitative researchers, e.g. Phillips & Burbules, 2000;
Reichardt & Cook, 1979; and Reichardt & Rallis, 1994). According to Johnson and
Onwuegbuzie (2004), consent has been established on the following issues (adapted
from Johnson and Onwuegbuzie, ibid, p.16):
•

What appears reasonable can vary across persons, i.e. the relativity of the
‘light of reason’

•

What we notice and observe is affected by our background knowledge,
theories, and experiences [cf. paradigmatic allegiances (Lynch, 1999, p.5)
and domain assumptions (Gouldner, 1970, p. 29-35) towards the end of
Chapter 2]

•

It is possible for one theory to fit a single set of empirical data

•

A hypothesis cannot be fully tested in isolation because to make the test we
also must make various assumptions – the Duhem-Quine thesis of auxiliary
assumptions

•

The recognition that we only obtain probabilistic evidence, not final proof
in empirical research – the future may not resemble the past

•

Researchers are embedded in communities and they clearly have and are
affected by their attitudes, values, and beliefs

•

Human beings can never be completely value free, and that values affect
what we choose to investigate, what we see, and how we interpret what we
see.
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An alternative Conceptual Framework – Research Strategy and Design
Courting strategy management in education through the intervention of liberation
leadership utilises a mixed approach in the research.

Johnson and Onwuegbuzie

(2004, p.17) define mixed research as, ‘the class of research where the researcher
mixes or combines quantitative and qualitative research techniques, methods,
approaches, concepts or language into a single study’.

Furthermore, for this

investigation, the approach draws heavily on the case study. This mixed approach also
takes cognisance of several dimensions necessary for comprehensive and successful
application: time-ordering of the qualitative and quantitative phases, the degree of
mixture and emphasis of data collection methods, and at what stage mixing occurs
(Johnson and Onwuegbuzie, 2004). For the purposes of this research the quantitative
phase (survey) occurs first, followed by the qualitative (semi-structured interview).
Due to the exploratory nature of the research the qualitative method is given greater
emphasis, and also because of the very small sample size of the survey. Mixing occurs
during the data analysis stage where descriptive statistics are used to support specific
quotation from the interviews (and vice versa).

In the study there are multiple research questions, grounded in both the quantitative
and qualitative paradigms; the data collection techniques are by postal survey
questionnaires and by individual semi-structured interviews with selected principals.
The questionnaire is completed first and the results of this inform the semi-structured
interviews. In spite of the mixed approach, it should be mentioned that if the study had
any propensity to lean one way or the other, it would be inclined towards the
qualitative approach (being highly exploratory in nature). Furthermore, this ‘leaning’
also nudges the design into the realm of the case study.
Case study
Creswell (1998) argues that there are five different qualitative traditions of enquiry: a
biography, a phenomenology, a grounded theory study, ethnography, and a case study.
Johnson and Christensen (ibid) use a similar typology, but they collapse biography into
the case study category.

Each author defines the traditions and outlines their

characteristics in much the same way. My initial choice of a design oscillated between
phenomenology and the case study2. The other traditions of enquiry were rejected
with ease: a biography for obvious reasons; an ethnography is used to explore and
describe the cultural characteristics of a group of people and to describe cultural
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scenes; and the grounded theory involves inductively generating a theory from data
gathered (even though I am anticipating the possibility of new information from the
interviews). None of these suited the requirements of this investigation, although the
phenomenological design came close: the purpose of this approach is to ‘ …describe
the meaning of the lived experiences for several individuals about a concept or the
phenomenon’ (Creswell, ibid. p.51, emphases in original); for example, the experience
of the death of a loved one. The ‘process of courting strategy management’ could be
regarded as ‘the concept’ or the ‘phenomenon’ and I was tempted to adopt this design.
However, on further reading I decided that the tradition is more suited to psychological
phenomena and involved the researcher being less involved in the research by having
to place great emphasis on bracketing out his or her own preconceptions (Creswell,
ibid. p.54). My personal belief is that the researcher is part of what is being studied,
particularly so in social encounters, and cannot ever be totally objective or suspend
judgement entirely. Therefore, my choice of research design needed to be much more
eclectic to reflect what actually happens in practice.

Creswell (ibid. p.61) defines a case study as ‘ … an exploration of a ‘bounded system’
or a case … over time through detailed, in-depth data collection involving multiple
sources of information rich in context.’

Yin (ibid. p.137) issues a caveat regarding

delineating the unit of analysis in case studies of the nature of this particular study: the
difficulty of defining the beginning or end points of the ‘case’.

In this research the

unit of analysis (and thus the ‘case’) is the process of courting strategy management
through liberation leadership. It is a single, holistic case study situated and bounded
within the context of second-level schools in counties Cork and Kerry. Moreover, the
case study is regarded as an intrinsic case study (Creswell, ibid. p.62, and Johnson and
Christensen, ibid.), where the focus and emphasis is on the case itself, i.e. the unit of
analysis as described. All the literature on the case study points to the use of multiple
methods of data collection: interviews, observation, documents, and audio-visual
materials, so as to provide ‘information rich’ and ‘thick’ descriptions of the situation.
This research also utilises a questionnaire survey, which is not always necessarily
associated with the case study, but Bryman (2004, p. 49) claims ‘that there is a
tendency to associate case studies with qualitative research, but such an identification
is not appropriate … case studies are frequently sites for the employment of both
quantitative and qualitative research’ (emphasis in original). This is an argument,
which can probably be extended to most, if not all, areas of research where social
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interaction is primary, and is concerned with the concept of ecological validity (cf.
Cohen et al, 2000, p. 110). It is one argument for the mixed approach in social and
behavioural research.

Rationale for Conducting Mixed Methods Research
The non-canonical and non-dogmatic modus operandi of the mixed research approach
certainly does not do violence to the ethos or characteristic spirit inherent in this thesis.
Both in the content and the investigative methodology there exists a consistency within
and across ‘thought’, content, and process regarding the complexity and dynamism of
schools, the values of communication, participation and collaboration, and the
increasing nature of interdisciplinary requirements to meet the needs of a knowledge
economy and a learning organisation.

But what other purposes are there for

conducting a mixed research study?

As noted by Greene et al. (1989, quoted in Johnson and Christensen, 2004, p. 423)
there are five broad purposes or rationales for conducting a mixed research study:

1. Triangulation – Seeks convergence, corroboration, correspondence of
results from different methods studying the same phenomenon
2. Complementarity – Seeks elaboration, enhancement, illustration,
clarification of the results from one method with the results from the
other method
3. Development – Seeks to use the results from one method to help
develop or inform the other method,
4. Initiation – Seeks the discovery of paradox and contradiction, new
perspectives of frameworks, the recasting of questions or results from
one method with questions or results from the other method
5. Expansion – Seeks to extend the breath and range of inquiry by using
different methods for different inquiry components; (I would also
include ‘depth’ by way of expansion here).

In courting strategy management in education through the intervention of liberation
leadership my motivation for utilising mixed research includes to some degree all five
concepts outlined, viz.:
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•

Collecting data from multiple sources (questionnaire, interview) will help with
convergence of results and corroborate data through the triangulation process
(although the caveat at the end of Chapter 5 must be kept in mind)

•

Complementarity because I will require the semi-structured interviews to
elaborate, enhance and provide more comprehensive illustrations of the themes
in the questionnaire, e.g. with regard to question 2 (see questionnaire,
Appendix 7) I would want to know in what way(s) the principal encourages and
supports change, creativity and innovation in the school.

•

Development, in the sense that results from the questionnaire will be used to
help identify those principals who display a high degree of liberation leadership
characteristics, and thus, be candidates for interview.

•

This is required in order to facilitate greater expansion by way of depth and
range of liberation leadership and strategy management by gaining
information-rich and illuminating data, as befits the advantages of the
qualitative perspective.

•

And in the case of initiation, any paradoxes and contradictions identified
through the analysis of the questionnaire will be addressed further by questions
and investigation at the interview stage.

Courting strategy management involves predominantly, though not exclusively,
qualitative research and, by implication, indicates that the perspective of the nature of
social reality and human behaviour is situational, highly contextual and socially
constructed, i.e. subjectivist-interpretivist. Cases for research are thus selected because
they are ‘information rich’ and illuminate. The participants chosen for interview were
‘information rich’ in so far as they displayed characteristics of liberation leadership (as
indicated by the selection criteria in the questionnaire) and could thus develop and
expand on their own practices concerning liberation leadership and strategy
management. Furthermore, the contexts in which the principals operate are different
for each one, differentiated by sector, size, location, student mix (gender and ability),
years in-post, gender, and age. As Johnson and Christensen, 2004) call attention to:
‘… they offer useful manifestations of the phenomenon of interest: sampling, then, is
aimed at insight about the phenomenon, not empirical generalisation from a sample to
a population.’
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The process of courting strategy management does not occur in a vacuum. Therefore,
the qualitative aspect of the research was carried out in and about the natural
environment of the key informants, where, I feel, an in-dept examination and analysis
of the context (the school and the principal) was vital to the complete understanding of
the topic (satisfied to a degree by the demographic and biographical questions in the
questionnaire). The context of the schools was taken into account and understood, not
only from its historical perspective, but also concerning its macro-political
relationships (locally and nationally), and also its relationship with the relevant Patron:
VEC and/or the local Bishop – contextual factors, (see below). In this qualitative
research, the basic unit of social reality is seen as the individuals in the organisations
(those involved in leadership and the remainder of the school community), acting
singly or together, rather than society or the organisation itself. Thus, the school as an
organisation, is viewed as being dependent upon people and their goals, but it is also
used as an instrument of power, ‘…which some people control and can use to attain
ends which seem good to them.’ (Cohen et al. 2000, p.9). This further implies that
there is always conflict of some degree where people are in constant negotiation to
pursue their own requirements i.e. micro-political issues within the organisation – there
are always power struggles at play in every organisation. Where there is a situation of
change, the subjectivist stance advocates checking what values are embodied in
organisation action, whose they are and then changing the people or changing their
values if you can. Further, collecting data using only the quantitative approach would
disguise and possibly deny the ‘universal ethics of the human person’ (Freire, 1998,
p.114) by not allowing a voice to those involved in the research.

Besides not

portraying the ecological, cultural and social contexts of the participants, it would be in
contradiction to the very essence of the subject of the thesis.

The Efficacy of Mixed Research
As mentioned earlier, Johnson and Onwuegbuzie (2004, p.17) define mixed research
as, ‘the class of research where the researcher mixes or combines quantitative and
qualitative research techniques, methods, approaches, concepts or language into a
single study’. They further contend that,

The goal of mixed methods research is … to draw from the strengths and
minimise the weaknesses of both [quantitative and qualitative
approaches] in single research studies and across studies Mixed methods
research offers great promise for practicing researchers who would like to
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see methodologists describe and develop techniques that are closer to
what researchers actually use in practice … (Johnson and Onwuegbuzie
(ibid, p. 14-15).
Answering the questions that are proffered at the beginning of an investigation is the
most significant objective of any research project. If, by mixing methods, etc. from
other paradigms we obtain superior opportunities for answering these questions then
there can be no doubting its usefulness. Furthermore, Tashakkori & Teddlie (1998)
claim that mixed approaches are useful if they help to meet the criteria for evaluating
the ‘goodness’ of their answers better than do single approach designs. According to
Tashakkori & Teddlie (2003, p. 14 ff.), there are three areas that seem to be prominent
in which mixed methods are superior to single approach designs:

1. ‘Mixed methods research can answer research questions that other
methodologies cannot.’

While it has been accepted historically that

quantitative research has been oriented more towards confirmation and theory
verification style questions, and qualitative research more concerned with
theory generation, there is not necessarily a definitive ‘connection between
purpose and approach’ (Punch, 1998, pp. 16-17); see also Erzberger and Prein
(1997), and Tashakkori and Teddlie (1998).

It is not disputed that this is generally acceptable, but what happens when you want to
mix both in an investigation? For example, in this thesis I attempt to examine and
describe how principals are coping with their increased workload, and also explore,
discover, and illuminate liberation leadership characteristics and interdependent
aspects of strategy management. I am postulating that,

in the current context of Irish education, it is the perception that many
school leaders are not liberationist ( i.e. empowering and emancipatory
in their leadership and management configurations). And furthermore,
that their engagement with and involvement in strategic thinking is at best
minimal – they may have some medium-to-long term objectives but little
else. It is the contention of this thesis that if school leaders were
simultaneously, more strategically focused (Davies, 2004) and more
ethically dialectical (Bottery, 2004), then the characteristics that inhere
in liberation leadership would surface and become the normative
narrative of and for all the school’s activities; and thus their coping
mechanisms for dealing with their increased workload, demands and
expectations, as they have developed and changed over the last five to
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eight years, would evolve in an organic and positive manner. (Cf.
‘Purpose’ in Chapter 1).
This type of research calls for both quantitative and qualitative methods of data
collection and analysis. These allow for a discussion which will situate the research in
the context of ‘the chalk face’ with those immediately involved (including the
researcher) while attempting to address (alter, change) issues in a pragmatic manner,
i.e. using strategic thinking and liberation leadership to generate change. Analysis of
the questionnaire will render data concerning the prevailing leadership approach in the
school, including providing an indication of those schools where liberation leadership
is seminal (with markers of possible injustices); and furthermore, it will illicit
demographic and some professional biographical data on the principals. The follow up
interviews will explore fully, with the principal, leadership activity in the school, vis-àvis changes and innovations in the last 5/8 years. Also, the interview will be used to
verify, develop, and expand on the replies from the questionnaire.

The mixed approach allows me explore in greater depth (‘expansion’) the process of
leadership and strategy management in operation in the schools. This exploration may
not only confirm theories regarding liberation leadership and strategy management but
may also help generate new ideas and theories.

2. ‘Mixed methods research provides better (stronger) inferences.’

Several

authors have extolled the virtues of using mixed methods for their ability to
offset the disadvantages that certain of the methods have by themselves.
Greene & Caracelli (1997) have suggested that complex social phenomena
require different kinds of methods so as to best understand and make inferences
about these complexities. This theme is taken up and supported by Tashakkori
& Teddlie (2003, p. 16): ‘Such social phenomena cannot be fully understood
using either purely qualitative or purely quantitative techniques. We need a
variety of data sources and analyses to completely understand complex
multifaceted institutions or realities.

Mixed methods can provide that.’

(Emphasis added).

There can be no denying that schools and the activities percolating therein and
surrounding them are complex, dynamic, and multifaceted. Associated research will

81

Chapter 3: Methodology
________________________________________________________________________________________________________

certainly require a variety of data sources to do justice to such a menagerie, thus the
questionnaire and interview data collection used in this study. The postal survey used
in this thesis provides a certain amount of breath to the study (albeit limited by the
timeframe and costs involved), whereas the follow-up semi-structured interview add
depth to the investigation by allowing the author explore particular aspects with certain
principals; ‘hopefully, together they will give results from which one can make better
(i.e. more accurate) inferences’ (Tashakkori & Teddlie, 2003, p. 16).

3. ‘Mixed methods provide the opportunity for presenting a greater diversity of
divergent views.’

There are three scenarios that the findings from data

collection techniques from different traditions may reveal:
•

findings can converge – indicating validity

•

findings can ‘generate a new comprehension of the phenomenon by
forming complementary parts of a jigsaw puzzle’, (Erzberger and Prein,
1997, pp. 146-147)

•

findings can diverge – leading to falsification of previous theoretical
assumptions. But this may be seen as a strength when we consider reexamination and re-appraisal of the conceptual scaffolding and
underlying assumptions of components. As Deacon et al. (1998, p. 61)
point out, ‘[this may] alert the researcher to the possibilities that issues
are more multifaceted than they may initially have supposed, and
offering the opportunity to develop more convincing and robust
explanations of the social processes being investigated.’
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Section B
Limitations and Delimitations of the Research
The research was conducted with principals in post-primary schools in the Southwest
region of the Republic of Ireland (counties Cork and Kerry). While it is understood
and accepted that staff other than principals are involved in management and
leadership activities, nevertheless, it is the principal who is the main ‘gatekeeper’, is
ultimately responsible for everything that happens in the school and it is he/she who is
accountable to the Board of Management or/and patron, (cf. Appendix 6 for Functions
of principals and Teachers). Being a second-level educator resident in Kerry, and
originally from Cork, are the author’s determining factors for the research in these
schools in the area. This, and time constraints limit the study and decreases the
generalisability of its findings, i.e. the findings of the study may not be generalisable to
all post-primary school in the Ireland, but are generalisable to Cork and Kerry given
that the entire ‘principal’ population will have been contacted in relation to the
questionnaire.

The Researcher and Research Relationship
Researcher as self
Maxwell and Loomis (2003) have stated that the relationship the researcher has with
informants in the study is a key component of the research design and ‘can have a
major impact on the conduct and results of a study’ (p.254). From a qualitative
perspective the objective is not to create a standardised relationship (as would be the
case in the quantitative style) but rather to create a relationship that maximises the
understanding gained from each principal interviewed.

This means that the

relationship is treated as a process rather than as a variable. It is important to mention
that my personal role is made all the more pertinent because of my strong belief in
participatory democracy, the devolution of leadership, and a firm belief that the
professional bureaucracy, as described by Mintzberg (1983), should be made ‘flatter’
within schools.3
Researcher role
I perceived my role as an interested researcher but also, to a certain extent, as an
internal consultant due to my close working relationship with and knowledge of many
of the principals concerned in the study. Consultants are, according to Cockman et al.
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(1994, p. 59), ‘people who find themselves having to influence other people, or advise
them about possible courses to improve the effectiveness of any aspect of their
operations …’. Inherent in the role of internal consultant is that of change agent, but
more of a catalyst for change rather than a direct change agent. This role is congruous
and appropriate to the inherent characteristic spirit, the nature of the study, and
underlying inferences of the research as is evident in some of the opening lines of
Chapter 1:
The process of education is, by its very nature, an ethical and moral
communication and construction, were leadership and management
ought to be practiced in an environment informed by democratic
principles and moral purposes, and where leaders needs to be aware of
the dynamic and complexity of such a process and their own role within
it.
And, it is further endorsed by philosophical assumptions peppered throughout the
discussion so far: PCA model, flatter organisations, participative decision-making,
values of social justice, figurational (process) sociology, etc.

I accept my relationship, as researcher, with the respondents/participants as one of
process (as would be expected in more qualitatively oriented studies) rather than as a
variable. As Maxwell and Loomis (ibid, p. 254) argue, ‘The goal is not to create a
standardised relationship but rather to create a relationship that maximises the
understanding gained from each participant interviewed …’.

[None of the above is to suggest that I am attempting to influence the participants, in
any way.

Rather it is to point out what my relationship with the principals is,

particularly because of my involvement in the school development planning initiative.
The principals were interviewed in their own offices, at a time chosen by them and
each was assured of anonymity in all respects and was provided with the opportunity
to edit the final version of the transcript.]

Sampling
Different methods of sampling were used with relatively small data sets. The sample
for the principals’ questionnaire was the total ‘population’ of principals in the counties
of Cork and Kerry.

This was a non-probability convenient sample due to my

geographical position and professional involvement, in one form or another, with these
principals.
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Notwithstanding the proffering of Cohen et al (2000, p.171) that the ‘attractions of a
survey lies in its appeal to generalisability or universality within given parameters’,
due to the limitations and delimitations of this investigation the findings cannot be
generalised to the universal population of principals’ scores in Ireland, thus, the issue
of external generalisability does not arise (external validity – see below - is also
affected). A cohort of approximately 96 principals in a single geographical area was
asked to complete a postal questionnaire. This is obviously not a representative sample
of scores of the entire principal population in Ireland (there are 735 secondary schools
in Ireland). Given that scenario, the sample chosen is best described as a nonprobability, convenience sample (Bryson, ibid. p.100; Robson, 2003, p.265).
However, when we consider the purpose of this study, as explicated above, the sample
taken becomes the actual population scores of the research, thus allowing the
generalisability of conclusions within the setting studied, i.e. internal generalisability
within the schools themselves (Robson, 2003, p.176). Moreover, one could argue that
even when statistical external generalisation is not legitimate, it may be feasible to use
a kind of analytic or theoretical generalisation as propounded by Sim (1998, p.350)
where the investigation is considered a case study (argument already justified earlier).
Robson (2005, p.177) asserts that the case study

very rarely involves the selection of a representative … sample of
settings from a known population which would permit the kind of
statistical generalisation typical of survey designs. However, this
does not preclude some kind of generalisability beyond the
specific setting studied.
This may be though of as the
development of a theory which helps in understanding other cases
or situations (Ragin, 1987; Yin, 1994), sometimes referred to as
analytic or theoretical generalisation: ‘Here the data gained from a
particular study provide theoretical insights which possess a
sufficient degree of generality or universality to allow their
projection to other contexts or situations’ (Sim, 1998, p.350).

The sample used for the interviews was determined by the collated replies to the
questionnaire. This would be regarded as a purposive sample in the sense that keyinformants were selected because they were most likely to provide valuable data to
ensure complenentarity, development, and to a certain extent initiation, as outlined
above.

In other words, participants were selected in this study, ‘…to allow the

researcher to develop or test particular theoretical ideas …’ (Maxwell and Loomis,
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ibid, 254), to test and develop the courting of strategy management in education
through the intervention of liberation leadership.

Data Collection Instruments
The instruments of data collection included a structured, self-completed questionnaire
(Appendix 7), which included a number of open-ended questions), and individual
semi-structured interviews with 10 principals. A cover letter (Appendix 8) and a
consent form (Appendix 9), along with the questionnaire, were posted to the principals
of second-level schools in Cork (69) and Kerry (27). The principals were asked to
complete the consent form and the questionnaire, informed of the purpose of the
research, and assured of and guaranteed anonymity and confidentiality. A stamped
self-addressed enveloped was included for their convenience. Following the initial
collation of the questionnaire a follow-up telephone call was made to the selected
principals in order to arrange details for the semi-structured interviews.

Questionnaire
The questionnaire was chosen as an instrument of data collection because of the
benefits with regard to measuring attitudes from a large group in an inexpensive
manner (postal questionnaires).

The questionnaire was designed so that tick-box

responses with Likert-type scales predominated. In this particular research, one of the
chief functions of the questionnaire was to select principals whose responses indicated
a bias towards some aspects of liberation leadership in second-level schools.
Furthermore, it was also used to ‘set’ some of the interview questions for the
principles, i.e. in relation to clarifying, developing and extending areas of strategy
management and liberation leadership.

Questionnaires have a relatively high perception of anonymity, ease of data analysis
(particularly for closed-ended items, which can also provide exact information
required), and may also contain open-ended questions for respondents to supply data in
their own words. An interesting advantage is noted by Hakim (1987, p.48) when
referring to the main attractions of the questionnaire as its transparency or
accountability: ‘the methods and procedures used can be made visible and accessible
to other parties … so that the implementation as well as the overall research design can
be assessed’. Nevertheless, I am aware of the limitations and possible weaknesses of
this instrument:

86

Chapter 3: Methodology
________________________________________________________________________________________________________

•

A great deal of potential information may not be elicited – which, for example,
could possibly be acquired by an semi-structured interview

•

Reactive effects may occur e.g. subjects may try to show only what they
consider the researcher thinks is desirable

•

Non-response to selective items – which may in itself be significant

•

Non Response to questionnaire in general, i.e. non-return of questionnaire from
respondents

•

Measures need validation, if questions are ambiguous or incomprehensible then
the exercise may be a complete waste of time – the problem of internal validity

The author of this thesis compiled the questionnaire; some of the questions were
adapted from Stevens et al. (2005) and the NCSL (no date provided; see references).
The questionnaire comprised a demographic section, dichotomous questions, Likert
rating scales, a ranking scale, and open-ended questions. The questionnaire can be
found in Appendix 7, while Appendix 10 outlines the 12 categories used in the
questionnaire with the corresponding question numbers and the justification for these.

The demographic section provided data on the principal, school, and locality. The
Likert-style questions required respondents to make a choice, to select from a number
of (usually a continuum of 5) alternative strategies or perspectives that included an
agreement continuum, a frequency (how often) continuum, an importance continuum,
an involvement continuum, and a true/false continuum. These reflected such aspects of
leadership/management as workload and its effects on school, new initiatives, purposes
of second-level education, relationship with staff, shaping the future of the school, role
of other partners in the school, use of theory and research, and the preoccupation of
education today. The ranking scale, from 1(lowest) to 7 (highest), was in relation to
where respondents ranked seven given purposes of second-level education. The openended questions were designed to give respondents an opportunity to elaborate on their
research, management/leadership training, current reading, and any postgraduate
education they have been involved in, (the principal as learner). Sliding scale type
questions (questions 77 to 92 inclusive) were designed to indicate the respondents
rating for a set of opposites of descriptive characteristics of the general ethos of the
school, e.g.
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Leadership tight 1 2 3 4 5 Leadership distributed

[Questions 77, 79, 80, 83, 85, 87, 89, 91 and 92 are subject to reverse scoring]
The final question was a simple dichotomous question asking principals if they would
be willing to participate in a follow-up interview at a later stage.

The questionnaire was drafted a number of times before the final version was
acceptable; the drafts were piloted (albeit with only five principals) and alterations
made following feedback. The design of the questions was informed by the elements
of liberation leadership and by the effective practices associated with leadership as
relationship, as reviewed in the literature and outlined earlier in Chapter 2. Further,
some of the questions were influenced by the research aims as outlined in the research
‘purpose’ discussed in the, Chapter 1.

The main purpose was to discover those principals whose responses indicate that
leadership in their schools display characteristics of liberation leadership and an ability
to go beyond just coping with the situation, and to glean any slivers of strategic
responsiveness, i.e. the questionnaire is used as a filtering mechanism. The criteria for
selecting those principals for interview included:

a. Willingness to be interviewed – i.e. affirmative response to question 118
b. A total score of not less than 45 from questions 39 to 50 inclusive –
participation and consultation. This figure represents 75% of the possible
total if respondents had ticked all twelve of the ‘Very Often’ box in this
category, i.e. 75% of (12x5). This set of 12 items has a reliability factor of
Alpha = 0.759, N = 35.
c. A total score of not less than 21 from questions 65 to 71 inclusive – personal
involvement in educational theory and research. This score represents 75% of
the possible total if respondents had ticked all seven of the ‘Fairly Involved’
box in this category, i.e. 75% of (7x4)4. This set of 7 items has a reliability
factor of Alpha = 0.851, N = 35.
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The semi-structured interviews
The ‘filtered’ principals were then interviewed in order to further explore leadership
matters in greater depth, seeking elaboration and clarification on sections of the
questionnaire. The central emphasis being on how leaders in the school are developing
strategies for the future needs of the pupils and for the ongoing development of the
school, particularly with regard to utilising methods surrounding the characteristics of
liberation leadership and strategic thinking.

The strengths of a semi-structured interview were very pertinent to this method of data
collection:
•

Can provide in-depth information – a ‘thick description’, dense details

•

Allows probing – follow up questions

•

Provides individual case information

•

Questions can be asked in any order – if necessary, provides flexibility

•

High response rates – very few refuse to cooperate or complete interview;
with this research the principals has indicated their willingness to
participate by an affirmative reply in the questionnaire

•

Useful for exploration and development – as well as confirmation

•

Non-verbal cues can be picked up

As mentioned earlier in this chapter, (in the section on ‘Rationale for conducting mixed
methods research’) in qualitative data collection methods, cases for research are
selected because they are ‘information rich’ and illuminate. Johnson and Christensen
(2004) suggest they offer useful manifestations of the phenomenon of interest:
sampling, then, is aimed at insight about the phenomenon, not empirical generalisation
from a sample to a population. From the semi-structured interviews I am looking for
evidence of processes through which leadership in the school or factors associated with
leadership (strategic thinking, etc.) express themselves in building and sustaining
liberation leadership. In other words, concrete examples and evidence of process
theory as described by Weiss (1994, p. 179: quoted in Maxwell and Loomis, 2003, p.
248) – see Figure 3.1 below:
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Figure 3.1: Concrete Example of Process Theory

According to Weiss (1994, p. 179: quoted in Maxwell and Loomis, 2003, p. 248)
In qualitative interview studies the demonstration of causation rests heavily
on the description of a visualisable sequence of events, each event flowing
into the next. … Quantitative studies support an assertion of causation by
showing a correlation between an earlier event and a subsequent event. An
analysis of data collected in a large-scale sample survey might, for
example, show that there is a correlation between the level of the wife’s
education and the presence of companionable marriage. In qualitative
studies we would look for a process through which the wife’s education or
factors associated with her education express themselves in marital
interaction. (Emphasis added).

However interviews are not immune from disadvantages, some of which include,
•

Can be time consuming – in interviewing, transcribing, and analysing

•

Susceptible to bias - and thus reliability

•

Must be standardised if multiple case studies involved

•

Flexibility mentioned above could also be a liability – emphasis, order,
responses

•

Inexperience and poor interviewing technique may lead to insufficient
dense detail

The discussion on validity and reliability, below, will proffer suggestions as to how
some of these may at least be minimised, if not negated.
The questionnaire was administered, analysed and the results used to select principals
for interview; ten (10) principals were interviewed. Each interview was prepared
separately and some were analysed before preparation began for the next interview.
This interim analysis and groundwork was necessary to ensure development and depth
(rich and thick data) was obtained from the questionnaire data, and also to provide
authentic corroboration. This allowed me refine my questions for each of the next
interviews, and follow-up any emerging elements of significance.

An Interview

Schedule example can be found in Appendix 11.
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Reliability, Replicability and Validity
Reliability, replication and validity are three of the most widely used criteria to judge
the quality of research design. Reliability refers to the degree to which a measure of a
concept is stable and is a necessary precondition for validity; replication is the degree
to which the results of a study can be reproduced, while validity is concerned with ‘…
the integrity of the conclusions that are generated from a piece of research.’ (Bryman,
ibid. p.543-5) and contains different aspects, viz., internal validity, external validity
and measurement validity. The latter can be subdivided into face validity, concurrent
validity, predictive validity, construct validity and convergent validity – Cohen et al
(2000, p.105-112) add several more to struggle with but do make a distinction between
those used within each of the quantitative and qualitative paradigms, without
necessarily suggesting that research should be paradigm-bound. Maxwell (1992) does
make an insightful contribution to this discussion for qualitative data in mixed
approaches to research; this is discussed below in respect of the qualitative type data.

For the questionnaire – predominately quantitative data
Due to the specification of procedures with regard to the selection of respondents, the
administration of the questionnaire and the analysis of data, replicablity of this smallscale investigation is assured.

Reliability is essentially ‘concerned with the consistency of a measure of a concept’
and has ‘three prominent factors involved in considering whether a measure is
reliable’: stability, internal reliability, and inter-observer consistency (Bryman, ibid.
p.70-72). Their evaluation involves the use of: the test-retest method, the split-half
method and different observers, respectively. For many related groups of items in the
questionnaire (principal’s Role, Purposes of education, Participation, Consultation and
Teamwork, and General Ethos) the results of the reliability of their scales (Cronbach
Alpha) was found to be 0.562 and above. This particular alpha level is a somewhat
low value, but given the exploratory nature of this research, the scale was nevertheless
employed. In fact some of the results showed alpha above 0.8, which ‘… would
generally be seen as adequate evidence of reliability for general use’ (Howitt and
Cramer, 2003, p. 400). The alpha scale for the full questionnaire was 0.824.5
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Measurement validity is very much similar to reliability in that it’s related to the
‘quality of the measures that are employed to tap the concepts in which the researcher
is interested …’ (Bryman, ibid. p.43).

For the type of research being undertaken here the internal validity would be
considered weak, particularly when compared with experimental research. There may
be patterns of association involved between variables, but the direction of causal
influence is ambiguous. As Bryman (ibid. p.42) suggests:
‘If a researcher discovers a relationship between two variables, he
or she cannot be certain whether this denotes a causal relationship,
… All that can be said is the variables are related’
However, certain inferences about causality (or to be more precise ‘a relationship’
between two variables) can be drawn by the application of bivariate analysis methods
in statistical manipulation, but the results are not as unequivocal and credible as if data
from an experimental design were used.

The issues of external validity already referred to above with regard to sampling and
generalisability, also becomes questionable, unless of course we converge our
conclusions on the setting studied i.e. the set of schools from which data were derived.
Or indeed, we could also assume the position of Sim (1998, p. 350) – as already
alluded to above – and apply analytic or theoretical generalisation.

For the qualitative data
Whereas the terms reliability, replicability, and validity are generally accepted in
quantitative research, their use and relevance in the qualitative paradigm is questioned
and problematic: design and data collection lacking rigor and structure, and
transferability of findings not relevant. There is certainly much less agreement in
classifying these issues in qualitative research. Therefore, some writers suggest that
qualitative research should be evaluated using different criteria. Ely et al. (1991,
quoted in Creswell, ibid. p.197) claim that the use of positivist terms in qualitative
research is a defensive measure and not congruent with or adequate for qualitative
work. Lincoln and Guba, (1985, quoted in Bryman, ibid. p.273) proffer alternative
terms for evaluating qualitative work: trustworthiness and authenticity. To establish
the trustworthiness of a study these writers use the criteria ‘credibility’,
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‘transferablility’, ‘dependability’, and ‘conformability’ as the qualitative equivalents
for ‘internal validity’, ‘external validity’, ‘reliability’, and ‘objectivity’ generally
associated with quantitative research. Various techniques are utilised to operationalise
these criteria, e.g. prolonged engagement in the field and triangulation to establish
credibility, ‘thick description’ to ensure transferability of findings between researcher
and those being studied, dependability and conformability are established through and
auditing of the research process (Creswell, ibid. p.197-8).

For this thesis, a certain amount of credibility is salvaged from respondent validation
of the findings; and from the rich data gleaned from the in-depth interviews a certain
confidence in the transferability may be possible. Furthermore, complete records of all
phases of the research process have been kept, thus providing dependability and
conformability. Authenticity criteria are concerned more with issues of micro-political
impact of research and involve fairness (in different viewpoints), ontological
authenticity (researcher provides better understanding of social milieu), catalytic
authenticity (research as catalytic change agent) and tactical authenticity (has
researcher empowered members to forge change?)

(Bryman, ibid. p.276).

My

researcher role of internal consultant, as outlined earlier, implies that most aspects of
authenticity are met, in spite of the limited nature of the study.

Others writers, particularly those closer to the mixed methods mode, notably Maxwell
(1992), have distinguished four main categories of validity in qualitative research
(cited in Maxwell and Loomis ibid, p. 255):
•

Descriptive validity – the validity of the descriptions of settings and events.
These are addressed under the appropriate headings throughout this chapter.

•

Interpretive validity – the validity of statements about the meanings or
perspectives held by the participants. These will be presented as they emerge
from the interviews and include, for example, the principals’ understanding of
strategy, management, leadership and liberation leadership.

•

Explanatory (or theoretical) validity – the validity of claims about causal
processes and relationships, including construct validity as well as causal

93

Chapter 3: Methodology
________________________________________________________________________________________________________

validity proper. This was considered earlier where I remarked that from the
semi-structured interviews I am looking for evidence of processes through
which leadership in the school or factors associated with leadership (strategic
thinking, etc.) express themselves in building and sustaining liberation
leadership.

In other words, concrete examples and evidence based on a

process concept rather than a variance concept of causality, as described by
Weiss (1994, p. 179: quoted in Maxwell and Loomis, 2003, p. 248 and 255). It
is associated with identification and assessment of alternative explanations.
•

Generalisability – transferring the conclusions of a study to other situations.
Again, this was discussed in relation to ‘generalising to theory’. The findings
may be transferred to other settings that may be dissimilar but may be
illuminated by the theory in question, appropriately modified (Becker, 1990).

Data Analysis
The quantitative data were analysed using SPSS for the purpose of producing
descriptive and relational statistics; these appear in tabular and graphical format
throughout the next chapter.

Qualitative analysis is more diverse.

Nevertheless, it addresses the meaning(s),

context(s), process(es) of the phenomenon under investigation (courting strategic
management in education …).

The data were analysed employing a mixed method of analysis, employing both the
linear proactive model and the cyclical reactive model. Collection and analysis are, to
a certain degree, theory-led: they are determined by a priori assumptions imposed on
the data and its collection, in this case, the theory of liberation leadership and strategy
management. The former model on its own would normally suffice for such an
approach. However, the nature of the research demands an approach that also allows
the data collection to be interdependent, iterative, and recursive, i.e. where the
collection and analysis interact and influence each other. This synergistic system
provided me with the option of utilising the data from the questionnaire together with
emerging data from the interviews/documents to inform subsequent interview(s). The
approach is not inconsistent with the characteristic spirit of the entire study and sits
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easily with the tenets of pragmatism while not being dogmatic or overly conventional
in any sense.

The analysis involved categorising, i.e. a system of nominal coding (again a mixture of
inductive and deductive coding) of the textual data was used, to help label segments of
the data based on the a priori conceptual framework for strategy management and
liberation leadership dimensions. However, this initial list of codes was supplemented
by some unpredicted codes as a result of ideas and concepts that emerged and evolved
to help explain cultural contexts and settings, etc. (Appendix 13 gives the list of codes
used).

Having applied the system of coding I then adopted the stages of familiarisation,
reflection, linking and re-evaluation (Easterby-Smith et al., 1994, pp. 347-50) as I
worked through each interview and collated and catalogued the various responses
using the following categories (i.e. pattern coding, as in Miles and Huberman, 1994, pp
55-72): conceptions of strategy, of leadership, and liberation leadership, conceptions of
strategic thinking, vision/dream building, concern with relationships, community and
fellowship, and empowerment, etc. ‘The goals of this strategy are to develop an indepth description of this phenomenon, to identify key themes or properties, and to
generate theoretical understanding …’ (Maxwell and Loomis, ibid, p. 255).

Summary
This chapter was split into two sections: Section A and Section B. Part A described
the nature of research in general outlining both qualitative and quantitative traditions
of research and the philosophical assumptions underpinning them. The choice of
method used is largely dependent on the researcher’s understanding of the world,
which in turn, is informed by how we view our world(s), what we take understanding
to be, and what we see as the purposes of understanding.’ Hitchcock and Hughes
(1995, p.21) suggest that assumptions concerning the nature of being (ontology) give
rise to inferences concerning the theory of knowledge (epistemology); these in turn,
give rise to methodological considerations; which, in turn, give rise to issues of
instrumentation and data collection.

These concepts were discussed is detail

illustrating why researchers may adhere unwaveringly to one or the other traditions.
Each of these traditions has its own advocates who propound that there is never a
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situation where they can be mixed, leading to what has become known as the paradigm
wars and the incompatibility thesis. Nevertheless, there does exist commonalities
between the methods, and today many scholars are beginning to accept a view that
positions itself somewhere between the poles of the continuum: the mixed approach, as
a legitimate third paradigm with a cogent justification suggested by Johnson and
Onwuegbuzie (2004, p.15):
Today’s research world is becoming increasingly interdisciplinary,
complex, and dynamic; therefore, many researchers need to
complement one method with another, and all researchers need a
solid understanding of multiple methods used by other scholars to
facilitate communication, to promote collaboration and to provide
superior research. Taking a non-purist or compatibilist or mixed
position allows researchers to mix and match design components
that offer the best chance of answering their specific research
questions.
The rationale for application of the mixed approach was outlined and the efficacy of
conducting mixed methods was laid out:

triangulation, complementarity,

development, initiation, and expansion. In courting strategic management in education
through the intervention of liberation leadership, my motivation for utilising mixed
research includes, triangulation, complenentarity, development, and to a certain extent
initiation. Each of these was extended to include how and why they apply to the
research.

Part B of this chapter was less philosophical in orientation as it dealt with describing
the practicalities of operationalising and implementing the research.
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Notes:
Chapter 3
1

The explicit use and reporting of mixed methods research in a single study is a relatively recent
phenomenon. ‘However, the practice of mixed methods (and mixed models) research has had a much
longer history than the explicit discussion of the topic.’ (Maxwell and Loomis, 2003, p. 241).

2

Many writers are not so punctilious and discriminating and accept case study as falling under the
phenomenological umbrella; the Open University (1998, p.36) for example, says that ‘ … case studies
are the quintessential phenomenological research strategy’
3

Further, one other approach which has influenced me through my professional career is that
propounded by Marshe (1994, pp. 34-41), viz., the People-Centred Action (PCA) model. Included
among the emphases of the PCA approach are:
• The importance of planning but it is the interactions with participants that are crucial’
• The recognition that formal status is not necessary for school improvement
• Support is needed from internal and external ‘consultants’ from time to time
• Teacher participation is essential.
4

The column of boxes ‘Very Involved’ is the column with the highest total; however to have chosen this
column would have presumed that Principals were involved full time in research and theory.
5

This included the range of questions from question 5 to question 100 inclusive, see Appendix 12,
which contains examples of reliability scale results for the different sections and for the entire
questionnaire.
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Chapter 4

DATA PRESENTATION AND ANALYSIS

Introduction
The findings of the investigation are now presented beginning with the response rate
to the questionnaire, the filtering process used to select the principals for interview and
the varied contexts of the participants. Consideration is then given to the leaders’
views on management, leadership and liberation leadership, the school vision, ethos
and beliefs regarding the process of education. One of the central aspects of the thesis
is outlined next: that concerning the principals’ workload.

Following this, the

‘findings’ move to the evidence of praxis related to the practices and associated
elements necessary for liberation leadership: challenging the status quo, empowering
others, being an exemplar, the overriding concern with relationships and encouraging
others. A brief concluding discussion then follows. Charts, diagrams and tables of
data for support and clarification are utilised throughout, wherever relevant, i.e. both
qualitative and quantitative data are presented to help make sense of the phenomena
surrounding the purposes and key questions of the research.

To appreciate fully the findings of this work, the reader is reminded that the purpose,
the processes explored and investigated, and the key questions may be found towards
the end of Chapter 1.

The following section presents the information uncovered from the analysis of the
interviews using the skeletal frameworks in Mind Map 2.1 and Mind Map 2.2 (outlined
in Chapter 2 and reproduced again below) as base reference models for strategy
development and liberation leadership respectively.

Each concept is illustrated

separately in the diagram; in reality this is not necessarily the situation; the dynamic
intermingle will become more apparent as the data is unpacked.
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Mind Map 2.1: Strategy Development Model adopted from Davies (2004)

Definition

Plan looking ahead
Pattern looking at past behaviour
Position looking at position in market
looking inside organisation
Perspective
Ploy outwitting manoeuvres
broad major domensions
Longer-termdirection setting
Reflect & Analyse
Strategic Thinking
Mental Models
Strategic Conversation
Participation
Development & People
Motivation
Capability
Oral/Debate
Articulation Documentation
Structures
Action
Alignment
Implementation
Timing
Approaches

Conceptualisation

Strategy Development
Model

Strategic Processes

Strategic Approaches

Strategic Leadership

Strategic Planning traditioinal, liear, sequential, proactive
reactive, emerges through exp. and learning
Emergent Strategy
intrapreneurship, devolved, distributed
Decentralised Strategy
target setting in key-areas, building capability & capacity
Strategic Intent

Qualities
Actions

personal characteristics
what strategic leders do
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Mind Map 2.2: Liberation leadership model
Visioning
Futures thinking
Strategic thinking

Critique

Dream Building

Questioning

Shared vision

Reflection

Politically Edgy
Collaboration

Risk taking
Innovation

Cooperation
Delegation
Distributed leadership

Empowering

Transparency

Liberation
Leadership
Model

Psychologically safe
CPD

Celebrations

R&D

Affirming

Boundary spanning
Networking

Encouraging / Reinforcing

Being an Exemplar

Edifying rituals
Recognition

Ethical decision-making

We begin however, by considering the more fundamental aspects of the data: the response
rate, the filtering process, and the demographic contexts.

Response Rate

The response to the postal questionnaire was disappointing at 36.5 per cent but
nevertheless revealing. Table 4.1 shows the questionnaire returns by each school type
in each county. The figures in parenthesis indicate the schools that were contacted.
Table 4.1: Questionnaire returns by School Type in each county1
School Type
Secondary Schools
Vocational Schools
Community & Comprehensive

Cork
11 (40)
6 (21)
2 (8)

Kerry
7 (16)
7 (8)
2 (3)

Type Totals
18 (56) – 32%
13 (29) – 45%
4 (11) – 44%

Grand Totals

19 (69)
27.5%

16 (27)
59.3%

35 (96) – 36.5%

Table 4.2 shows these local figures in comparison to the overall schools in the country
(ROI): the combined total respondents in Cork and Kerry representing only 4.8 per
cent of the total number of secondary schools in Ireland, indicting the small-scale
nature of the research. This raises the concerns as discussed in the limitations and
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Table 4.2: The Cork & Kerry respondents as a percentage of the number of schools nationally.2
School Type

Number of Schools

Cork & Kerry

Secondary Schools

398

18 (4.5%)

Vocational Schools

247

13 (5.2%)

Community & Comprehensive

90

4 (4.4%)

Totals

735

35 (4.8%)

delimitations of the research and the sampling rationale which have already been
outlined previously (Chapter 3) indicating the issues of external generalisability and
external validity.

Table 4.3a shows the frequency of returns by gender: the number of returns by female
principals was 13 (37%), with 22 (63%) ‘male’ returns.
Table 4.3a: Returns by gender

Valid

Male
Female
Total

Frequency

Percent

22
13
35

62.9
37.1
100.0

Non-response issues
The disappointing return rate of the questionnaire prompted me to enquire further
regarding the issue.

Feedback from some of the principals suggested that the

questionnaires were not returned because,

a. it ‘looked too long to fill in’, i.e. too time-consuming
b. Some principals had only recently been involved in research involving a cluster
of local schools, i.e. research fatigued and
c. Some were retiring at the end of the year, i.e. perceived irrelevance.

The first reason has methodological ramifications: it suggests that more questionnaires
might have been completed if the questionnaire had been shortened3. The first and
second reasons, it can be argued, are important research findings in their own right.
They suggest that the respondents may be overburdened with an increased workload,
which is one of the phenomena being investigated by this investigation.
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The Filtering Process
Reiterating what was said earlier, this research set out to discover those principals
whose responses indicate that leadership in their schools display characteristics of
liberation leadership and an ability to go beyond just coping with the situation, and to
glean any slivers of strategic responsiveness, i.e. the questionnaire is used as a filtering
mechanism. The criteria for selecting those principals for interview is outlined in detail
in Chapter 3.

The general focus of the research centred on the semi-structured interviews with the
‘selected’ principals. These principals were interviewed so as to explore further,
leadership matters in greater depth, seeking elaboration and clarification on relevant
themes and sections of the questionnaire. The central emphasis being on how leaders
in the school are developing strategies for the future needs of the pupils and for the
ongoing development of the school, particularly with regard to utilising methods
surrounding the characteristics of liberation leadership and strategic thinking, in the
light of the changing nature of the education landscape.

In table 4.3b the respondents who ‘were/weren’t happy to participate’ in the interview
are indicated and further categorised into male and female participants. The first
criterion thus, concerned those principals who were ‘happy to participate’. 57% (20
out of 35) of the principals who returned the questionnaire agreed to be interviewed, if
required; these consisted of 15 male principals and 5 female principals.
Table 4.3b: Gender? * Happy to participate? Crosstabulation

(n=35)
Total

‘Yes or no’

What is your
gender?

Male

Female

Total

Count
% within What is
your gender?
Count
% within What is
your gender?
Count
% within What is
your gender?

Happy to
participate

Not happy to
participate

15

7

22

68.2%

31.8%

100.0%

5

8

13

38.5%

61.5%

100.0%

20

15

35

57.1%

42.9%

100.0%

Using the ‘Select Cases’ icon in SPSS and the outlined criteria as filters resulted in a
selection of fourteen (14) principals, eleven (11) of whom were male and three (3)
female, see Table 4.3c.
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Table 4.3c: Gender? * Happy to participate Crosstabulation of the filtered cases (n=14)

‘Yes or no’
Happy to participate
What is your gender?

Male
Female

Total

Count

11

% within yorno
Count
% within yorno
Count

78.6%
3
21.4%
14

Therefore, 35 principals returned the questionnaire with 57% (20) of these agreeing to
be interviewed, if required. Following the selection procedure, 70% (14) were eligible,
11 male and 3 female. From this group, ten principals (8 male and 2 female) were
eventually selected by the author4. This final sample for the semi-structured interviews
was chosen to ensure that there was, at least, one representative from each of: school
type, age group, gender and varying length of time ‘in-post’, thus providing as broad a
cross section as possible (including at least one school designated as ‘disadvantaged’,
one Grammar school and an ‘all Irish’ school; cf. Table 4.4, below).

Demographic Contexts
Schools operate in varied contexts within the Irish education system. The unique
circumstances of a particular school are determined by a combination of: designated
status, school sector, demographic trends, pupil background, trusteeship, ethos, size,
location, and staff profile.

Table 4.4 represents a detailed overview of the principals’ contexts, particularly in
relation to each of their schools. The ‘CPD’ (Continuous Professional Development)
column contains an arbitrary figure [between 1 (low) and 3 (high)] assigned by the
author and is based on the amount of professional biographical data returned by each
principal (questions 111 to 116).
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Table 4.4: Overview of the context of the interviewed principals (n=10)

Principal

Age Group

Sex

P1
P2
P3
P4
P5
P6
P7
P8
P9
P10

36-40
41-45
46-50
46-50
46-50
51-55
51-55
56-60
56-60
56-60

F
M
F
M
M
M
M
M
M
M

Years in
Post
2
7
4
7
13
9
15
5
12
30

CPD
3
3
2
3
3
3
2
2
3
3

School
Type
Voc
Voc
Voc
Sec
Sec
Sec
Sec
Voc
Voc
C&C

School
Mix
Co-ed
Co-ed
Co-ed
Co-ed
Co-ed
Boys
Boys
Co-ed
Co-ed
Co-ed

School
Size
215
742
259
418
480
244
269
213
566
458

School
Location
Large Town
Suburban
Small Town
Small Town
Small Town
Large Town
Small Town
Large Town
Small Town
Rural

The conspicuous absence from this table is the ‘all girls’ voluntary secondary school;
although returns were received from principals of these schools, none was willing to be
interviewed. From Table 4.5 below it is noticeable that, of the 13 female principals
who returned the questionnaire, 61.5 per cent (8) did not accept the invitation to be
interviewed and each of these was principal of an ‘all female’ school.

Table 4.5: Principal gender * Pupil gender mix of the school Crosstabulation (n=35)

Gender mix

Principal
Gender

Male
Female
Total

All Male

All Female

6
0
6

2
8 (61.5%)
10

of school
Coeducational
14
5 (38.5%)
19

Total
22
13
35

The Principals’ Understanding of Strategy
Generally, the understanding of strategy has been synonymous with “strategic
planning”. From the literature we find that there is no one acceptable definition or
understanding of strategy. Indeed, it means different things to different people, having
many nuances, and thus making its definition problematical. However, there are some
general areas of agreement about the nature of strategy, which are listed in Chapter 2,
page 57. While the following samples of quotations from the principals does not
necessarily indicate all the areas it does, nevertheless, contain many acceptable
attributes and dimensions of the general conception of strategy.
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It used be all right long ago when very little from outside affected us; we only
had to see the trees. Now, we must not only see the trees but also the wood and
at the same time be aware of the other woods and the forests too. (P9)

It is evident from the metaphor used that this principal, having reflected on the past,
recognises the need to scan further than the local environment and that education in his
school affects and is affected by situations extending further than the locality in which
it is practiced. As such, he assumes responsibility for long-term planning and futures
thinking, as is evidenced by:

Our planning is longer term and needs to take more things into account; it’s like
a vision thing, you have to think about where you want the school to be going
and how you are going to get it there … (P9)

P5 also accepts the need for long-term planning, setting it in the framework of the
strategic approach of strategic intent (Figure 2.4 and Mind Map 2.1):
… a series of steps/decisions that you take in order to achieve a goal. We’d set
ourselves a target and then our strategy would be how we intend to or what we
expect to do in order to achieve that target. It would be, rather than an ad hoc
reaction, setting ourselves something in the more long-term and how we should
be working out how we get there. (P5)

Yet another principal approaches strategy and planning by conceiving different
scenarios of the future, having first reflected on past activities, viz.,
Strategy means planning for the future, checking to see if things we’ve done in
the past have worked out OK, making sure that whatever the future brings we
can be ready for it. We try to imagine different possibilities and how we
might prepare for those … (P8)

The reflective process is very evident in the comments of next two principals. Each
not only reflects on past and current practice but then sets about planning for the future
and ‘seeing it through’. Note that P10 also investigates what mistakes may have been
made by other schools:
… a series of steps and people to help get it put into place. We always check to
make sure we don’t make the same mistakes as other schools or as we have
made ourselves. Then we put a group in place to move towards implementing
our schemes. (P10)
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… a process for organisational development and change, where an organisation
looks to where it has been, its context and current situation and then at the
demands being made of it and then sets about planning for its future. (P2)

Shades of Mintzberg’s (2003, pp 79-84) ‘seeing’ metaphor is very evident in these
quotations. Mintzberg (ibid.) defines strategic thinking as ‘seeing ahead and behind,
above and below, beside and beyond … [and] for a thinker to deserve the label
strategic, he or she must also see it through’. ‘Seeing it through’, however, does not
happen without management and leadership.

Management, Leadership and Liberation Leadership
As is evident from the discussion on management and leadership in Chapter 2 it is
important to differentiate between leadership and management. Drawing from the
work of Rost (1993 and 1997) and from Davies (2005), it may be concluded that
management is a largely hierarchical and power-based relationship, is concerned with
efficiently operating in the current set of circumstances and planning in the shorter
term for the school; whereas leadership is a collaborative and influenced-based
relationship (cf. Ruth, 2006a). Liberation leadership is a broader, yet a more focused
style of leadership.

Nevertheless, it incorporates many facets of other styles of

leadership. It is cognate with empowerment and emancipatory praxis. Figure 2.1 and
Table 2.1 in Chapter 2 present an overview of aspects of liberation leadership and a
typology of practices and their associated elements necessary for liberation leadership
in educational institutions, respectively. The following quotations from the interviews
affirm and reinforce much of what has been said by these authors with regard to the
concepts of management, leadership and liberation leadership while simultaneously
portraying elements of strategy management, illustrating the contents of Figure 2.1 and
Table 2.1, Chapter 2.

Concept of management
The following samples give an indication of the general perspective of all the
interviewed principals:
Management is getting there, management to me is the nuts and bolts …
management is putting structures and putting supports in place for the
students, teachers, everybody. (P2)
The role of manager would be to make sure that the day-to-day running of the
school remains efficient and well organised and that there aren’t any hiccups or
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glitches … keeping the place open and running and having the right resources.
(P4)
Management is doing my job right in that I’m not over budget and that I’m
looking after the maintenance of the building and managing the skills of the
staff … (P1)

[Further similar quotations may be read in Appendix 14]

We can see thus that management according to the interviewed principals consists of
the nuts and bolts of the school, day-to-day operations, maintenance of building,
budget resources, supporting through resources and doing the paperwork. This nests
easily with what Davies (2005, p.2) states: ‘… management is concerned with
efficiently operating in the current set of circumstances and planning in the shorter
term for the school.’

Concept of leadership
Leadership, as propounded by Rost (1997, P.11), is viewed as an ‘influence
relationship among leaders and collaborators who intend real changes that reflect their
mutual purposes’. According to Davies (2005, p.2), ‘Leadership is about directionsetting and inspiring others to make the journey to a new and improved state …’. The
sentiments expressed by these writers are very evident from what the interviewed
principals said regarding leadership.

The most common aspects involved the

engagement of people in the school community in some way and ‘showing a direction’
for the school, viz.
I would see leadership as developing the people who are in the school, who are
delivering the service and the education and encouraging that. It’s important for
the leader to be well acquainted with educational developments and to lead by
example … and to take every opportunity where possible to commend work.
(P10)
Leadership is very much more of encouraging and motivating people, and
giving direction to people and … feeling they are part of that, that they can
have their input as well and know where they are going … (P4)

Engaging people is a priority. Here we see the mix of engaging people through
development, encouragement, motivation and affirming good practice. Also, the need
for the professional development of the leader is recognised.
Other principals’ first concerns refer to the concepts of developing a shared vision and
a futures perspective – conceptualisation and strategic thinking, as is the concept of the
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situated context of the school in a much wider community, with these principals
recognising the need to span boundaries further than the local, viz.
Leadership is about identifying where you are going and bringing people
towards that, be it staff, students or parents. Trying to set up a vision, a shared
vision, this is where we want to go and this is why we want to do it. (P2)
It’s a vision thing. It goes beyond routine where you consider not just the
wellbeing of your school community but you are thinking around corners and
five years down the line. You are pulling all the strands, not just from within
the little cocoon we have here, but from the local environment and also linking
up with regional and national. (P6)

Listening and a sense of care and trust are the priorities for others, again in the context
of relationship issues, viz.
Leadership is where you listen, is where you give information. It’s where you
bring people with you, that you make people happy. (P5)
… the listening ear, listening out and watching for opportunity, watching how
can you move things forward. Leadership is awareness and making sure you
provide the opportunities to fulfil what you have become aware of, people’s
needs and so on. (P3)
Leadership is you being out there, with a sense of care … it’s about trusting that
the values we have are worthwhile; it’s about following through at the microlevel; trying to keep some kind of aspiration towards excellence for everybody
concerned, in that, you’re constantly talking to them, you’re trying to lead them
to somewhere … (P1)

Listening, sharing of information, providing opportunities, being aware of
needs, constantly talking all help provide a psychologically safe environment
in which strategic management will flourish.

The following principal recognises the need to be reflective (one of the activities found
to be necessary for the conceptualising element of strategic processes) and bemoans
the fact that he is prevented from doing so and also from visioning due to ‘dealing with
the 100 minor issues in the course of the day.’

… the lamb persuades because he wouldn’t have the strength of the lion; it
works by example … he certainly needs expertise, that expertise is often
conveyed through personal characteristics … the ability to relate to people is the
expertise. A leader needs those qualities of a lamb; it’s far more effective. I see
the principal putting vision into action; the principal is dealing with 100 minor
issues in the course of a day, therefore, he does not really have the opportunity
to reflect and to promote vision for his staff, students and community. He is
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engaged in matters which are really not the prime purpose of being principal.
(P8)

Shades of Hamel and Prahalad (1994, pp. 4-5; quoted in Davies et al (2005, p. 17) can
be seen seeping through here: ‘the urgent drives out the important; the future goes
largely unexplored; and the capacity to act, rather than the capacity to think and
imagine becomes the sole measure for leadership’.
It is in these quotations (and further in those involving liberation leadership, below)
that the dynamic intermingling and interdependency of strategy management and
liberation leadership begins to be revealed. This intermix and mutual interchange
cannot be denied and becomes more evident as the principals continue to talk about
leadership and other aspects of the school, all of which will be unfurled as we move
through the chapter.

Concept of liberation leadership
Even though the concept of liberation leadership was unfamiliar to the principals, they
nevertheless, suggested what it might mean to be a liberational leader. Once again we
notice that there is a preponderance of relational activities, i.e. involving people. This
time however, the principals are more forthcoming in describing how these people are
engaged:
… a style of leadership which encourages or empowers other people in the team
to take on their own roles in leadership. … to show that you have vision, you
have ideas, you have a focus that you can lead yourself in that area. (P2)
I don’t think liberation management could be autocratic or dominant. It would
have to be involving and participating with other members of staff, recognising
their talents and to be prepared to say you can do that area better than i can or i
could seek your advice there, and to be prepared to open up the thing to others.
(p9)
… you set people up to be able to do their own thing … allow people to become
powerful in their own way in their own job and you just support them … you’re
empowering people and you will also eventually empower the kids as they
would see the ethos that’s coming through … (P1)

The key elements associated with liberation leadership are very much in evidence
here: encouragement, inclusiveness, empowerment, freeing, giving responsibilities to,
allowing, involving and participating, collaborating with, devolving leadership and
recognising talents.

From the perspective of creating a psychologically safe
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environment the comments of P8 (in italics) are very telling, they go a step further
than the comments of the others:

It would be dispersed leadership, identifying people within your staff who have
leadership qualities themselves and giving them responsibilities. If there are
mistakes, we sort them out together … leadership is not confined to a small
percentage of people. (P8)

Rather than creating a culture of individual blame, where the possibility of any form of
innovation and risk-taking would be stymied, P8 proclaims the collective responsibility
of sorting out any mistakes made. ‘Creating a non-threatening environment free from
fear, criticism, and reprisals for failure [is] especially important’ (Blasé and Blasé,
2002, p. 92). This ensures the psychologically safe conditions where creativity, in all
areas of school life, has a better chance of flourishing.
Ethos, Vision, and the Education Process
This next section considers what the findings reveal regarding the schools’ ethos, the
vision (as expressed by the principals) and their comments concerning the current
content and process of education. Firstly, we begin by looking at the principals’
responses to questions 77 to 92 of the questionnaire regarding their rating of the
general ethos of the school5. This set of 16 items has a reliability factor of Alpha =
0.836, N = 35 (i.e. all the principals from the survey) with a maximum score of 80 and
a minimum of 16. A high score would represent a general school ethos that would be
congruent with liberation leadership practices, i.e. represent a psychologically safe
environment conducive to quality learning and teaching, and be democratically and
morally enriching.
Table 4.6: Percentage of principals for each ethos score band

Ethos Score Bands (Q 77-92)

Principals’
Grouping
N=25
Alpha 0.829

N=10
Alpha 0.714

<40

41-50

51-60

61-70

4%

8%

44%

44%

30%

60%

71-80

10%
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The most noticeable result here is that so few leaders (12%, n=35) scored below 60 per
cent of the highest score, i.e. below 50. 88 per cent of the non-interviewed principals
(n=25), and 100 per cent of the selected principals (n=10) scored above the 50 mark.
In general however, 70 per cent of the selected principals did fall into the higher
scoring range of 61 to 80, as against only 44 per cent of the remaining principals; an
indication possibly that our selection criteria, for those leaders biased towards
liberation leadership practices, are acceptable. Nevertheless, quite a large number
(44%) of the non-selected group scored higher than would have been anticipated –
indicative of changing times perhaps?

So, what activities contribute to a school ethos or characteristic spirit that might be
considered as emancipatory, that flow through aims, structures and working methods
and that help form a school vision? During the semi-structured interviews participants
were asked to talk about what made their school unique and what two or three values
they espouse more than others. The replies to these questions helped in determining
their unique school ethos.

School ethos
It is now widely recognised that the effects of education do not merely depend on the
time spent at school but also reflect the quality of pedagogy and the learning
environment.

The classroom climate and the broader school environment, ‘often

referred to as school ethos’ (OECD, 2007, p. 64), determine the learning context. The
school ethos is influenced as much by the ‘hidden curriculum’, i.e. what happens in the
interstices of the official curriculum, as it is by the official programme itself. As the
OECD (ibid. p. 64) state, ‘Education is understood as a wider socialisation process. In
schools, students are picking up an approach to living and an attitude to learning,
which is not explicitly taught …’. The school leadership and their overall approach to
how the school is organised, managed and led, to a large extent, affect this ethos; it is
determined by their value systems. The interviewed principals explained their core
values as caring, kindness, love, diversity, tolerance, self-fulfillment, collegiality, team
spirit, participation, and a sense of community. These are illustrated thus:
We emphasise care a great deal … Tolerance is a big thing for us because of
their [pupils] inability to articulate their feelings; a lot comes across in anger, a
lot comes across in misbehaviour so love and care and tolerance are a huge part
of what we do here. (P1)
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It’s a very caring school and there’s massive team spirit here. I think it’s to do
with the size of the school and the fact that everyone knows everyone; there’s a
great unity. … just caring really, caring and supporting covers everything. (P3)

Changing family circumstances and other pressures have expedited the question of
pastoral care as an emerging concern for schools nowadays.

All schools in the

research have pastoral care programmes, with at least one member of staff assuming
specific duties and responsibilities in the area. However, it is interesting to note that
the only two principals who spoke explicitly and viscerally regarding care and pastoral
care issues generally were the female principals (P1 and P3). The other principals,
while not avoiding the question, spoke of it in an almost perfunctory and aloof manner
and preferred to dwell on other matters, which for them determine ethos:
… a big emphasis on participation … a very wide program … we try to be as
diverse as possible in all things. (P4)
… to recognise that there is more than one aspect to an individual, … try hard to
balance academic, co-curricular, sport and musical and all the other aspects
within a school. (P2)
Collegiality is very important as a principle to promote because when you care
about people they will respond to you. (P5)

Predominant ethos is also affected by the socio-economic and historico-cultural
contexts of the school. For Example,
•

One of the schools in the research is located in a very disadvantaged city
suburb and operates from very challenging circumstances: high absentee rates,
high crime, high turnover of staff, etc.

•

Operating in a designated Gaeltacht (Irish speaking) area means that all
activities within the school and community a carried out through the medium of
the Irish language – which is currently creating difficulties for many returned
immigrants and others:
… and the third thing is the whole idea of the Irish language, we are in a
Gaeltacht area. (P7)

•

P10’s and P2’s schools serve very large rural populations and thus the schools
become critical hubs for many activities in the communities:
… the community would identify very much with the school and the
school with the community and it’s not just about providing education
for the young people but would also be a catalyst for other types of
development that have taken place in the area. (P10) [With similar
sentiments expressed by other principals].
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School vision
From the theory, one of the central elements and preconditions for the practice of the
interactive nature of liberation leadership is that it needs to be situated within a
framework of critical social theory (CST) if it is to be emancipatory (Grundy, 1993).
CST promotes the concept of ‘ideology critique as well as utopic thinking, without
which the nightmare cannot transform into a dream that wants to be realized’
(Leonardo, ibid, p.15; also see Leonardo, 2003). For dream we may substitute vision.
Dreaming and visioning are interchangeable. Dreaming or visioning spurs people to
action, where we mean by dreaming a sincere search for alternatives and not the
evasion of reality, e.g. ‘to continue to develop and maintain a cooperative, collaborative
and collegiate approach amongst the teaching staff, to sustain that. That sounds like pie in the
sky but it’s what we would like to do.’ (P5).

Part of the repertory of the principal-as-leader involves a visionary process, a process
of futures thinking, some of which we have witnessed in the earlier quotations
concerning leadership and liberation leadership. With regard to their visions the
principals are certainly not evading reality when they say:
My vision is that we’d do this in each other’s shadow … that we’d enhance the
education of the young and old, the poor and the rich in Corca Dhuibhne in each
other’s shadow; this is a shared theme, very much so. The staff are very eager,
even though some have said they don’t know how all of that’s going to come
together … (P7)
When I came first the kids would ask, “why would you bother, why would you
come here to this awful place”? Their perception of their own community is not
good, right now I would see it as me having the fundamental belief in the school
and the community and trying to pass it on to them. … I’d like to build back the
numbers to a solid number. I’d like to extend the feeder schools that feed in here
… I’m nor sure how I’m going to do that yet or how successful it’s going to be
but … (P1)
These two principals (P1 and P7) present very good examples of strategic intents (without they
being aware of the term), indicated in italics in the quotations. Each knows exactly what
he/she wants but is not yet sure how to go about getting there. Given the contextual situation
of these two principals we might well ask whether each of their intentions is determined
initially by the situation in which they find themselves rather than by any proactive and
deliberative attempt to set up strategic intents? P1 is a first-time principal, two years in-post,
in one of the most challenging schools in the region; P7, although fifteen years in-post in an
all-boys school, is continuing his work in a new green-field school three times larger, coeducational, an amalgamation of two different staffs with different unions and different ethos.
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The vision expressed by P8 is much more vague than the others:
That they all maybe one … that’s the system of education I would like to see
developing where all post-primary education is available to all students
irrespective of the control systems or the quality and/or background of the
student. (P8)

This is not dependent on a local collective coherent group but rather on the
machinations of the DES for its manifestation. As such, it offers very little by way of
enlightenment to our discussion other than to demonstrate the difference between
broad vague visions, the manifestation of which are outside the sphere of influence of
the local school community, and those visions that are not.

The next two quotations (P4 and P10) relate directly to the student and the curriculum.
The latter (P10) is the only one that refers particularly to the students’ outcome vis-àvis their course content.
Liberal patriotism is one area where we try to inculcate a wide view of Irish
society and European society. We provide a broad set of experiences and open
up their eyes to a wide a spectrum of things. … Appreciating diversity is one
that we are very conscious of and trying to create a school community within
the wider community where tolerance and respect would be big issues. (P4)

… that every student who comes into this school is challenged in the best way
possible. That the students who have very good ability, who need a challenge,
to be able to put something in place for those to stretch them … that they would
be able to question, to analyse things around them, to analyse the world around
them and to have, not a negative critical approach to things but a positive critical
approach. I’d like to think that when they leave the school they’d have a
positive attitude, a can-do approach to things rather than looking at the negative.
(P10)

Both are immediately cognate with the content and process of education, areas about
which our interviewed principals displayed no reticence, which is apparent from the
following section.

The Process of Education
From the evidence there seems little doubt that generally, the behaviours and
perceptions of the interviewed principals differ somewhat from those of the nonselected group. This was not unexpected. Nowhere is this more obvious than in the
responses to the set of questions concerning the principals’ level of belief with regard
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to the process of education (questions 72-75). Table 4.6 below summarises these
responses, (the belief-level labels ‘Probably True’ and ‘Definitely True’ have been
collapsed into a single label, ‘True’ in the table)6.

Notwithstanding the high level of belief by all principals with each of the statements,
the ‘interviewed group’ of principals has almost unanimously returned an overriding
agreement with each statement concerning the process of education in Ireland. Over
ninety per cent (91.4%) of all principals (n = 35) – see Table 4.7 – agree that education
is now primarily preoccupied with accountability schemes, value for money,
monitoring, performance indicators, testing and accreditation. Furthermore, almost
eighty nine percent (88.6%) of the same group believes that more time should be
devoted to the ethical issues of critique, justice and caring, and the political
socialising of the 'universal ethics of the human person'.

Table 4.7: Principals’ level of belief in the process of education
Question

72

73

74

75

Please indicate
your level of belief
in the process of
education

Education is now
primarily
preoccupied with
accountability
schemes, value for
money, monitoring,
performance
indicators, testing
and accreditation.

Education is
defined in terms
that measure its
usefulness only
against its
contribution to
economic growth,
cultural uniformity
and consumerist
market place values

Education spends
very little time
looking through the
lens of civic life
that takes as its
organising principle
the language of
morality, civic
courage, and social
compassion.

Education should
devote more time to
the ethical issues of
critique, justice and
caring, and the
political socialising
of the 'universal
ethics of the human
person'

N = 35

%
2.9
5.7
91.4
%
4.0
8.0
88.0
%

%
14.3
17.1
68.6
%
20.0
16.0
64.0
%

%
8.6
22.9
68.5
%
8.0
32.0
60.0
%
10.0

%

100

20.0
80.0

Probably false
Undecided
True
N = 25
Probably false
Undecided
True
N = 10
Probably false
Undecided
True

90.0

5.7
88.6
%
8.0
4.0
88.0
%
10.0
90.0

As you would expect, given such a high return for the core group of principals, the
responses of the selected group (n = 10) is also quite large, 100 per cent and 90 per
cent respectively for these statements.
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For the statement the process of ‘education spends very little time looking through the
lens of civic life that takes as its organising principle the language of morality, civic
courage, and social compassion’, there is a more definitive difference between the
selected principals and the remaining group of principals: 90 percent of the selected
group believing the statement to be true but only 60 percent of the remainder believing
it true. Furthermore, only 64 percent of this latter group believes ‘education is defined
in terms that measure its usefulness only against its contribution to economic growth,
cultural uniformity and consumerist market place values’, while 80 percent of the
interviewed principals’ group are of the opinion that the statement is true, with 20
percent of them remaining undecided.

These strong beliefs held by the selected

principals, along with their views regarding how well, or otherwise, the current system
of education is serving their pupils, are corroborated by their comments during the
interviews: [These are only a sample, further comments are available in Appendix 14]
It’s failing in many ways. I have concerns about a lot of the stuff that kids are
learning. One of the best things I’ve seen is the LCA program. It’s an excellent
program, it gives dignity to certain young people with its system of continuous
evaluation and lack of pressure, … the established Leaving Certificate should be
going down that road as well. … We’ve a third world service for a first world
country. (P9)
The system should be amended considerably to allow for a more analytical and
learning approach, as against learning-off; that you are creating the environment
by which they will learn and continue to learn themselves. (P10)
The area of Leaving Cert. pressure and points system is doing a lot of harm to
our young people. As for the curriculum, a lot of the maths done in school is
never used again, the Irish language the way that’s thought. … I would have a
lot of questions about the pressures, the health problems these cause … (P5)
I have no problem with kids doing 6 subjects but why do them over two years,
why can’t they do three and three? Why can’t it be more of a free choice, and
why does it have to be the same subjects we were doing fifty years ago? It’s
crazy. At Junior Cycle we have kids doing twelve and thirteen subjects, that’s
ridiculous. (P6)

These comments are testimony to the ongoing debate in Irish education regarding the
pressures brought about by the condensed nature of the summative examination process,
especially for Leaving Certificate students. For the majority of students these examinations
are taken on consecutive days over an eight to ten day period, with examinations on some days
lasting up to 5 ½ hours (2 ½ am. and 2 ½, pm. or 3 and 2 ½). The total points generated by the
grades (in no more than 6 subjects) determine what course and what third-level institution will
be available to the students. The Leaving Certificate Applied (LCA) programme on the other
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hand, consists of a mixture of summative and formative assessment procedures. This
assessment style and the modular format of the LCA reduce the pressures on the students and
also allows for greater creativity during the course.

However, the LCA programme is

followed by students who are generally less academically inclined and it does not carry the
same status as the established Leaving Certificate, nor does it generate points for university
level courses.

Nevertheless, many principals regard its principles and general format as the

way forward for the Leaving Certificate programme. This has not gone unnoticed by the
National Council for Curriculum and Assessment (NCCA) and the entire Leaving Certificate
programme is currently the subject of a major review by the NCCA aimed at planning for its
future development. This review identifies reform in the areas of school culture, curriculum restructuring and re-balancing and changes in assessment provision as the basis for
developments in the years to come, (cf. www.ncca.ie). In spite of that, the NCCA does not
envisage anything but a continuation of a national curriculum. Creativity and innovation
within such a system, although encouraged, can be limited and many teachers will continue to
‘teach to the examination’. However, there are interstices where creativity and innovation
reside, as is evident from what this principal indicates:
XYZ, because of its location, has huge educational resources at its doorstep.
We spent years following a curriculum devised by the DES and we follow that
religiously. That is not a total education; there is an aspect to every curriculum,
which is relevant to the area in which the students find themselves. Here in
XYZ and in Kerry in general there are huge educational resources that we have
never really tapped into. To make the transfer from the classroom to the
environment would boost the morale of teachers and students, it would make
education and aspects of the curriculum more relevant than they are in a
classroom … the ORBIT7 programme began with that philosophy in mind. (P8)

Positivity
However, not all of those interviewed were as negatively critical of the education
process:
Our current system is very good. There is constant change … we need more
technology … more computers … more IT to meet the needs of society changes.
If we were to make change anywhere or training or retraining it would be to
make sure that we understand the changing family structure, the whole social
thing, because that is having a major impact on kids … but teachers traditionally
are a bit more old fashioned. They come from regular homes and they are
inclined to think, well that’s the status quo. Whereas, it is not … (P3)
I don’t see too much wrong with the formal education system; it’s the structures
within it. You ring the DES and you’re told it’s the SLSS and then you ring
them and they tell you it’s someone else. So, they are not taking enough
responsibility for the kids that are not able to engage with the system through
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physical disability, intellectual disability, emotional disability; but things are
changing with the DEIS and the support classrooms, … (P1)

The interesting curiosity regarding these latter statements is that the female principals
made them.

Both of these principals are among the youngest interviewed and

surprisingly, are the principals who have fewest years ‘in-post’ as principal – P1, 2
years; P3, 4 years (see Table 4.4 for a more complete profile). Further, P1 has been
working in the second-level system for only two years (since her appointment as
principal), having transferred from the further education sector, in which she spent
seventeen years.
Exit with dignity
The attitudes of these two principals may reflect, not so much their sexual orientation,
but rather their ‘youth’ and ‘freshness’ in the position. Some of their more ‘mature’
male colleagues were certainly a little more ‘battle scarred’. Not only were they very
vociferous concerning the curriculum (as earlier above) but some alluded to more than
a little fatigue, weariness and frustration with the system:
The job of principal is a very lonely one. We have our NAPD and our unions.
… a principal should only be there for ten years. It should be made easy for
principals to go back teaching or to retire with some kind of dignity. I’m not
looking for the soft option but I’m convinced that a good principal, will bring a
lot of energy to a school, a lot of new ideas … that person can enliven the
school. (P9 – 12 years in-post)
In our situation the principal has a job of managing and leading the school and
yet does not have control over some of the critical inputs and that’s a big issue
… if somebody is appointed they should be given a contract for a certain
number of years, be it seven or ten years … (P10 – 30 years in-post)

From the contents of these comments and indeed from the emotional sincerity with
which they were uttered, there seems to be a case for exploring further the impact on
the individual of the work associated with the role of principal, particularly when the
person is reaching retirement age and has been in-post for at least ten to twelve years.
There is no doubting that for many principals the workload appears to be quite
stressful.
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In Table 4.8 it is very apparent that, in spite of the relatively high percentage of
principals who enjoy their current role, there is still a considerably high number, from
Table 4.8: Perception levels of Stress and Enjoyment, in the role of Principal

Principals not
including those
interviewed
N = 25

Disagree

Undecided

Agree

Strongly
agree

%

%

%

%

I enjoy my current role

4.0

8.0

64.0

24.0

My current role is very
stressful

16.0

12.0

44.0

28.0

Interviewed
Principals
N = 10

%

%

I enjoy my current role

10.0

My current role is very
stressful

20.0

%

10.0

%
40.0

50.0

50.0

20.0

among the same cohort of respondents, who also find it very stressful. The reported
enjoyment might be accounted for by the high levels of satisfaction experienced when
leading and managing in many challenging activities.

However, this is mere

conjecture and a leap too far with the current data, even though it is a concept that is
not disassociated from (and could be investigated under) the impact on the individual
of the work associated with the role of principal. It is again, nevertheless, beyond the
scope of this thesis.

What is relevant to this research is the actual workload of the principals, how this has
changed over the years and what activities the leaders are engaged in as a
consequence. We have seen how the general ethos and vision are driven by the value
system in a school and further, that these values flow through aims, structures and
working methods.

We have also seen that the expected working methods have

increased and changed over the last decade, and it is to this workload we now turn.
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Principals’ Workload
As was outlined in the introductory chapter, school leadership and management have
been

subjected

to
Workload increased considerably?

unprecedented change and

Agree
Strongly agree

innovation within the last
five to eight years. This
dynamic

landscape

10
28.57%

has

n=35

25
71.43%

meant an increase in the
workload for schools and
principals.

Figure 4.1
Figure 4.1

indicates that 28.6 per cent

of the respondents ‘agreed’ and 71.4 per cent ‘strongly agreed’, when responding to:
‘My workload has increased considerably’. When asked to further elaborate on this,
the participants were not hesitant in their replies, citing as the main areas: new policies,
compliance,

accountability,

student

social

issues,

expectations,

peripheral

participation, school development planning, and whole school evaluation. Table 4.9
summarises the quotations under the main workload issues raised.

Table 4.9: Summary of workload quotations from principals
Workload Category
Education Act
New policies
Accountability
Social issues

Expectations
Participation
School Development
Planning
Whole School
Evaluation
Compliance
Inspections

Quotations from Principals
Since the Education Act there has been an enormous increase in things that
only the principal is allowed sign-off on
A gigantic amount of new policy coming down the line from the
politicians, …
The accountability has increased enormously and the amount of work as a
result of that ...
… the student population is different now, there are far more situations
where children don’t have the social back up, the social framework they
had heretofore
The expectations of youngsters and of the parents are very high. That
creates a lot of pressure, and the principal is made responsible for
absolutely everything
… you have the students’ counsel, the parents’ counsel and the board of
management. … It’s a lot of time
There was always planning but the need for having that documented fully.
… subject-department planning, curricular planning and looking to the
future, planning ahead
and we have the whole school evaluations with the final made available on
the Internet
Compliance is a huge issue; the amount of material that requires a reply or
action has grown exponentially
Subjection inspection and the inspectorate has changed
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However, there is no such definitive certainty as to what amount of this workload is
taken up by administrative tasks and accountability procedures, although the
administrative aspect does score much higher than the accountability element: 65.7 per
cent of principals accepting that the workload is mostly administrative, with 14.3 per
cent undecided (Q8, Table 4.10a below)8. There is divided consensus however, on the
accountability aspect, with 45.7 per cent saying that the workload is to satisfy
accountability only and 48.6 per cent not agreeing (Q12). Furthermore, 71.4 per cent
of the principals are of the opinion that the administrative aspect is taking time from
the professional leadership of the school, with 20 per cent undecided (Q10).

Table 4.10a: Principals’ Workload ~ Likert Scale Results (questions 5 to 15)
Workload of Principal
Q
5
6
7
8
9
10
11
12
13
14
15

Workload increased considerably?
Workload increased only somewhat?
Workload remained same?
Workload mostly administrative?
Workload spread among SMT?
Administrative aspect taking time from
professional leadership of school?
Workload little effect on improving teaching
and learning
Most of workload to satisfy accountability
only?
Most workload not important to efficient
management of school
Workload does not interfere with own Pro.
Dev.
Increase in workload has sig. increased
efficiency & accountability of school

n=35

Strongly
disagree

Disagree

Undecided

Agree

%

%

%

%
71.4

51.4
80.0
2.9
11.4

40.0
17.1
17.1
20.0

5.7
2.9
14.3
17.1

%
28.6
2.9
48.6
48.6

17.1
2.9

8.6

20.0

40.0

31.4

5.7

45.7

14.3

20.0

14.3

2.9

45.7

5.7

40.0

5.7

5.7

14.3

11.4

60.0

8.6

17.1

45.7

14.3

22.9

37.1

25.7

28.6

Strongly
agree

8.6
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The increased workload impacts on other facets of school organisation as may be seen
from Table 4.10b9, below:
Table 4.10b: Impact of Principals’ Workload n=35 (n=25) n=10
Question

11

13

14

15

Has little effect
on improving
Teaching &
Learning

Is not important to
efficient management of
school

Does not interfere
with principals’
Professional
Development

Has significantly
increased efficiency
& accountability of
school

%

%

%

%

Agreeing

34.3 (40) 20

68.6 (64) 80

22.9 (28) 10

37.2 (36) 40

Not Agreeing

51.4 (48) 60

20.0 (24) 10

62.8 (52) 90

37.1 (32) 50

[Note: Figures in bold represent the entire group of principals, i.e. n=35
Figures in parenthesis represent this group less the ten selected principals n=25
Figures on the right of the parenthesis represent the group of ten selected principals n=10]

The most noticeable feature here is that the principals (n = 35) are equally divided as to
whether the increased workload has significantly increased the efficiency and
accountably of the school, with 37.2 per cent agreeing and 37.1 per cent disagreeing.
This may not be an unusual split given that 68.6 per cent are of the opinion that most
of the workload is not important to the efficient management of the school. In relation
to teaching and learning however, more than half (51.4 per cent) of the principals (n =
35) report that their workload has an effect on improving teaching on learning in the
school. (These responses by the principals are anecdotal and uncorroborated, however.
Exploring that exact effect is beyond the scope of this thesis; nevertheless, it is worth
mentioning as a possible foundation for future empirical research, probably in the area
of school improvement.)
The comparative figures in Table 4.10b are worthy of acknowledgment as some of the
differences are polarised further, particularly those concerning the ‘interviewed
principals’ (n = 10). It is the perception of 80 per cent of this group that their
increased workload is not important to the efficient management of the school; and yet
40% of them agree that the increase in their workload has significantly increased the
efficiently and accountability of their schools.

It seems that the principals’

understanding of these paradoxical statements is mutually exclusive, i.e. while it is the
perception that the efficiency and accountability has significantly increased it is also
the situation that the increased workload is perceived as not being important to the
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efficient management of the school. (Has efficiency and accountability occurred in
spite of the principals?). Therefore, according to this small group of principals (40%, n
= 10), the efficient management of the school occurs irrespective of the increased
workload.

The most significant polarisation may be seen in the selected principals’ response to
‘my workload does not interfere with my own professional development’, with ninety
(90 percent) of the group (n = 10) not agreeing with this statement (see Table 4.10b).
Even the remaining group (n = 25) indicate a strong disagreement with this statement:
52 percent disagreeing as opposed to 28 percent agreeing. While these principals
engage in a considerably amount of professional development it would seem fair to
assume that, from these returns, this is not easily undertaken. It becomes part of the
workload.

From Perspectives to Practices
So far the discussion has made use of many segments of the questionnaire with
relevant intervention from the interviews, i.e. a mixed approach to data analysis and
presentation. These segments have helped to
•

filter appropriate principals for interview - questions 39 to 50 relating to
participation and consultation; questions 63 to 71 relating to personal
involvement in educational theory and research

•

provide demographic details of the schools and the principals – questions 101
to 110

•

present a brief professional biography of the principals – questions 111 to 116

•

analyse the workload of the principals – questions 5 to 15 with supportive
‘patches’ from the interviews.

Also, the interview material has provided us with very pertinent information regarding
principals’ perspectives of the concepts of management vis-à-vis leadership and more
specifically liberation leadership, the ethos and vision for the school, and the process
of education.
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The following sections will now profile the key practices and their associated elements
of liberation leadership, with relevant intervention from the questionnaire where
appropriate. These differ from the majority of the former sections in that they contain
the qualities, skills and practices (as opposed to views, beliefs and perspectives) seen
as essential to the successful execution of the role of school leaders regarding
liberation leadership, and include,
•

Agitating and challenging the status quo of the education process

•

Empowerment

•

A broader involvement

•

Leaders as exemplars

•

An overriding concern with relationships and encouragement.

The findings on each of these will now be presented.

Agitating and Challenging the Status Quo of the Education Process
The central tenets of liberation leadership require leaders to be consistently
deliberative and proactive regarding their moral responsibility about creating a more
humanly responsive and more ethical environment for the conduct of education.
Leaders who subscribe to this believe their work goes beyond merely ensuring
academic accolades for their pupils, they recognise the moral imperative in their work.
Our principals do this by challenging the status quo of the education process through
agitation, critiquing processes and assumptions, questioning fundamental values and
by being involved in innovation and risk-taking activities. ‘Leaders venture out. …
[they] … seek and accept challenge’, claim Kouzes and Posner (2002, p.16); and
whatever that challenge was, it ‘… involved a change from the status quo.’

Something old, something new
Another immediately significant feature about the selected principals’ responses to the
questionnaire (i.e. apart from the higher scores in the filtering criteria) is their response
to questions 2 and 3: ‘to what extent do you encourage and support change, creativity
and innovation in your school?’ and ‘please indicate what new courses/programmes
you have added to your school curriculum in the last 5/8 years’, respectively. Nine out
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of the ten principals (90 per cent) have added a new course/programme to the ‘Other’
section of question 3, e.g.
•

Aonad Lán Gaeilge – a special unit where subjects are thought through the Irish
language alongside the more established programme

•

Special class for children in moderate intellectual ability range

•

ORBIT – Outdoor Resources Brought Into Teaching

•

Spanish, Technology

•

TY – Transition Year; LCA – Leaving Certificate Applied and the LCV –
Leaving Certificate Vocational Programmes

•

Creative Dance programme

•

BTEI – Back To Education Initiative

•

Spanish

•

Music Education

Kouzes and Posner (ibid. p.13) have remarked, ‘Leadership is not at all about
personality; it’s about practice’. Each of these ‘inclusions’ is an example of evidence
of practice and supports the response that 90 per cent of the interviewed principals
support change, creativity and innovation quite a lot in their schools; only 48 per cent
of the remaining principals do so (see Table 4.11 below).
Table 4.11: Comparison of support of change, creativity and innovation

Q. 2
To what extent do you support
change, creativity and innovation in
your school?
Valid
Too little

Principals less the
selected group

Interviewed
Principals Only

N=25

N=10

%

%

8

0

About right amount

44

10

Quite a lot

48

90

Risking creativity and innovation
As was discussed in Chapter 2 some of the elements of the practices associated with
liberation leadership in educational institutions (cf. Table 2.1) involve embracing
innovative ideas, new processes, change and other opportunities for growth and
improvement, etc. The activities listed above (from the questionnaire) are evidence
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that the group of selected principals is challenging the status quo by amending and/or
adopting situations and processes in order to enhance the quality of teaching and
learning in their schools. Some of the activities may be thought of, to some degree at
least, as re-engineering the learning processes within the school community (Davies,
2003; Barker, 2003; and Wise, 2003).

It does not take any great stretch of the

imagination to recognise that some fall under the umbrella of strategic intents (e.g.
ORBIT and Aonad Lán Gaeilge) while others can be dealt with utilising the other
strategic approaches (e.g. BTEI will involve strategic planning over a period of 12 to
24 months; music education and dance may be devolved to an intrepreneur, while the
structure for TY, the LCA and the LCVP will emerge and evolve over a period of
years as teachers learn from year to year what works best in their individual school
contexts.

By being associated with innovation and experimentation the principals are aware that
they may be involved in risk, and potential failure; yet they are prepared to take that
chance as 90 per cent of them encourage such activities ‘Quite a lot’ (Table 4.11).
There are many activities in the interviews from which to choose examples of
involvement in risk-taking and innovation; the following are a sample:

I’d try if I saw a project going on to find the finance to support that. We have
developed a school DVD on bullying which has won a prize. We’ve sourced
funding from the HSE and from a number of other organisations to the tune of
€14,000 to do up a script … (P10)
We were quite keen to introduce a broader curriculum, introducing the LCVP,
which suits our situation because we take a broad range of children but we
didn’t have anything to offer youngsters who are more practically oriented. (P4)
… a number of programmes have been introduced which involve a certain risk
… ‘one has to dance with the girls in the hall’. You have to identify and
promote progress in their interests … so, we introduced the LCA for a certain
type of student … (P8)

[Further verbatim samples may be read in Appendix 14]

The risks associated with many of these enterprising activities include, aloofness and
alienation of some members of staff (due to competition for time and other resources)
and disengagement with parental and learner expectations (because of too broad a
curricular programme, time involvement, etc.). However, it would appear from the
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enthusiasm of the principals that the benefits seem to outweigh any perceived
disadvantages, even though many of the initiatives are at an early stage yet.

One principal in particular was very passionate and animated regarding his department
of special needs:
We brought in a department of special needs for students who are alienated by
society. They were ignored and I could never really understand that … I felt
that they really needed to be included … everybody is entitled to the
opportunities that the state provides. (P5)

When pressed further on the matter, he explained that students with moderate/mild
intellectual ability were forced to travel more than a forty-mile round-trip daily for
their second-level education. When the idea of a department of special needs was first
mooted many teachers voiced very strong opinions against it. ‘We’ll become known
as the slow school in the community’, they said, and argued that it would destroy the
morale of the other students, create a public disadvantageous perception and ‘attract
the wrong type of person’. Eight years later none of these fears has materialised, the
SEN department is thriving and enrolment has been maintained at an acceptable level.

Not just the pupils …
Whereas each of the above gives examples concerning initiatives and activities
concentrating directly on the interests of the pupils, either by broadening their learning
experiences or providing support and guideline services, the following examples
illustrate that the innovations are not confined merely to the direct advantage of the
pupils but extend to staff structural and self-actualisation processes.
I came through *** where I spent 17 years where the Special Duties posts had a
structure above them. They answered to, but had support from an Assistant
Principal. I’ve tried to build that into the new post structure here, where
everybody has reference to somebody above them … (P1)
… a parenting course for teachers, to make you more aware of the changes
teenagers are going through … their difficulties … (P3)
We brought in the gurus from outside, they’d lecture, they’d go away, we’d
yawn, we’re tired and we forget. One of the best staff days I had last year was
drawing up a special needs policy. We had our own teachers driving it and they
gave a staff day. One person took IT in special needs, another took distraction,
and another ADHD. (P9)

From these quotations we can see activities of strategy management at work: the
structural articulation and reframing with regard to the posts of responsibility and the
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engagement and development of people in honing capability and capacity in the
school.

This concept of engaging the people is developed further later in the

discussion on empowerment.

Politically edgy principals
Not only are the principals proactive in curricular and structural micro-political
strategies in areas outlined, they are also consistently macro-politically active ‘… with
forms of educational criticism and critique that problematized aspects of established
practice’, (Quoted from Johnson, 2004, p.276; originally Giroux, 1992, p. 242), i.e.
they are politically edgy. Chapter 2 unfolded the conceptual model of Critical Social
Theory (CST) in general and the role of positive criticism in particular. CST begins
with the premise that criticism targets systematic and organisational arrangements,
how people create them, and how educators may ameliorate their harmful effects on
schools. Leonardo (2004, p.11) postulated promoting the ‘role of criticism in the
search for quality education’. Likewise, criticism, in the manner used in CST, is not
pessimistic or negative. It is, as Leonardo (ibid. p.14) cogently suggests, ‘at the center
of a quality education that values debate, openness to different ideas, and commitment
to democratic processes.

… criticism is positioned here as a central process in

promoting a quality education’.

The impression of critical theory as understood in this thesis is concerned more with
the general description of theory that is ‘politically edgy’ (Leonardo, ibid.), or what
Agger (1992) calls agitational theory. There are many examples of politically edgy
principals:
We have certain international students who don’t have Irish. I took this up with
the Department saying they weren’t getting fair treatment, in comparison to the
foreign asylum nationals. Now, they’re beginning to sanction time for them to
learn Irish, which is only right if we’re really serious about what a Gaeltacht is.
(P7)
I challenged DES; we were able to offer Link Modules for anyone who had a
combination of two subjects from history, geography and business. (P5)
We had huge fights to get special needs assistants. We had a little girl in a
wheelchair back in 1997 and the battles to get an SNA to help her … we took
three years fighting the Department to get the ramps and lift, and equally long to
get a Department paid SNA … (P4)
… constantly, fighting would be the wrong word, but at times you would have
to fight to make sure that everyone gets a fair chance. … I have children, I want
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the best for them, and every parent wants the best for their kids. Therefore, I am
duty bound to make sure that we put the factors in place … (P3)

The agency at which the agitation is directed depends on the school sector. Each of
the principals (P3, P4, P5. and P7) is the head of a secondary voluntary school (as
opposed to a VEC sector school). Therefore, all communication regarding the school,
that does not concern the Patron, is directly with the appropriate department within the
DES, instigated by the principal or the chairperson of the Board of Management.
Schools under the patronage of the VEC have much less contact with the DES; matters
involving staff allocation, budget, plant and machinery, etc. are dealt with by local
authority officials at the behest of the principal.

And then some
Initiatives and situations inspired by deliberative challenging and agitation are only
some of the changes that have occurred in schools. The volume of work necessitated
by the legislation and other initiatives has begun to alter the culture of management
and leadership in schools, albeit slowly. Gone is the day (or more precisely ‘going’ is
the day) when only the principal and deputy principal were involved in all the
decision-making and management of the school; leaders and leadership were alien
concepts and have only recently entered the lexicon of the Irish education system. As
for concepts such as distributed leadership, delegation (other than administrative
tokenism) and participative decision-making, it is said that the mills of God grind
exceedingly slowly; but even the Lord’s machinations cannot compete with those of
the Irish second-level school system. Let’s look at the evidence. Initially, it was my
intention to use as data the WSE reports from schools and also the School Plan, as
recommended by the SDPI (which was introduced about eight years ago). However,
only two of these schools had been through a WSE and only one school had a
documented School Plan. The principals, when asked about the School Plan, said that
they had ‘written’ policies on various areas but nothing coherent in the form of a
School Plan booklet. Therefore, because of the dearth of documentation I decided not
to collect this type of data.

There is nevertheless, sufficient evidence from the

interviews to demonstrate that there has been a very good attempt to become involved
in the process of various aspects of the SDPI (and other requirements outlined in the
legislation) and to not merely generate a hard-copy product for its own sake. Thus,
echoing what Grundy (1993, pp.169-171) has argued regarding what is required due to
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the interactive nature of emancipatory leadership: ‘concern will center upon the
meaning of the work of the institution rather than upon the products of the labour’. For
example,
… we have a lot of committees and sub-committees. We meet often, we get
ideas and then when it comes to policy formation, we take our time because the
process you use to draw up a new system or a new structure, new policy, is far
more important then the end product. (P9)
The sense of participation, the sense of involvement, the sense in which people
are being listened to is important … it’s very easy off the internet, you can get
these policies and throw them out to the staff and say that’s it but you must take
them through it; let’s take the three or four years and let’s do it. (P8)

Grundy (ibid.) further argues that due to its more interactive nature, this style of praxis
requires ‘a more democratic form of organization for decision-making …’.

The

situation requires an organisational structure in which the people in the organisation
are engaged more in decision making and other activities traditionally not considered
their remit; infrastructures need to be such that all people within the organisation begin
to feel a sense of empowerment.

Empowerment

I have identified people who have strengths and given them
responsibility in different areas, so shared work is a big part of
the school … and it has worked very well … it gives people the
opportunity to show their own leadership qualities.
–Community College Principal

Empowerment requires the principal to invest ‘in teachers the right to participate in the
determination of school goals and policies and the right to exercise professional
judgement about the content of the curriculum and means of instruction’ (Bolin, 1989,
p.83, quoted in Blasé and Blasé, 2001, p. 3).

Gladwell (2000, p.150) states ‘behavior is a function of social context.’ More
interestingly, he continues to argue that if you want to change people’s beliefs and
behaviour ‘you need to create a community around them, where these new beliefs
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could be practical, expressed and nurtured’ (ibid. p, 173). In relation to the concept of
liberation leadership we refer here to the need for leadership to create a situational
context where this is allowed grow and develop in an organically proactive manner
within the school – i.e. creating a ‘psychologically safe’ environment, with
consultation, participative decision-making, team structures, etc. Where there is an
overriding concern with relationships, encouragement and reinforcement, a nonthreatening environment ensues. ‘Principals who embrace these concepts … will
accord teachers’ respect and dignity and will help them to be more fully responsible
for work-related decisions’. (Blasé and Blasé, 2001, p. 3). This combination of respect
and dignity is the essence of empowerment. Liberational leaders recognise the benefits
of these structures and ensure transparent practices, engage a wide range of people and
build capability and capacity.

Each of the mentioned organisational actions and

structural articulations will remain inauthentic endeavours unless they occur in an
atmosphere of total openness and trust, viz.,

Transparent practices
I have discussed it all with staff and given them my perspective on it. (P2)
The sense of participation, the sense of involvement, the sense in which people
are being listened to … (P9)
… we have discussed it with the students. Parents might have slight reservations
but when they hear there is help they don’t have reservations… (P5)
I came in first day and I said, ‘lads what you see is what you get with me, that’s
the way it is’. Everything that happens is open, I put the finances to them, I put
everything and that door is always open. (P1)
I make a deliberate attempt to have an open door policy, for students, for parents
and for staff, in that order. I have to listen to people and if I’m not accessible
how am I going to make sure they get the service they require and need? (P6)

In spite of the edictal impositions (or maybe because of some of them) a more
democratic process for decision-making is beginning to filter through in schools.
Paradoxically, the redemptive concept of empowerment and emancipation is beginning
to percolate under the decree of such legislation. This type of ‘empowerment seeks to
put people in control of their lives by removing whatever is limiting them from
becoming makers of their own future …’ (O’Sullivan, 2005, p.527). Activities that
empower members of staff include consultation, distributed leadership, delegation,
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collaboration and cooperation, participative decision making, team structure and
transparent practices; in strategy management this is referred to as ‘engaging the
people’ and is an aspect in the dimension of strategic processes. Davies et al (2005, p.
22 ff.) make the very cogent and valid claim that engaging with people, formally
or/and informally, through strategic conversations and increased participation (via the
empowerment activities just mentioned) concerning the core issues that affect the
school, will enhance motivation and ‘… contribute to building increased strategic
capability in the school’ (p. 27).

The following paragraphs help illustrate this.

Consultation is dealt with first because it’s the only concept of the group that is given
special mention in the Education Act, 1998, Section 23 (6):
Wherever practicable, the Principal shall, in exercising his or her
functions under this section, consult with teachers and other staff of the
school.
[Note however, the codicil at the beginning: Wherever practicable, …]

Consultation
Before looking at what the principals have to say regarding these issues, it is
worthwhile considering Table 4.12, below. This illustrates the very high percentage of
principals who ‘very often’ and ‘fairly often’ engage the staff in consultation and in
decision-making.
Table 4.12: Frequency of consultation and decision-making
Fairly
Very
often
often
N = 25
%
%

Q

39
41
43
45
47

Staff are consulted about any change to their work
practices
Systems are in place to enable staff to raise
concerns about any uncertainties or conflicts they
have in their role and responsibilities
I ensure adequate staff consultation on changes
Staff have a say in all decision-making that affects
them personally
Staff have a say in decisions that affect the school
generally

Fairly
Very
Often
Often
N = 10
%
%

28.0

72.0

7.1

92.9

24.0

56.0

42.9

42.9

8.0

92.0

21.4

78.6

28.0

64.0

7.1

92.9

32.0

60.0

21.4

78.6

48

All decision-making is democratic

44.0

32.0

35.7

35.7

49

Staff have the opportunity to take part in decisionmaking in the school

32.0

56.0

50.0

42.9
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Such involvement is a ‘paradigm shift’ for many schools and is to be welcomed.
Further empowering activities and processes are evident from the following citations
from the interviews:
… we have at least 4 full staff meetings in the year and anything of significance
is debated and discussed … on a weekly basis there would be a meeting
[timetabled] of the assistant principals. (P10)
They [staff] won’t come here in September and see that they are in charge of
something, I’ll certainly discuss with them but I’ll suggest the portfolio that I
think is suitable to their temperament, their interests and to their capabilities.
(P9)
When people are appointed to a post, the first thing that happens is we’d have a
chat about what areas they’d like to get involved in
… (P5)

Other areas of empowerment
Table 4.13 summarises the other areas where teachers are engaged and where they
participate in the determination of school goals and policies and can exercise
professional judgement. Appendix 14 contains quotations from the interviews to help
support this table.
Table 4.13: Examples of Other areas of Empowerment
Empowerment Concept
•
Distributed Leadership

•
•
•
•

Delegation
•

Collaboration and
Cooperation

•
•
•
•

Participative Decisionmaking

•
•

Examples from Principals
Group leadership in: subject, curriculum, use of the Irish language,
discipline, books, and canteen facilities.
He coordinates that and liaises with central groups [in the locality] to
keep the policies rotating.
X deals with in-school career development; Y does community
liaison, etc.
I can say to teachers, ‘would you take care of that, would you research
that and would you come to the staff meeting with that?’
It is very important in a fast moving world that there is an individual
identified with the whole area of planning and that he/she is given the
resources for that.
The year head would bring all the problems to meetings and I have no
problem, no hesitation in giving full delegation to staff to work as they
see fit.
More volunteers than required;
Time given to boarding duties, extra curricular activities; study
evenings;
I don’t mind asking teachers to work, they’re very good here, they’re
marvellous. (P1)
We went to staff consultation then, laid out what everybody was
doing, asked what jobs should be done and made a list of those (P1);
Decisions prioritised by staff; full day to decided needs of school,
openly rating needs.
Staff meeting every 5/6 weeks, issues and grievances aired.
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But perhaps, where the greatest change has occurred is in the use of groups and teams
to help manage and lead the multitude of initiatives and activities now evident in
schools.

Team structure
It’s absolutely critical … I always encourage people to work as
part of a team rather than emphasising flying their own flag
– Comprehensive School Principal

One of the most frequent ‘spaces’ provided in schools for strategy management
activities involves the use of small groups and teams from among the staff. Davies et
al (2005) would view this as a typical example of ‘structural articulation’, which is one
of the elements associated with the strategic process, articulating the strategy.
According to Davies et al (ibid. p. 30), ‘Structural articulation is concerned with the
way that organisational arrangements are designed and set up to reflect a strategic
purpose. One clear way of seeing this is to look at groupings and meetings in schools’.
Some examples of groupings have already been alluded to in Table 4.13; now we see
examples of other school teams at work:
We had a management advisory group that met every Monday. … the way we
structured our management advisory group was different: we didn’t have post
holders, we have regular ‘post’ meetings as well now … a member of staff new
to the school would have been on this group. (P2)

This is an unusual arrangement and certainly not in any way representative of schools
in the sample. It arose organically out of necessity: the school was a green field site in
every respect, new building, a year 1 cohort only, and a new principal with
responsibility for selecting new staff from the very beginning. As the enrolment
increased each year more staff were selected.
We set up a team of four or five to identify policy areas that needed to be looked
at. The policy writing teams came from across the school spectrum and they
would identify things more long-term than the immediate … (P5)

The policy areas referred to here (P5) include statutory and not statutory requirements
arising from the many changes in the system over the last 5 to eight years. Examples
include, admissions, discipline, suspension and expulsion, special education needs,
guidance, Individual learning plans, homework, substance abuse, child protection, etc.
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Teams are also established to help co-ordinate the various programmes that the
schools has added to its curriculum:
In terms of formal stuff there is JCSP profiling meetings and LCA team
meetings and further education stuff because all that quality assurance stuff is
kicking in … (P1)

Broader Involvement
So far we have seen that activity in schools is no longer confined to teaching, extracurricular and co-curricular activities and minimal managerial duties. Also, it is no
longer the principal and deputy principal who provide management and leadership in
schools. There is increased leadership scope, both in depth and in width, throughout
the school community. Great attempts are being made to include as many stakeholders
as possible. At the core are the school management and teachers and on the periphery
are the Students’ Councils, the Parents’ Councils and the Boards of Management
(BOMs)10.

The language of ‘running’ a school is changing.

Innovations and

initiatives are occurring conceptually (i.e. the differentiation between leadership and
management, the emphasis on learning as opposed to teaching, etc.) and are occurring
at different levels within the school, e.g. in the classroom, the staff room and at
infrastructural level.

Not only has the workload of the principal changed and

increased, so also have the duties, responsibilities, accountability and expectations of
teachers and of all other partners in the school community. Even the ancillary staff has
not been excluded:

We’re beginning to involve the ancillary staff. On our health and safety
committee we have the ancillary staff involved, we have the students and
parents involved … A good secretary or a good caretaker can spot a student who
has gone home or spot something happening with bullying and it’s very
important for them to be given the tools … (P9)

Professional development – personal mastery
The dynamic nature of the Irish education landscape has necessitated teachers and
school management attend many more in-service and training courses than they
previously used. This affords people the opportunity of professional development,
personal mastery (cf. Senge, 1990) and the possibility to challenge and change their
mental models (cf. Senge, 1990; Hanford, 2003 and Davies ABCD model, 2001).
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Remember, from Chapter 2 what Sworder (2003, p. 92-93) proclaimed: ‘Attitudes,
habits, beliefs, scotomas and low self-worth can put the brakes on improving the
quality of our thinking, at the operational level, just as much as at the strategic level
…’. Continuous personal and professional development is now a big part of teachers’
and principals’ activity surrounding schools:
I encourage people to get involved with things like the NCCA or some other
work, simply because if it benefits them it benefits the school. (P2)
It’s very important to encourage teachers to take part and I always ensure that
new ideas and new courses are made available… so, we have had a lot of inservice courses. (P7)
… at the moment one is doing a Masters in the concepts of teaching Irish. We
fund people for ECDL courses, to do a diploma in Irish; six teachers received
training in SPHE in the last four years. (P5)
… Some do it at nighttime. Others were doing it at weekends. We’ve had little
bits of study leave given; we have a person doing the SEN course, she’ll be out
for 15 weeks next year, the school has encouraged that. (P4)
We can become very cosy in our classrooms; they’re all little independent
republics. So get out, get out and if you go to leadership courses, if you go to
in-service or if you take an interest in some research area, it just opens up; it just
broadens the mind … (P6)

School disruption
This extra workload however, is not without its inconveniences and disruptions for
schools. As one principal (P2) said: ‘The sometimes-conflicting demands and the
pressures on time are a huge issue’. Some of the principals were very concerned at the
amount of class contact time that can be lost, viz.
There’s a lot of in-service going on and that’s crazy. We’ve days where you
could have 6 or 7 teachers out and it’s a very big problem and they say you have
167 days tuition. If parents knew the real story they would be shocked at the
number of classes that are missed. (P9)
… where there are 6 people out on a particular day it really requires somebody
with an overall view to keep things on the road. It’s not the same as an office or
factory … We’ve got over 500 pupils that have to be looked after … (P10)
The Department will evaluate you on whether you’re delivering the curriculum,
the parents will, the students will. You want to put in all the other bits and
pieces but they’re going to take time. (P2)
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These views are consistent with and support the findings of MacManamly (2002, p. v):
‘Both in school and out-of-school in-service erode teacher time and impact negatively
on the day-to-day management of schools.’ MacManamly’s study was undertaken in
order to identify and quantify concerns expressed by management and principals’
representative bodies with regard to the support and in-services offered by the Second
Level Support Service (SLSS). She concluded thus: ‘As a result, principals feel the
time is coming when they will no longer be able to facilitate the release of teachers for
in-service.’ (Ibid. p.v)

Boards of management (BOM)
Principals themselves are not only involved with in-school activities and initiatives but
each has a commitment as secretary to the Board of Management (BOM). It was
interesting to note however, the attitude of principals to Boards of Management.
Looking at Figure 4.2 below, we find that 90 per cent of the interviewed principals
thought that their BOM should play a moderate to major strategic leadership role in
the affairs of the school, with 10% not sure. However, when asked the extent to which
they felt the BOM actually plays a strategic leadership role in the school’s affairs only
60 per cent indicated that the BOM plays a moderate to major role while 30 per cent
indicated that they play only a minor role, with 10 per cent unsure.
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Figure 4.2: The principals’ beliefs regarding their boards of Management

The degree to which you think the Board of Management (BOM) s hould play a s trategic leadership role
The extent to which you feel your BOM actually plays a s trategic leadership role in your school's affairs

5 0.0 0

50.00
4 0.0 0

Values

40.00
3 0.0 0

30.00

30.00

30.00

2 0.0 0

1 0.0 0

10.00 10.00

M in o r ro l e %

Not sure %

M od e ra te ro l e % M aj o r ro l e %

Principals view their boards of management as being very supportive but generally
find them an encumbrance, adding needlessly to their workload.

VEC schools

certainly look on their boards as an unnecessary layer of management, prompting
some principals to suggest:
The board of management were originally seen as bit of a nuisance. The board
knew nothing about the running of the school and were not confident to explore
the real running mechanism. They were seen as a layer to which the principal
was answerable and the principal was not all that interested in the board. (P2)
The BOM in the VEC hasn’t got any teeth and very often only rubber stamp
policies, school curriculum, and various activities. They’re very supportive but
they haven’t a clue about the needs of education, about the difficulties and the
pressures and the developments and the progress that goes on in the school. (P9)

VEC school principals can expect their respective local authority education officer
and/or CEO to provide training for the boards and in some schools this is already
occurring. Voluntary secondary schools, on the other hand, generally find that this
training is incumbent on the principal:
Principals have been landed with educating their boards on what’s going on
because they are all lay people who have their own jobs, their own careers and
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their own lives. They might pick up something in the paper but they won’t be
well read on most of the work. Some would be much more au fait than others.
(P4)
I’m never happy with what the BOM is doing. Most of them depend on the
principal to keep them informed. There’s a huge potential for boards of
management to be more proactive. There’s a serious lack of knowing the nittygritty of education, all the Acts. (P7)

However, not all comments were so dismissive of the role of the boards of
management. One principal does make an effort to understand and defend their role,
with a very empathetic comment:
They’re very supportive of everything in the school … I wouldn’t exactly blame
the members of the board. I don’t think they’re prepared for their role, just
coming in on a voluntary basis … (P10)

With another suggesting changes and possibilities for the future:

However, from the Education Act boards of management are going to become
very powerful and will have a hands-on influence on the day-to-day life of the
school. That is welcomed, because the principal can be very isolated and a
lonely spot to be. The BOM is then seen as a form of management supporting
the principal and bringing expertise that the principal would never hope to have.
Of course, that implies that the members of the board would make themselves
fully aware of the workings of the school … and so they will be involved in the
financing … in the curriculum … the use of the school after hours, and
eventually in the employment of staff. I believe that they should live within the
community, which the school serves, that’s their sphere of influence. They
would then be in a position to be in contact with the school far more that if they
were from outside … (P8)

Leaders as Exemplars
Kouzes and Posner (2003, p.14) refer to exemplary leaders as those who ‘model the
way’ and these authors make the argument that ‘Titles are granted, but it’s your
behavior that wins you respect … Exemplary leaders know that if they want to gain
commitment and achieve the highest standards, they must be models of the behavior
they expect of others.’ There are many examples from the semi-structured interviews
where it’s evident that the principals in Cork and Kerry ‘model the way’. These have
been categorised as follows: local community involvement, leaders as learners,
involvement in research and development, boundary spanning and networking. Table
4.14 summarises many of the activities that demonstrate principals modelling the way.

139

Chapter 4: Data Presentation and Analysis
________________________________________________________________________________________________________

Table 4.14: Exemplary activities of principals
Exemplar Category

Local Community
Involvement

Leader as Learner

Involvement in
Research and
Development

Boundary Spanning and
Networking

Examples/Quotations from Principals
Credit Union, GAA, Water Scheme; Developing Irish colleges; a strong
bond with the business, the sports, and cultural communities; raise
money for local activities, and a lot of cooperation with the town
commissioners or council; the school effectively is open from 8 until 10,
Monday to Friday; and every Saturday.
When I was appointed, one of the teachers said to me, “now that you’re
principal will you stop doing all the courses”; I’ve had to go to a lot more
in-service to keep myself informed; involvement in the LDS programme;
Diploma in SDP, developing facilitation skills; the Masters was more
useful in terms of thinking. The JMB one was quite useful in terms of
nuts and bolts and pragmatics.
A DES lead program called Quality Partnership with the state of Hess in
Germany; The ORBIT programme; been involved in a project called
European Studies.
I’ve a lot of contact with schools here in town and also through a couple
of organisations; I try and go to conferences because I learn a lot about
how people address stuff; Those courses are helpful, they bring you out
of the school environment, with peers that you can have open and frank
discussions with.

Overriding Concern with Relationships and Encouragement

… small things; you can have your mission statements and big
picture stuff all you like but it’s the ‘bother like’ for the kids, I
stand inside the front door from 8:30 to 9:00 every morning and
say ‘hello’ to every child.
–Voluntary Secondary Principal

The discussion in Chapter 2 indicated that the concept of liberation leadership carries
with it the supplementary codicil, ‘the freedom to’. This perspective is far more
challenging than ‘freedom from’ because, according to Gold (2003, p.59),
… freedom to do things and to be somebody means taking relationships
with others more seriously … It means recognising that true freedom can
never be obtained through isolation or self-interest, but through building
relationships centred on solidarity, sharing and even love.
There are many examples in the interviews where the principals engage in and
demonstrate relational endeavours: building good basic relationships, individual
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encouragement,

celebrating

accomplishments,

affirming

good

practice

and

establishing edifying rituals:
Relationships
I like to be proactive and I do a lot of corridor work, it’s very important to know
the students. I know every one of our students on first name terms, 600 of them.
It’s very important being out there, you meet staff, and you would hear things
from staff that probably would tie in with something else that you’d hear from a
student … I don’t like the idea of being locked in an office … (P9)

A significant observation about this principal’s (P9) office layout is that it was the only
office in which the main desk did not create a ‘barrier’ between the principal and me.
P1’s desk was positioned along one of the sidewalls so that there was complete openbody communication between us during our interview. When asked about the layout,
the principal said, that whenever he has somebody in the office he never likes to ‘have
a barrier between them and himself’. Another place where barriers tend to be dropped
is in the staff room. The following principal is more gregarious in his approach to
relationships, recognising the advantages of informal staff room chat and what may be
learned from listening:
A lot happens informally in the staff room, you’d get a lot of ideas just being
over there with them and I’m in the staff room maybe ten times a day. Late in
the afternoon is a great time to have a cup of tea with someone and listen …
(P7)

One principal, who uses the concept in a rather political manner, mentions the concept
of emotional intelligence explicitly:
… it’s more important to have a 100% harmony and 98% perfectionism, rather
than vice-versa. A principal should be selected for what Goleman said, this
emotional intelligence thing. It’s not good enough to pick a principal because of
his academic ability or his teaching prowess. It’s very important that a principal
is people friendly … (P5)

Other principals emphasise the concepts of care and support necessary in their
relationships with teachers and students, with one assuming an aspect of
servant leadership towards her staff (P1):
Memory is probably the most important thing. If some of them were at a boxing
match or going to visit somebody in hospital, if you remember to talk about
those things to them and try and celebrate when they do something well, that
helps them understand that you care about them … The same with the teachers
… I never sign letters as principal because essentially I’m only here for them so
I see myself as just helping them. (P1)
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I was very supportive because she is an excellent teacher and she was very upset
when she was here with those parents; she said, ‘you’re being extremely
supportive and I appreciate the way you stood up for me there, the way you
were firmly there for me.’ (P9)
Caring and supporting covers everything, because then you want the best for
everyone and yet you are aware of their limitations or their abilities, or lack of
abilities and you factor that into whatever you are doing for them. (P3)

Encouragement
Table 4.15 summarises where and in what manner principals encourage and affirm
individual good practice within the schools.

Table 4.15: Encouragement Activities from Principals
Encouragement/Edification

Examples/Quotations from Principals
•
•

Individual Encouragement
•

•
•
Affirm Good Practice

•
•
Establish Edifying Rituals
•

Everybody should be made feel important … it’s the principal’s
duty to encourage that sense of importance in people. By doing
that they are valued, they are appreciated (P8)
A word in praise to somebody in the staff room … People
really appreciate being acknowledged in front of their
colleagues (P4)
There is need to encourage people who are 4 or 5 years into
teaching: ambitious, huge ideas, and creative. They see their
future in the school and you need to be able to work with and
affirm that (P10)
Praise and be positive. Always when something happens try to
look at the positive side (P7)
I would see it as giving back confidence to the staff because
they were in a place where they were so used to not having
confidence and trust. They do their jobs well here, they teach
well, they manage well and they look after one another well
(P1)
I try very hard to turn up at things that matter and to support
them in things that matter.
We organise an annual Awards Night. We celebrate the
achievements of our pupils in different areas: academic,
sporting, hobbies, cultural, teamwork, etc. We also have class
awards.
For the JCSP we have half-a-day where pupils demonstrate and
perform for their parents, work they have being doing all year

Once again, it is here, from the interplay of messages that inheres in these quotations
and in Table 4.15, that liberation leadership is being manifest, here that we begin to see
some of the elements that characterise liberation leadership: a loyalty to the
relationship, reaching beyond the concerns with efficiency, and a displaying of a
categorical sense of care.
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Concluding Remarks
In the earlier chapters, in an attempt to explain liberation leadership and strategy
management, it was necessary, generally, to consider each separately, as if they were
mutually exclusive. This decoupling and separation of the concepts is, however, a mere
theoretical fabrication. It is as threatening to school development as would be the
separation of Siamese twins to each other’s well being. Liberation leadership and
strategy management are interactive and dynamically coexistent constituents in the
effective development of schools; each influences the other and vice versa. Their coexistence is symbiotic and their synthesis is organic.

Strategy management consists of the following dimensions:

a. strategic approaches: strategic planning, emergent strategy, intrapreneurship,
and strategic intent
b. strategic processes: conceptualising, engaging people, articulating the strategy
and implementing the strategy
c. strategic thinking, its development and progression
d. futures thinking and perspectives
e. the ABCD model.

Liberation leadership creates and maximises the conditions required for, inter alia,
strategy management to flourish. It does this by ensuring that ‘space’ is provided in
schools where the following practices and their associated elements become
interwoven into the very fabric that is strategy management.

a.
b.
c.
d.
e.
f.
g.

participative decision-making,
the empowering of others
challenging and agitating the education process
dream building / visioning
encouraging and reinforcing
having leaders who are exemplars
an overriding concern with relationships and encouragement.

These dimensions and practices are synergised in Figure 4.3 below, illustrating the
dynamic, coexistent interdependency between strategy management and liberation
leadership.

The dashed lines mean that boundaries are permeable, allowing for

intermix; while the broken circle is indicative of communication with all other areas of
the school community.

Figure 4.3 illustrates, generally, the findings from this
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research: evidence relating to the complete gamut of strategy management co-existing
and interdependent with liberation leadership practices; more about which will
discussed in the final chapter.
Figure 4.3: The dynamic intermix of liberation leadership characteristics and strategy management

School
Leadership
&
Management
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Notes:
Chapter 4
1

Secondary Schools are officially referred to as Voluntary Secondary Schools and can include male
only, female only and co-education, generally under the patronage of the local clergy. (Cf. Appendix 1
for a more comprehensive explanation)
2

(Hhttp://www.education.ie/home/home.jsp?maincat=17216&pcategory=17216&ecategory=17241&lan
guage=ENH – sourced June 2007).
3

In hindsight, I would agree that shortening the questionnaire might have increased response rates. For
future use I would omit questions 4, 6, 7, 25, 63, 64, 107, 110. I now believe that the omission of these
questions would not detract from the quality of data required to complete the research.
4

The original intention was to interview all 14 principals. However, by the time I was ready for
interview, one principal was on indefinite sick leave, two had been appointed to more senior positions
elsewhere in the country. Involving the remaining two would have resulted in a strong bias towards
Vocation School principals in the remaining sample.
5

The sixteen descriptive characteristics used may be seen in Appendix 7, questions 77 -92.

6

These results are very relevant and timely given the recent report, “Understanding the Social
Outcomes of Learning”, (OECD, 2007). This is a ‘first pass’ report which recognises that ‘education
affects people’s lives that go far beyond what can be measured by labour market earnings and economic
growth’ (p. 9); claiming that, in general, better educated people are healthier, and take more part in civic
and social engagements. The report attempts to answer such questions as, inter alia, ‘what is the role of
education in instilling values to do with well-being and social cohesion, as well as employment? How
far is the goal of active citizenship recognised and implemented in educational practice?’ (Ibid. p. 9)
7

ORBIT (Outdoor Resources Brought Into Teaching). The programme is being piloted in conjunction
with Cappanalea Outdoor Education Centre and Killarney National Park Education Centre and is under
the auspices of an EU programme called ESPAIR. Particular emphasis is placed on facilitating student
learning through a practical approach to many subjects, in particular, Science, History, Geography,
Mathematics and Home Economics.
8

The Q column in Table 4.10a corresponds with the question number in the questionnaire.

9

Table 4.10b is a subgroup extracted from Table 4.10a and where the results have been collapsed into
‘agreed’ and ‘disagreed’. It has been further amended by including:
• the equivalent percentage results of those group of principals not including the final selected
ten – figures in parenthesis – and
• the equivalent percentage results of the group of ten – figures on the right of the parenthesis.
10

BOM’s have been nudged to the periphery because their influence and role is seen as problematical.
The influence of the Board of Management on a school depends on what sector that school belongs to.
Schools in the Voluntary, Community and Comprehensive sectors are influenced to a far greater degree
and more immediately than are schools in the Vocational sector.
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Chapter 5

CONCLUSION
Introduction
It is evident that Ireland is no longer isolated from the rest of the world. Due to
globalisation the parochial has transmuted (some would say, ‘transgressed’) to the
‘glochial’. For the past ten years schools have been experiencing an unparalleled
amount of initiatives and reforms, many of which have been traced to the effects of
globalisation. Greater demands are being made and the requirements of varying and
many partners in the education community are becoming louder. Accountability,
standardisation, value for money, performance indicators, and quantitative
effectiveness and efficiency procedures are being demanded more and more. The
agenda of the marketplace is now beginning to dominate, running parallel with the
ideological domination of the church.

The continued interdependency between

education and the economy in Ireland may be traced to the publication of Investment in
education in 1966. As Clancy states (1986, p. 125, quoted in Murphy, 2005, p. 58),
this ‘marks a distinct reorientation in Irish education’ and he continues,

In the wake of the adoption of a programme for economic
development, with its commitment to economic growth and export
oriented industrialisation, the educational system would henceforth be
assessed by its capacity to facilitate the achievement of these new
economic objectives.
Nevertheless, ‘Education Incorporated’ has not, as yet, tainted our education system
here as much as in the American public schooling system1.

However, many are

fearful that the cultural reconstruction as outlined by O’Sullivan (2005), the ‘EU
cascade’, together with the emerging competition amongst local schools for student
intake, is impacting on Irish schools to such an extent that the ‘…universal ethics of
the human person …’ (Freire, 1998, p.114) may be slowly eroded and replaced by the
universal ethics of the global marketplace. There is, thus, a tension between the
individualised values of the economic imperative and the universal ethics (of the nonmarket or anti-market) of and for the public good.2

146

Chapter 5: Conclusion and Recommendations
________________________________________________________________________________________________________

Knowledge Economy and Knowledge Society
There is always a temptation for policy-makers outside the education field to view
education from a purely economic and functional perspective. But surely, the primary
purpose of education is to give everyone the opportunity to achieve their own full
potential, as individuals and members of society – local and global. Hargreaves (2003,
p. xvi) makes a very coherent and perceptive discernment when he distinguishes: ‘The
knowledge economy primarily serves the private good. The knowledge society also
encompasses the public good. Our schools have to prepare young people for both of
them.’ (Emphasis added). ‘It is not only knowledge workers who contribute to society,
competencies in creativity, tolerance, appreciation of diversity and social skills also
form an important part of any high quality education system’ (Dempsey, 2004, p. 1).
Hogan (1995, p.230) argues a similar theme: ‘… when viewed as a practice with its
own integrity, education includes attention to the social and the economic-vocational
aspects of human experience. …’. (Emphasis in original).

Fullan (2001, p.17 quoting Coleman (1990) develops the idea a little further:

Public schools need to develop ‘social capital’ - to help produce
citizens who have the commitment, skills, and disposition to foster
norms of civility, compassion, fairness, trust, collaborative
engagement, and constructive critiques under conditions of great
social diversity. Schools also need to develop ‘intellectual capital –
problem-solving skills in a technological world – so that all students
can learn.
Even the OECD is awakening to the social ‘demesnes’ of learning.

Its recent

publication with CERI, ‘Understanding the Social Outcomes of Learning’ (OECD,
2007), attests to that. In this report it is stated that, education is vital for economic
success but education also has significant social effects.3

The challenge for educational leadership is to attempt to construct a balanced
democratic environment of consonance and congruence, where the whole school
community will work together towards preparing its young people for an everchanging world without losing the ‘universal ethics of the human person’. In this
scenario the ethics of critique, justice and caring become woven into the very fabric of
the culture of the school. And, as Saul (1995, p.138) states, a primary purpose of
education is ‘to show individuals how they can function together in a society’.
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Thesis Purpose
The purpose of the thesis was to investigate how principals are coping and dealing
with the increased changes and workload as they have developed and changed over the
last five to eight years. These changes have resulted from greater market forces
influenced by the effects of globalisation on the economy. This has led to a fear that
education will become a commodity (a ‘little piggy for market’) and lose its social
affects – that the whole educational process itself will be saturated with market-place
values and ideals. Having been an educator for the past thirty years, I would like to
think that the propriety of educational leaders would lead to a discernable integrity
with regard to ensuring that the ‘universal ethics of the human person’ will not lose
out. Investigating the extent to which schools and school leaders are creating and
sustaining a school environment in which the entire process of the educational
encounter is democratic, moral and critical becomes part of this purpose. As
propounded by the OECD (2007, p. 64):
The classroom climate and the broader school environment often
referred to as school ethos, can have a substantial impact on individual
learning and in turn social outcomes. It is now widely recognised that
schools do more than simply transmit knowledge, as laid down in the
official curricula. Education is understood as a wider socialisation
process. In schools, students are picking up an approach to living and
an attitude to learning, which is not explicitly taught by any teacher or
by the school. Students are affected by a number of class and school
level factors, simply through their experience of attending; resulting
influences are not necessarily stated as educational objectives of such
institutions.
Leadership is key to this; liberation leadership is critical. It is important to continually
re-evaluate the concept of leadership in such a dynamic context to ensure there are no
lacunae or leadership black holes. After all, what suited an industrial-age, one-sizefits-all education model, is not what is required in a knowledge-based information led
context.

Horner (2003, p. 35), suggests that while prior research and theory on

leadership provides a strong foundation and basis to work from, it is ‘not enough to
fully understand what makes leaders successful in changing environments. Leadership
… needs to be continually studied so that assessment and training processes are
appropriate for current leadership contexts’, contexts that are in a constant state of flux.
But leadership needs a medium through which to express its work productively, and
strategy management fulfils that role.
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It is now widely accepted that educational encounters are complex and ethical in
nature. The vision of strategy development in education encompasses a value-set that
includes values of community, justice, caring, critique, participative democracy, and
personal and professional learning. Each of these values has been very apparent in the
reported practices of the interviewed principals, as indeed have the various dimensions
and activities of strategy management.

Courting strategy management through the concept of liberation leadership attempts to
create an environment in which learners and educators (independently and
collectively) will be enabled to critically question their educational engagements. This
courting endeavours to agitate and challenge systems (i.e. the systemic status quo),
inspire a shared vision, enable others to act, create a process in which people intend
significant changes, and to an embracing of diversity of opinions and alternative
interpretations of meaning.

One of the fundamental purposes of strategy is to enable and empower organisations to
achieve and maintain the highest level of effectiveness in meeting the educational
needs of learners within a constantly changing and complex environment. Developing
strategy involves engaging in strategic processes as depicted in Mind Map 2.1. How
these may be used in practice, together with the strategic approaches, is outlined in
Figure 2.6, which illustrates a conceptual framework for general strategy management.

Managing Strategy
There is evidence from the data to suggest that the second-level principals who were
interviewed do engage with the elements of the strategic process, albeit not necessarily
because of a deliberative and proactive approach towards strategy management. They
stumble into the process inadvertently as part of what they do as liberation leaders; the
process is neither structured nor formalised. Their visions and dreams lead organically
to strategic intents, which as we have seen in Chapter 2, appear to be the most
influential with regard to a school’s attempt to build and sustain a liberation leadership
environment. Strategic intents tend to ‘get done’ in spite of turbulence (or indeed
because of it), probably because the approach contains broad outlines rather than
detailed operational plans. I am not suggesting that the other three strategy approaches
are less important, but I feel that they tend to occur and be dealt with in a more
‘technical’ manner than does strategic intent, (cf. page 57 for further development).
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Many other principals are not so ‘lucky’. Currently, in many post-primary schools,
there is a vacuous hiatus occupying this space between strategy and leadership,
although this is beginning to change with the introduction of leadership programmes
being introduced by the DES, e.g. the LDS programme. Many principals have lauded
the LDS programme and acclaimed its contents and facilitation.

However, the

programme needs to be extended to include the involvement of assistant principals also
and not be confined to only the principals and deputy principals.

The issues

surrounding management and leadership succession need to be addressed without
delay.

Discussion Concerning the Key Questions
The extent to which the investigation has answered the key questions is now discussed.

1. How has the work of the principals changed in the last five to eight years?
One hundred percent (100%) of the principals agreed that their workload has increased
considerably over the last 5 to 8 years. Their responses agree with much of what has
been stated, nationally and internationally, regarding the nature of this workload:
•

Compliance with legislative requirements with regard to issues of equality,
health and safety, child protection, absences, suspension and expulsion, etc.

•

Cultural diversity and its implications for teaching, learning and school ethos
and culture

•

More transparency and participation – consultation, peripheral inclusion, e.g.
Students’ Council, Parents’ Council, Boards of Management

•

Greater accountability and responsibility – for finances, plant and machinery,
standards, expectations and quality of learning and teaching

•

Need for whole school development planning and production of relevant
documentation

•

Whole school evaluation (WSE) and subject inspection changes

•

More socio-psychological intervention required – counseling in many areas,
e.g. use of drugs, alcohol, bereavement, bullying, home problems, suicide

•

Continuous personal and professional development

These outlined commitments have had a critical impact on increasing the
administrative load of the principals.

More than seventy per cent (71.4%) of those
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surveyed (n=35) are of the opinion that the administrative aspect is taking time from
the professional leadership of the school, with 20 per cent remaining undecided. One
principal, who has been in-post for 30 years, described the situation thus: the amount
of material that comes into the school that requires a response or reply or action is
quite large altogether; it really has grown exponentially. And yet, 68.6 per cent of all
principals surveyed are of the opinion that most of the workload is not important to the
efficient management of the school. It seems that the policy makers and/or those who
expect the administrative returns have expectations concerning the efficient
management of the school that appear not to be aligned and congruous with those of
many of the principals. This would not be uncommon for top-down impositions and is
certainly problematic for the principals.

2. By what means are principals coping with the workload and changes in
general? Who else in involved with them?
From the evidence it appears safe to conclude that the principals who were interviewed
are embracing and indeed cultivating change: 90 per cent of the interviewed principals
support change, creativity and innovation quite a lot, in their schools. These changes
are occurring within and amongst their staffs and the immediate periphery of the
school community. None of the principals displays any symptoms of inertia; nor are
they accepting of the status quo with regard to many aspects of school life:
•

The workload is distributed amongst other members of the school community –
greater devolvement of management and leadership activities not just to
individuals but also to small specialised groups and committees, e.g. school
development planning, PR, guidance, intake, finance, pastoral, discipline, etc.
Research and development and peer presentation is also beginning to filter
through among some staffs. This is a welcome and salutary innovation for both
individual members of staff and the school generally.

•

Structural and conceptual articulation are very much in evidence –
establishing the various committees and teams attests to the structural
articulation, the most radical of which was the principal who rearranged the
structure of the assistant principals and special duties teachers. Conceptual
articulation is seen in the changing perception regarding the differentiation
between management and leadership, the greater emphasis on learning as
opposed to teaching, and the distribution of power resources leading to the
hierarchy becoming ‘flatter’.
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•

Participative democracy is practiced, where practicable – consultation, setting
up and convening meetings of Boards of Management, Parents’ Councils, and
Students’ Councils, regular staff meetings, policy committees, team work, and
advisory groups

•

Personal and professional development (building capability and capacity) is
encouraged – continuous professional development (CPD) is leading to
personal mastery, changing beliefs and mental models, e.g. the conceptual
constructs referred to earlier, pedagogic practices, and lifelong learning
amongst all involved in education

•

Strategic thinking is evident in many of the activities undertaken by school
leaders. Even though the constructs strategic thinking and strategic intent are
not explicitly mentioned by the principals, it is, nevertheless, clear that many of
their objectives and proposals are strategic in nature (albeit inadvertently), i.e.
they required the practices of the strategic processes and the ABCD model for
their conceptualisation, articulation, development and implementation, for
example, the introduction of the ORBIT programme in one school

•

Principals themselves are ‘modelling the way’. Many principals are strongly
associated with their local community and coordinate activities between the
school and community groups.

Some are heavily involved in their own

continuous personal and professional development, including research. There
are many examples cited where principals act as exemplars and model the way;
these may be categorised under: local community involvement, leaders as
learners, involvement in research and development, boundary spanning and
networking, and miscellaneous.

3. Is there a greater involvement of school leadership in out-of school activities
than used be the situation five to eight years ago?
Not only are the teachers retraining and re-skilling for additional courses and updating
syllabuses but post-holders, deputy principals and principals are becoming continuous
learners in order to stay abreast of and remain informed of the unceasing changes that
affect their roles as members of school management teams. The genesis of many
initiatives and changes exist, not in the internal organic development of the school, but
in the general impositions and edicts advanced from outside the school, more often
than not, top-down impositions. Arguably, the most influential of these have been as a
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result of the Education Act, 1998, the Education Welfare Act, 2000, the School
Development Planning Initiative (SDPI) and the Whole School Evaluation (WSE)
process by the DES Inspectorate. As the various legislative requirements and other
initiatives begin to unfold many educators find that their need to re-skill is imminent;
education reconnaissance alone is no longer sufficient. The realigning and reorienting
role of school management and leadership requires principals and other educators to
attend many more out-of-school courses than they previously used to. At the moment,
the most prominent of these (and first of its kind for the Irish system) is the Leadership
Development for Schools programme (LDS). This is a personal and professional
development service that caters separately for first-time and established principals and
deputy principals, specifically in management and leadership training.

The entire legal area arising from the various ‘Acts’ is a virtual minefield for school
leadership and management. VEC’s and Patron’s of many voluntary secondary schools
now retain the services of a solicitor more so than previously.

Principals are

continually seeking legal opinion before they take action on many issues, viz.,
suspension and expulsion of students, making public the many school policies
(admissions, health and safety, discipline, bullying, etc.). They continually request inservice training on the ramifications of many of the Acts that now apply to the legal
regulation of education.

Authoritative texts concerning education and the law,

covering such areas as negligence law, health and safety law, employment and equality
legislation, are now appearing more frequently on the desks of principals. (Cf. Farry,
1998; Glendenning, 1999; and Glendenning & Binchy, 2006).

4. What evidence is there to suggest that greater innovations, experimenting, and
risk-taking are happening in schools in recent times?
It is now universally accepted that the plethora of innovations and initiatives over the
last ten years have transformed many activities in the education system, from teacher
training, through learning and teaching to participation in ‘running’ a school. It is also
acknowledged that the transition has neither been easy nor ephanic; the dearth of
documentation as we have seen, is but one example which attests to that. Many of the
practices have occurred and are occurring at different levels: structural, conceptual,
management, personal and governance. From this small-scale investigation, we can
list many of the innovations and risk-taking ventures undertaken by schools, viz.
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•

School policies researched and developed by staff

•

Staff students and parents consulted on many issues that affect them

•

Innovative pedagogy – the ORBIT programme, cooperative learning

•

Greater use of teamwork, not only in teaching but also in SDP

•

Greater delegation, and distribution of power

•

Boards of Management, Students’ Councils and Parents’ Councils

•

Participative decision-making increased

•

More frequent and widespread consultation

5. How do principals describe the general ethos of the school? And
6. What vision does the principal have for the school?
There is a coterminous coherence between these key questions and therefore they will
be discussed together.

The values and value system of the school community are the roots of the unique
culture and ethos of a school. (The varying contexts of each school will determine the
priority assigned within the value-set.) Values are concerns about what ought to be;
they are dispositions which incline us towards particular structures, tasks and patterns
of behaviour. Vision is the living out of shared values. Vision is what you want to
create or recreate based on the shared personal vision of participants, an image of your
desired future. Vision is an image of the kind of school people want and the values
underpinning this. Value positions dispose us towards particular aims, structures and
working methods. Values clearly understood and shared by all, form in a coherent
thread throughout the school. This coherence is seen between values and aims and
curriculum and assessment systems. It flows from aims, through school and class
structure and organisation (grouping by age, ability, or curriculum choice). The
curriculum (breath and depth balance, common or differentiated, subject based or
interdisciplinary) is consistent with aims and structures, and supported by appropriate
pedagogy and materials. Figure 5.1 represents a diagrammatic portrayal of this:

154

Chapter 5: Conclusion and Recommendations
________________________________________________________________________________________________________

Figure 5.1: School values thread

Living out

Vision

Flowing through

Values

Aims, Structures,
Working methods

The core values espoused by the interviewed principals include, caring, kindness, love,
diversity, tolerance, self-fulfillment, collegiality, team spirit, participation, and a sense
of community. The visions outlined by the principals express and reveal the value
systems and characteristic spirit that are in place in the school. They also reflect where
the school is currently at, i.e. the life stage of the school; and of course the structural
articulation and processes in place are interdependent with values and vision.
Visioning forms an integral part of both strategic management and liberational
leadership. From that platform the school is enabled to develop strategic intents and
provide a kind of ‘touchstone for goal setting’ and ‘an effective vision is considered to
be one which defines ways into the future …’ (Kakabadse, et al 1998, p.1). Many of
our interviewed principals are looking to the future and are giving voice to visions that
‘… attempt to permeate the organisation and give coherence to diverse activities’,
(Senge, 1990, p.206). We drew attention earlier to P8’s comments on his concept of
leadership with regard to vision: ‘I would see the principal leader putting a vision into
action …’; many of the other principals also have visions they would like to put into
action. From many of the excerpts it is not difficult to discern where the vision is
shared, where people are engaged and developed, and where strategic conversation has
occurred. Even though these principals do not articulate such, it is not impossible to
imagine that these visions will lead to strategic intents. These broad and vague visions
will become a series of achievable, challenging and significant activities for the school,
which then sets about building capability and capacity throughout the staff in an
attempt ‘…to ‘leverage up’ the organization to perform at much higher levels’ (Davies
and Ellison, 2003, p. 39). Moreover, especially from the quotations of P1, P4 and P5,
we notice the possibility and the need for change to occur at the individual level
(mental models and personal mastery – cf. Chapter 2) as well as at the level of the
school (structural changes and a psychologically safe environment). Cultural and
attitudinal changes are required for success and sustainability of their intents, e.g. the
lifelong and lifewide education through the Irish language, proposed for Corca
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Dhuibhne; the perception and self-esteem of the teachers, parents and students in P1’s
community; the development and sustaining of collegiality and co-operation among
any group of teachers is impossible without building new mental models. It is worth
noting again what Gladwell (2000, p.150) states: ‘behavior is a function of social
context.’ And, more interestingly, he continues to argue that if you want to change
people’s beliefs and behaviour ‘you need to create a community around them, where
these new beliefs could be practical, expressed and nurtured’ (ibid. p, 173). In relation
to the concept of liberation leadership we could refer here to the need for leadership to
create an environment where these are allowed grow and develop in a proactive
manner within the school – i.e. creating a non-threatening and a ‘psychologically safe’
environment, participative decision-making, team structures, etc.

7. What do principals think about the process of the current system of education?
As was portrayed in Figure 5.1 the school ethos and values thread aims, structures and
working methods throughout the school. However, this is not unproblematic. To use
the famous phrase of Covey (1992), the map is not the territory; what is espoused is
not necessarily what happens in reality – in the classrooms, the staff rooms, along the
corridors and generally within the school environs.

This is equally true of the

processes within and of the education system generally. The findings from this study
would appear to suggest that the interstices of the formal school curriculum are packed
with activities that champion and advocate liberation leadership. It is places other than
these spaces that the principals find misalignment; between rhetoric and praxis, values
refraction occurs.

This becomes evident when we consider the agitating and

challenging the status quo which the interviewed principals were engaged with: special
education needs classes and personnel, resources for less academically inclined
students, e.g. the LCA and the LCVP, access to psychological services, teaching
resources for the ever increasing number of international students, etc.

All ten of the interviewed principals (100%) believe that education is now primarily
preoccupied with accountability schemes, value for money, monitoring, performance
indicators, testing and accreditation. This was not surprising, given that probably a
very large proportion of their time is immersed in the administration surrounding these
areas. Not surprising either was that nine out of ten of them (90%, with one principal
‘undecided’) believe that education should devote more time to the ethical issues of
critique, justice and caring, and the political socialising of the 'universal ethics of the
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human person'.

There is definitely a case to be made for reviewing the formal

curriculum and processes associated with it (e.g. pedagogy, learning processes,
assessment), with a view to ensuring that education is not defined purely in terms that
measure its usefulness only against its contribution to economic growth, cultural
uniformity and consumerist market place values. This can be helped by making sure
that the formal curriculum spends more time looking through the lens of civic and
social engagements that takes as their organising principle the language of morality,
civic courage, and social compassion. In doing this, the public objectives of education
will be advocated and proclaimed explicitly, allowing them greater opportunity for
catholic application across the entire system.

Coterminous Objectives
The other objectives, which are contiguous and interdependent with the key questions
and purpose of the research, will now be discussed. These objectives include:
a) Explore how responsive second-level schools are with regard to
empowerment and emancipatory issues, i.e. discover the extent to which
leadership within the schools is liberational
b) Investigate and illuminate the strategy management process in those
schools that display liberation leadership qualities
c) Describe and articulate these processes, perspectives and responsiveness
d) Consider and possibly generate tangible recommendations to make the
schools more aware and more responsive to strategy management and
liberation leadership.

Strategy
As is the situation in the literature, the principals’ perception of strategy is not in any
way uniform. There is no accepted coherent definition and its nuances are reflected in
how the principals understand the concept. While they may not have been as confident
in their complete grasp of the concept of strategy, the principals nevertheless,
suggested many relevant activities associated with strategy management: scanning,
reflecting, long-term planning, different scenarios, strategic intents, and futures
thinking. They utilise all four strategic approaches in some form or another, without
necessarily being conscious of their labels.

157

Chapter 5: Conclusion and Recommendations
________________________________________________________________________________________________________

It was evident from their responses that the principals felt more at ease when
discussing management and leadership.
Management, leadership and liberation leadership
The principals perceive,
•

Management as basically a task oriented occupation which consists of: the nuts
and bolts of the school, day-to-day operations, maintenance of building, budget
resources, supporting through resources and doing the paperwork

•

Leadership as being based more on inspiration and expectation and involves
greater interpersonal skills and a strategic management role.

The most

common aspects involve the engagement of people in the school community in
some way and ‘showing a direction’ for the school. The principals’ concepts of
developing a shared vision and a futures perspective – conceptualisation and
strategic thinking – are outlined, as is the concept of the situated context of the
school in a much wider community.
•

Liberation leadership as extending the concept of leadership a little further
where the interpersonal and strategic roles are more developed. Leadership is
now no longer the province of a single individual but is distributed throughout
the school. This increased relational engagement is achieved by encouraging,
including, empowering, freeing, giving more responsibility, allowing,
participating, collaborating with, devolving leadership and recognising and
acknowledging talents.

Table 5.1 summarises these conceptual understandings of strategy, management,
leadership and liberation leadership. Note that this table is not an exhaustive
typology of practices associated with these four constructs, rather the summary
of practices associated with the principals’ understanding of the constructs as
evident from the semi-structured interviews.
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Table 5.1: Summary of practices associated with the principals’ understanding of the concepts of Strategy,
Management, Leadership, and Liberation Leadership

Strategy

Management

Leadership

Liberation
Leadership

Scanning

Nuts and bolts of the school

Inspiration & expectation

Leadership distributed

Reflecting

Day-to-day operations

Strategic management

Empowerment

Long-term planning

Maintenance of building

role

Encouragement

Different scenarios

Budget resources, Supporting

Interpersonal skills

Including

Strategic intents

through resources

Engaging people

Allowing

Futures thinking

Doing the paperwork

Showing direction

Participation

Shared vision

Recognising and

Futures perspective

acknowledging

Wider community

Strategic opportunism
The recognition and acknowledgement, by the principals, that other people in the
school have a major role to play in leadership activities is encouraging. Except for
changes recommended and imposed top-down, planning and decision-making are
devolved, at least to some extent, to those people who are at the chalk face of the dayto-day activities of the school. For a school to be strategically and liberationally
responsive and sustainable a suitable environment needs to be created. When the
school becomes a psychologically safe space many others will have opportunities for
empowerment, become more innovative, participate in ‘running’ the school,
communicate more easily with others and express feelings more openly. Drodge and
Cooper (1997, p. 212) would characterise these schools as having ‘strategic
opportunism’, where there is flexible decision-making and empowerment of staff,
within a balanced directive/participative approach. It is in such an environment that
people will develop and exercise their capabilities and express their experiences;
according to Young (1990), they will participate in determining their actions and the
conditions of their actions.4
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Moral responsibility
Liberation leadership with strategy management challenge educational leaders to
reclaim their rightful role as intellectual activists promoting an ethical and democratic
way of life and reminding society of the essential roles that schools play in supporting
democracy and informing the judgments and values of learners while providing the
skill-set necessary for preparation for work. ‘It is the informed judgment’, according
to McGettrick (1996, p. 12), ‘that liberates society and the individuals within it.’ One
way to work towards this reclamation is to have educational leaders who are
purposeful, moral, and courageous. Commenting on the work of Dantley (2005),
Kochan & Reed (2005, p.1-3) summarise that he believes schools can be sites where
social change is birthed, but critical self-reflection and strategising will be needed to
resist the persistent policies, procedures, and organisational behaviours that foster and
perpetuate an undemocratic status quo. Furthermore, Dantley (ibid) sees leadership as
a balance of the technical and moral, whereby educators have a moral responsibility to
everyone in society. When this type of leadership is implemented, social justice can
thrive and the needs of all sides can be better met. This mix of the technical and the
moral is satisfied by liberation leadership and strategy management working trough
and within the ‘politically edgy’ or ‘agitational’ theoretical concept of critical social
theory (CST). This process ensures critical self-reflection, agitation and strategising in
order to inform the judgment ‘that liberates society and the individuals within it.’
(McGettrick, ibid.).

Problematic?
The courting of strategy management through the intervention of liberation leadership
may be problematic and more complex than imagined.

It occurs against the

background voice of CST and is a dynamic mingling of ethical leadership practices
interwoven with a business model, alien and often anathema to many in education. As
for CST, it is, paradoxically, both its own best friend and worst enemy. CST speaks to
us through the language of our own culture but, because of its reflexivity, it never
leaves our culture undisturbed. If you find that what you practice simply reinforces
inherited attitudes and prejudices, then you may well be hearing the voice of culture,
not the voice of CST.
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In a curious way, strategy management bears witness to the way school leaders lead
their communities along the path to development and improvement. If that path is
paved with liberation leadership activities, then coping with change and complexity
will be considerably eased; and assuming a backdrop of CST (agitational) is present,
issues surrounding social justice will be continually addressed. It may well represent
an organic evolution than a mere mechanistic progression.

From courtship to symbiotic relationship
The findings indicate that there are leaders who are liberational in their approach, who
go beyond the status quo, go beyond the ‘normal’ and ‘usual’, who do ‘things
differently’ and who provide more than what is expected: leaders who engage in
strategic thinking and who do the right things, right. Figure 5.2 below, has evolved
from the theoretical discussion in Chapter 2 and is fed by the findings of the research.
It portrays a two-dimensional representation illustrating the maturing relationship
between liberation leadership practices (managerialist control to emancipatory
leadership) and strategy management development (the progression from operational
programming only, to sustainable strategic thinking activities).

If we were to situate the practices of our interviewed principals along the diagonal line
in Figure 5.2 they would each lay somewhere between Improvement and Excellence,
Best Practice Leadership but leaning more towards the latter. The characteristics, as
displayed in Table 5.2, give an indication of the type of activities that these school
leaders are involved in.
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Figure 5.2: A coexistent continuum of Liberation Leadership and Strategy Management

High

Maturing Strategy Management

Sustainable Strategic
Management
Strategic Thinking

Excellence ‘Best
Practice’
Leadership

Improvement
Strategic Planning
Programming

Control

Liberation Leadership Practices

Low

High

Table 5.2: A coexistent typology of Liberation Leadership and Strategy Management
Programming / Control

Improvement

Sustainable SM / Excellence in
Liberation Leadership

Management by decree

Management by increased delegation

Management by liberation leadership

Organisation metaphor

Loosely coupled systems metaphors

Community Metaphor

Alienative Compliance

Compliance / some commitment

Moral commitment

Survival

Surviving

Best in class – the ‘benchmark’

Maintenance / Acceptance

Development

Progressive

Reactive

Active

Proactive

Individuality

Groups / teams beginning

Team work / Collegiality

No risk taking

Innovation beginning

Risk taking and Innovation evident

No vision or vision not shared

Vision of Leader(s) only

Shared Vision / Dream implementing

Fearful of Critique

Some Reflection

Critique/Reflection ubiquitous

Snr. Mgr. Make all decisions

SMT make decisions, some consulting

Participative decision-making

Little example from management

SMT beginning to model the way

Clear evidence of leadership in CPD

Strategic Management – what is

Commitment to SDPI and some

High evidence of strategic thinking,

that? Operational Planning only

strategic intents evident

strategic intents, a futures perspective

Doing things right

Doing the right things

Doing the right things, right
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Lifestyle

From the evidence collected it would seem that for many of the principals the
courtship has already progressed to ‘Marriage’ or at least, to a far tighter coupling
arrangement between the constructs. It could be argued that for those who operate in
the top right hand quadrant of Figure 5.2 the courtship has turned into a lifestyle – a
situation where the working conditions, behaviour and habits of the principals have
been chosen deliberately by them (aided by the application of their beliefs and value
systems) to ensure the maximum benefit for the entire school community.

This

conclusion is reinforced when we consider the strong interpersonal activities in which
the interviewed principals engage: (cf. Overriding Concern with Relationships and
Encouragement in Chapter 4).

It is the author’s contention that there is a symbiotic relationship between liberation
leadership and the strategy model that needs to be ‘worked at’ by everybody in the
organisation, but particularly by those who assume leadership. The works of Boisot
(2003), Davies (2001, 2003 and 2004), Davies and Ellison (2003), and Senge (1990)
were drawn upon heavily in Chapter 2 to illustrate this symbiotic interdependence.
The synergistic outcome produces a model where strategy management is flavoured
with liberation leadership characteristics and simultaneously, liberation leadership is
seasoned with features of strategy management, i.e. there is a reflexive reciprocity
between the two.

But this relationship needs to go further. Strategy management

must not just be peppered with disparate ethical considerations, must not be merely an
interplay of democratic elements; rather it must thread an interpenetration of cohesive
ethical, relational and democratic principles to such an extent that they become
interwoven into the very fabric that is liberation leadership – they become the very dye
that make strategy management, strategic and leadership, liberational. To achieve this
will take time, effort and capacity building within the schools – it needs to become
imbedded in the very culture of the schools so that it becomes organisational habitus,
so that it becomes a lifestyle.

Another perspective from which to look at this is to consider, for example, the bubbles
as in Figure 5.3. Each represents an element or an activity of liberation leadership
or/and strategy management. Bubbles could also represent a complete process in the
system. The bubbles are perpetually in motion, constantly morphing, merging into one
another and changing the shapes of one another, activities linking and changing one
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another or merging to form a process. (A process of poly-morphing where one or
more influences another and in turn is influenced by them.) There is no neat boundary
evident anywhere; the system is completely open, permeable and loosely coupled, yet
held together by a shared common interest. This intermixing and interdependency is a
wholly dynamic process and will always reflect the most recent information available
from the environment.
Figure 5.3: The dynamic intermingling of liberation leadership and strategy
management

Empowerment

Strategic Thinking

Articulating the strategy

Agitating / Politically
Visioning and Dream
Conceptualising:

Strategic Planning

Reflecting
Constructing mental models

Caveat
The data for this research were collected from principals only. While there is no
question accepting their responses as truthful and reflecting the situation as they see it,
it is important to be aware that that is exactly what the data are: the principals’
personal perspective of what is happening. The view from a tower will always be
different from that at the grassroots. This is a reflection of such an hierarchically
based system as the Irish education system. There will inevitably be wide perceptual
gaps between senior management and all others on many aspects of school culture and
how they ought to be addressed. This can never be completely avoided but it does
need to be better understood. Collecting data from teachers, students and parents may
reveal a much more acceptable view of reality. The nature of this thesis did not allow
for such wide-ranging research. Nevertheless, the views of the principals alone, while
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not exhaustive, are very revealing and some worthwhile recommendation arise from
them.

Recommendations
•

Multi-perspective research on schools would give a greater insight into leadership
activities and strategy management. This research could also include comparative
analysis between schools that are considered to be in the Low-Low quadrant and the
High-High quadrant of Figure 5.2

•

Closely related to this would be an in-depth investigation into the perception and
understanding of principals and other school leaders regarding management, strategy
management and liberation leadership as separate and interdependent constructs. The
roles assumed by people in the school will be mediated by their perception of these
concepts and a more complete understanding could lead to the development of a better
conceptual model and benchmark. While there were many commonalities among the
principals’ understanding of these concepts it was interesting to note the various
nuances and emphases that were present: care, outcomes, community, etc. It would be
worthwhile to research the influence on these by: school culture, school sector, life
stage of school, school ethos, school location, school status, and also the gender, age,
mental models and professional development of the school leadership.

•

Review the aims and objectives of education with a view to reconciling the balance
between the expected social and economic outcomes

•

Review the pedagogical and assessment processes to ensure that the reviewed aims and
objectives are not mere rhetoric and are reflected in reality

•

Set up a framework for continuous personal and professional development which
strikes the best balance between staff needs and the day-to-day functioning of schools,
in order to limit school disruption and reduction in teaching time

•

The situation with regard to leadership succession needs to be addressed as a matter of
priority.

This refers to leadership positions of all types.

There is a dearth of

coordinated and official preparation and development opportunities for ‘leadership
initiates’. This could be addressed by extending the LDS programmes to provide
leadership development training for
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•

o

assistant principals and special duties teachers and

o

teachers who aspire to positions of leadership within a school

As a perquisite to these, at school level principals and SMT’s could reorganise their
post structures and change the duties regularly to ensure a greater scope of
responsibilities

•

Investigate the possibility of an ‘exit-programme’ for principals who are disenchanted,
for whatever reason. There may be a role available for these principles in mentoring
new principals, deputy principals and as advisors to members of the board of
management (BOM)

•

Consideration will need to be given to the strategic role of the BOM’s. Patrons,
schools, parents’ associations and teachers’ unions should chose members that will best
suit the strategic orientation and future development of the school.

A training

programme might also be considered for all BOM’s
•

LDS programmes should contain modules on:
o

Human Resource functions, particularly relationship building

o

Critical Social Theory (CST)

o

Developing and sustaining strategic management

o

Developing and sustaining liberation leadership

o

Statutory and legislative compliance

What better time for leadership in schools to move from an overly managerialist and
rationalistic approach, towards an inclusion of human factors, teacher/partnership
empowerment and participatory decision-making in the process of strategy
management; a move that will enable it to create a more liberating and humanly
responsive environment.

Fullan (1993, p. 8) postulates that schools at both the

individual teacher and institutional levels carry with them moral imperatives: ‘inquiry,
knowledge, competence, caring, freedom, well-being and social justice.

The

implications for these extend beyond the curriculum and classroom: they go to the very
heart of the moral ecology of the organization itself.’ It is also worth remembering
what Dewey (1958, p. 69) has suggested, viz., that it is not the social function of the
school to perpetuate existing conditions but to be part of their transformation.
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Notes:

Chapter 5
1

According to the American Lifelong Learning System (Molnar, 1996) school is the ideal time to
influence attitudes, build long-term loyalties, introduce new products, test markets, promise sampling
and trial usage and, above all, to generate immediate sales. It would appear that, in this situation at
least, the primacy of any vestigial democratic values is being subsumed by a corporate culture and a
commercial and consumerist value system.
2

The acceptance of either ideological perspective will never be totally agreed and will always remain
contested. Although, I suspect that those who are sympathetic to the ‘marketplace profits’ could offer
greater support, as has been the situation with the intervention in second level education by the Irish
Business and Employers’ Confederation (IBEC), local authorities, FÁS, the LCA and the LCV
programmes (see preface), for the past 5/7 years and more recently the schools business partnership
programmes, with the DES and (separately) with the Institutes of Technology.
3

This report is OECD’s first attempt to gather and synthesise developments in measuring these social
effects.
4

Young argues (ibid. p. 37), that ‘These are universalist values, in the sense that they assume the equal
moral worth of all persons, and thus justice requires their promotion for everyone’.

167

References
________________________________________________________________________________________________________

REFERENCES

Agger, B. (1992) The discourse of domination. Chicago, IL: Northwestern University
Press.

Allen, R. (1995) On a Clear Day you can have a Vision: A Visioning Model for
Everyone, Leadership and organization Development Journal, Vol. 16, (4), pp. 39-44.

Apple, M. (1979) Ideology and Curriculum. London: Routledge and Kegan Paul.

Aronowitz, S. and Giroux, H. (1985) Education Under Siege: The Conservative
Liberal and Radical Debate Over Schooling. London: Routledge and Kegan Paul.

Aronowitz, S. and Giroux, H. (1991) Postmodern Education: Politics, Culture and
Social Criticism. Minneapolis: University of Minnesota Press.

Bailey, A. and Johnson, G. (1997). How strategies develop in organizations. In
Preedy, M., Glatter, R. and Levacic, R. (Eds.) Educational management: strategy,
quality and resources. Buckingham: Open University Press.

Bannan-Ritland, B. (2003) The role of design in research: The Integrative Learning
Design framework, Educational Researcher, Vol. 32, (1), pp. 21-34. Available on-line
at: http://edtech.connect.msu.edu/aera/pubs/er/pdf/vol32_01/AERA320108.pdf
(3/08/2006).

Barker, R. (1997) how can we train leaders if we do not know what leadership is?
Human Relations, 50 (4), pp. 343-362

Bhagwati, J. (2004a) In Defense of Globalization. New York: Oxford University
Press.

168

References
________________________________________________________________________________________________________

Bhagwati, J. (2004b) The Capital Myth: The Difference between Trade in Widgets and
Dollars. Foreign Affairs 77. No. 3 p. 7.

Becker, H.S. (1990) Generalizing from case studies. In Eisner, E. and Peshkin, A.
(Eds.), Qualitative inquiry in education: The continuing debate (pp. 233-242). New
York: Teachers College Press.

Bennis, W. (2000) Old Dogs, New Tricks. London: Kogan Page

Bennett deMarrais, K. and LeCompte, M. (1999). The way schools work: A
sociological analysis of education. 3rd Edition. New York: Longman.

Binney, G., Wilke, G. and Williams, C. (2005) Living Leadership: A Practical Guide
for Ordinary Heroes. Harlow: Financial Times/ Prentice Hall.

Blasé, J. and Blasé, J. (2001) Empowering Teachers What Successful Principals Do (2
ed.). Thousand Oaks, California: Corwin Press.

Boisot, M. (2003). Preparing for turbulence: the changing relationship between
strategy and management development in the learning organisation, in Garratt, B. (ed)
Developing strategic thought. London: Profile Books.

Bolin, F.S. (1989) Empowering Leadership. Teachers College Record, 91(1), 81-96.

Bottery, M. (2004). The Challenges of Educational Leadership. London:Paul
Chapman Publishing.

Bourdieu, P. (1973) Cultural reproduction and social reproduction, in Brown, R. (ed.)
Knowledge, Education and Cultural Change. London: Tavistock.

Bourdieu, P. and Passeron, J. C. (1977) Reproduction in Education, Society and
Culture. London: Sage.

Bowles, S. and Gintis, H. (1976) Schooling in Capitalist America. London: Routledge
and Kegan Paul.

169

References
________________________________________________________________________________________________________

Bowring-Carr, C. (2005) The ethical dimension of leadership. In Davies, B., Ellison,
L. and Bowring-Carr, C. School Leadership in the 21st Century (2e). London;
RoutledgeFalmer.

Boyett, J.H. and Boyett, J.T. (1998) The Guru Guide: The Best Ideas of the Top
Management Thinkers. New York: John Wiley.

Brown, V. (2005) An undemocratic, elitist European Union has to be rethought.
Village, 12-18 August, p.22.

Bryman, A. (2004) Social Research Methods – 2e. New York: Oxford University
Press.

Bruner, J. (1999) Culture, mind, and education, in Moon, M. and Murphy, P. (Eds.)
Curriculum in Context. London: The Open University, PCP Ltd.

Burns, J.M. (1978) Leadership. New York: Harper Torchbooks.

Burrell, G. and Morgan, G. (1979) Sociological Paradigms and Organisational
Analysis. London: Heinemann Educational Books.

Caldwell, B. J. (2002). A Blueprint for Leadership for the Successful Transformation
of Schools in the 21st Century. Presentation Paper during residency at NCSL from
April 15-24, 2002.

Callaghan, R. (1962). Education and the cult of efficiency: A study of the social forces
that have shaped the administration of the public schools. Chicago: University of
Chicago Press.

Calhoun, C. (1995) Critical social theory. Cambridge, MA: Blackwell.

Chaffee, E. E. (1985). Three Models of Strategy in Academy of Management Review,
10(1), pp 89-98.

170

References
________________________________________________________________________________________________________

Clancy, P. (1986, 1985) Socialisation, selection and reproduction in education, in
Clancy, P., Drudy, S., Lynch, K. and O’Dowd, L. (Eds) Ireland: a sociological
profile. Dublin: Irish Academic Press.

Cockman, P., Evans, B. and Reyonalds, P. (1994). Consultants, Clients and the
Consulting Process. In Benett, N., Glatter, R. and Levacic, R. (Eds) Improving
Educational Management. London: Paul Chapman Publishing Ltd.

Cohen, L., Manion, L. and Morrison, K. (2000) Research Methods in Education –5e.
London: RoutledgeFalmer.

Coleman, J. (1990) Foundations of social theory. Cambridge, MA: Harvard
University Press.

Collins English Dictionary, The (2003) Sixth edition, Glasgow: HarperCollins.

Collins, P.H. (1991/2000) Black feminist thought: Knowledge, consciousness, and the
politics of empowerment. 2nd Edition. New York: Routkedge.

Comte-Sponville, A. (2005) The Little Book of Philosophy. London: Vintage.

Conger, J. (1989) The Charismatic Leader: Behind the Mystique of Exceptional
Leadership. San Francisco, CA: Jossey-Bass.

Conger, J.A. and Kanungo, R.N. (eds) (1998) Charismatic Leadership in
Organisations. Thousand Oaks, CA: Sage.

Coolahan, J. (2005, original1981). Irish Education: history and structure. Dublin:
IPA.

171

References
________________________________________________________________________________________________________

Council of the European Union, Outcome of Proceedings of the Council, No. 5980/01
of 14 February 2001. A Report from the Education Council to the European Council:
The concrete future objectives of education and training systems.

Covey, Stephen, R (1992) The Seven Habits of Highly Effective People. London:
Simon & Schuster Ltd.

Creswell, J.W. (1998) Qualitative Inquiry and Research Design. Thousand Oaks, CA:
Sage.

Creswell, J.W. (2003). Research Design: Qualitative, Quantitative, and Mixed
Methods Approaches (2e). Thousand Oaks CA.: Sage Publications Ltd.

Dantley, M.E. (2003) Purpose driven leadership: The spiritual imperative to guiding
schools beyond high stakes testing and minimum proficiency. Education and Urban
Society, 35, 273-291.

Dantley, M.E. (2005) Moral Leadership, in English, F.W. (Ed.) The Sage Handbook
of Educational Leadership. Thousand Oaks CA: Sage Publications Ltd.
Davies, B. (2001) Rethinking Schools and School Leadership for the 21st Century:
Changes and Challenges. Inaugural Professorial Lecture, (21st May) International
Leadership Centre, The University of Hull.

Davies B. and Ellison, L. (2003). The New Strategic Direction and Development of
the School. London: RoutledgeFalmer.

Davies, B. (2003) Reengineering: rethinking the school as an organization. In Davies,
B. and West-Burnham, J. (Eds). Handbook of Educational Leadership and
Management. London: Pearson Longman.

Davies, B. (2004) Developing the strategically focused school. School Leadership &
Management, 24 (1), pp11-27.

172

References
________________________________________________________________________________________________________

Davies, B. (2005) The Essentials of School Leadership. London: Paul Chapman
Publishing.

Davies, B. and Davies, B.J. (2005) Strategic Leadership Reconsidered. AERA
conference, Canada, April 2005.

Davies, B., Davies, B. J. and Ellison, L. (2005) Success and Sustainability:
Developing the strategically focused school. National College for School Leadership:
www.ncsl.org.uk

Davies, B. (2006) Leading The Strategically Focused School. London: Paul Chapman
Publishing.

Davis, S. (1996) Leadership in Conflict: The Lessons of History. London:Macmillan

Dempsey, N. (2004) [Minister for Education and Science in 2004]
http://www.oecdobserver.org/news/fullstory.php/aid/1218/Building_the_knowledge_s
ociety.html (accessed 13th July 2006).

Denzin, N.K. and Lincoln, Y.S. (1994) Handbook of qualitative research. Thousand
Oaks, CA: Sage.

Dewey, J. (1948, original 1920) Reconstruction in philosophy. Boston, MA: Beacon
Press.

Dewey, J. (1958) Philosophy of Education: Problems of Men. Totowa, NJ: Littlefield

Drath, W.H. and Palus, C.J. (1994) Making common sense: leadership as meaningmaking in a community of practice. Greensboro, NC: Centre for Creative Leadership

Drodge, S. and Cooper, N, (1997) Strategy and management in the further education
sector, in Preedy, M, Glatter, R. and Levacic, R. (eds.) Educational Management:
strategy, quality and resources. Open University Press: Buckingham.

173

References
________________________________________________________________________________________________________

Easterby-Smith, M., Torpe, R. and Lowe, A. (1994). The Philosophy of Research
Design. In Bennett, N., Glatter, R. and Levacic, R. (Eds.) Improving Educational
Management through research and consultancy. London: Paul Chapman Publishing.

Ely, M., Anzul, M., Friedman, T., Garner, D., and Steinmetz, A. C. (1991). Doing
qualitative research: Circles within circles. New York: Falmer.

English, F.W. (2005). Introduction: A Metadiscursive Perspective on the Landscape
of Education Leadership in the 21st Century, in English, F.W. (Ed.) The Sage
Handbook of Educational Leadership. Thousand Oaks CA.: Sage Publications Ltd.

Erzberger, C. and Prein, G. (1997) Triangulation: Validity and empirically based
hypothesis construction. Quality & Quantity, 2, 141-154.

Fiske, E.B. and Ladd, H.F. (2000) When Schools Compete: A Cautionary tale. The
Brookings Institution.

Farry, M. (1998) Vocational Teachers and the Law. Dublin: Blackhall Publishing.

Flood, R. L. and Jackson, M. C. (1991). Creative Problem Solving – total systems
intervention. Chichester: John Wiley & Sons.

Foster, W. (1986) Paradigms and promises: New approaches to educational
administration. Buffalo, NY: Prometheus Books.

Foster, W. (1993) Towards a Critical Practice of Leadership in Smyth, J. (ed.) Critical
Perspectives on Educational Leadership. London. Falmer Press.

Fullan, M. (1993) Change Forces, London. Falmer Press.

Frankl, V.E. (1986, original 1955) The doctor and the soul (Richard and Clara
Winston, Trans.) New York: Vintage Books.

Freire, P. (1998) Pedagogy of Freedom: Ethics, Democracy, and Civic Courage.
Oxford: Rowman & Littlefield.

174

References
________________________________________________________________________________________________________

Freire, P. (1996, original 1970) Pedagogy of the Oppressed. London: Penguin Books.
Fullan, M. (2001) The New Meaning of Educational Change (3rd ed.). London:
Cassell.

Fullan, M. (2003) The Moral Imperative of School Leadership. Thousand Oaks CA:
Corwin Press.

Galbraith, J. (1996) The good society. Boston: Houghton Mifflin.

Gale, T. and Densmore, K. (2003) Democratic educational leadership in contemporary
times. International Journal of Leadership in Education, 6 (2), 119-136

Giroux, H. (1983) Theory and resistance: A pedagogy for the opposition. Westport,
CT: Bergin & Garvey.

Giroux, H. (1992) Border crossings: cultural workers and the politics of education.
New York: Routledge.

Gladwell, M. (2000) The Tipping Point. Boston: Little, Brown

Glendenning, D. (1999) Education and the Law. Dublin: Butterworths Ltd.

Glendenning, D. and Binchy, W. (2006) Litigation Against Schools: Implication for
School Management. Dublin: FirstLaw Ltd.

Gold, L. (2004). The Sharing Economy: Solidarity Networks Transforming
Globalisation. London: Ashgate.

Gouldner, A.V. (1970). The Coming Crisis of Western Sociology. London:
Heinemann.

175

References
________________________________________________________________________________________________________

Glover, D. and Levacic. R. (2003) Investigating effective resource management in
secondary schools: the evidence of inspection reports. In Wallace, M. and Poulson, L.
(Eds.) Educational Leadership and Management. London: Sage Publications.

Grace, G. (1997) Critical Leadership Studies in Crawford, M. Kydd, L. and Riches, C.
(eds.) Leadership and Teams in Educational Management, Buckingham, Open
University Press.

Greene, J.C., Caracelli, V.J. and Graham, W.F. (1989). Toward a conceptual
framework for mixed-method evaluation designs. Education Evaluation and Policy
Analysis, 11(3), pp.255-274.

Greenfield, T. (1993) The Decline and Fall of Science in Educational Administration,
in Greenfield, T. and Ribbins, P. (eds.) Greenfield on Educational Administration:
Towards a Humane Science. London: Routledge.

Greenfield, T. and Ribbins, P. (1993) Greenfield on Educational Administration:
Towards a Humane Science. London: Routledge.

Greenleaf, R. (1977) Servant Leadership: A Journey into the Nature of Legitimate
Power and Greatness. New York: Paulist Press

Habermas, J. (1972) Knowledge and Human Interests. London: Heinemann.

Habermas, J. (2004) The Theory of Communicative Action, Volume I, Reason and the
Rationalization of Society. Cambridge: Polity Press. (Translated by Thomas
McCarthy).

Hales, C. (1997) Power, Authority and Influence, in Harris, A., Bennett, N. and
Preedy, M. (Eds.) Organisational Effectiveness and Improvement in Education,
Buckingham: Open University Press.

Halpin, D. (2006) Understanding curriculum as Utopian text, in Moore, A. (Ed.)
Schooling, Society and Curriculum. Abingdon: Routledge.

176

References
________________________________________________________________________________________________________

Hanford, P. (2003). Developing director and executive competencies in strategic
thinking. In Garratt, B. (Ed.) Developing strategic thought. London: Profile Books
Ltd.

Hargreaves, A. (2003) Teaching in the Knowledge Society. Maidenhead: Open
University Press.

Hitchcock, G. and Hughes, D. (1995) Research and the Teacher (second edition).
London: Routledge.

Hogan, P. (1995) The Custody and Courtship of Experience: Western Education in
Philosophical Perspective. Dublin: The Columba Press

Howitt, D. and Cramer, D. (2003). An Introduction to Statistics in Psychology
(Revised 2nd Edition). Harlow Essex: Pearson/Prentice Hall.

Horner, M. (2003) Leadership theory reviewed. In Bennett, N., Crawford, M. and
Cartwright (Eds.) Effective Educational Leadership. London: The Open University
with PCP.

Hoshmand, K.R. (2003). Can lessons of history and logical analysis ensure progress in
psychological science? Theory and Psychology, 13, 39-44.

Howe, K.R. (1988). Against the quantitative-qualitative incompatibility thesis, or,
Dogmas die hard. Educational Researcher, 17, pp.10-16.

Howe, K.R. (1992). Getting over the quantitative-qualitative debate. American
Journal of Education, 100, pp. 236-256.

James, W. (1995, original 1907). Pragmatism. New York: Dover.

Jackins, H. (1987) The Enjoyment of Leadership. Seattle: Rational Island

Jackins, H. (1997) The List. Seattle: Rational Island

177

References
________________________________________________________________________________________________________

Kelly A.E. and Sloane, F.C. (2003) Educational Research and the Problems of
Practice, in Irish Educational Studies, Vol. 22, (1), Spring.

Johnson, B. (2004) Local school micropolitical agency: an antidote to new
managerialism, in School Leadership and Management, Vol. 24, (3), August.

Johnson, B. and Christensen, L. (2004) Educational Research Quantative, Qualitative,
and Mixed Approaches (2e). Boston: Pearson Allyn & Bacon.
Johnson, B. and Onwuegbuzie, A.J. (2004). Mixed Methods Research: A Research
Paradigm Whose Time Has Come. Educational Researcher, 33, (7), pp. 14-26.

Kakabadse, A., Nortier, F. and Abrfamovici, N-B. (1998) Success in Sight: Visioning.
London: ~International Thomson Publishing.

Klein, N. (2000) No Logo. London: Flamingo.

Kouzes, J. and Posner, B. (2001) Bringing leadership lessons from the past into the
future, in Bennis, B., Spreitzer, G. and Cummings, T. (eds) The Future of Leadership:
Today’s Leadership Thinkers Speak to Tomorrow’s Leaders. San Francisco, CA:
Jossey-Bass.

Kouzes, J. and Posner, B. (2002) The Leadership Challenge. San Francisco, CA:
Jossey-Bass.

Lambert, L. (2005) Constructivist Leadership. In Davies, B. (Ed.) (2005) The
Essentials of School Leadership. London: Paul Chapman Publishing.

Leonardo, Z. (2003) Reality on trial: Notes on ideology, education, and utopia. Policy
Futures in Education. 1(3), pp.504-525.

Leonardo, Z. (2004) Critical Social Theory and Transformative Knowledge: The
Functions of Criticisms in Quality Education. Educational Researcher, 33, (6), pp. 1118.

178

References
________________________________________________________________________________________________________

Leitehwood, K. and Jantzi, D. (2005) Transformational Leadership. In Davies, B.
(Ed.) (2005) The Essentials of School Leadership. London: Paul Chapman
Publishing.

Lincoln, Y.S. and Guba, E. (1985). Naturalistic Inquiry. Beverly Hills, Calif.: Sage.

Lisbon European Council, (2000). Available from:
http://europa.eu.int/comm/education/policies/2010/et_2010_en.html

Lynch, K. (1998a) The ethos of girls’ schools: an analysis of differences between
male and female schools, in Social Studies, vol. 10, nos. 1-2, pp. 11-31.

Lynch, K. (1989b) The hidden Curriculum: Reproduction in Education: a
Reappraisal. Lewes: Falmer.

Lynch, K. (1999). Equality in Education. Dublin: Gill & MacMillan.

Lynch, K. and Lodge, A. (2002) Equality and Power in Schools. London:
RoutledgeFalmer.

Mandela, N. (1994, this ed. 1995). Long Walk to Freedom. London: Abacus

McCrone, J. (2003). Secrets of the brain, in Focus: the magazine of science and
discovery. No.123, February, pp. 39-47.

Macleod Clark, and Hockey L. (1988). Research for Nursing: A Guide for the
Enquiring Nurse (Education for Care). London: Scutari Press. Found in:
http://www.fortunecity.com/greenfield/grizzly/432/Research.htm (21/06/2005)

McGettrick, B.J. (1996) Values in Education. Staff Development, Marino College,
Dublin.

179

References
________________________________________________________________________________________________________

McGettrick, B.J. (2000) The New Ireland. Paper delivered at the Annual Conference of
the Association of Principals and Vice Principals in the Voluntary Schools and
Colleges of Ireland, Carrick-on-Shannon, 9th November 2000.

MacManamly, S. (2002) Providing for Professional Development of Teachers in
Second Level Schools: A Survey of School Principals. Second Level Support Service:
www.slss.ie/downloads.html (Sourced July 2007).

Marshe, C. (1994) An analysis of School Improvement Practices, in Bennett, N.,
Glatter, R. and Levacic, R. (Eds.) Improving Educational Management through
Research and Consultancy. London: Paul Chapman Publishing.

Maxcy, S.J. (2003). Pragmatic Threads in Mixed Methods Research in the Social
Sciences: The Search for Multiple Modes of Inquiry and the End of the Philosophy of
Formalism, in Tashakkori, A. and Teddlie, C. (eds.) Handbook of Mixed Methods in
Social & Behavioral Research, Thousand Oaks, CA: Sage.

Maxwell, J.A. (1992). Understanding and validity in qualitative research. Harvard
Educational Review, 62, pp. 279-300.

Maxwell, J.A. and Loomis, D.M. (2003) Mixed Methods Design: An Alternative
Approach, (pp. 241-271), in Tashakkori, A. and Teddlie, C. (eds.) Handbook of Mixed
Methods in Social & Behavioral Research, Thousand Oaks, CA: Sage.

Mertens, D. M. (2003) Mixed Methods and the Politics of Human Research: The
Transformative-Emancipatory Perspective, in Tashakkori, A. and Teddlie, C. (eds.)
Handbook of Mixed Methods in Social & Behavioral Research, Thousand Oaks, CA:
Sage.
Miles, M. and Huberman, A. (1994) Qualitative Data Analysis (2nd Edition).
Thousand Oaks, California: Sage Publications.

Mintzberg, H. (1983) Structure in Fives: Designing Effective Organizations.
Englewood Cliffs, NJ: Prentice-Hall.

180

References
________________________________________________________________________________________________________

Mintzberg, H. (2003) Strategic thinking as ‘seeing’. In Garratt, B. (ed) Developing
strategic thought. London: Profile Books.

Mintzberg, H. Ahlstrand, B. and Lampel, J. (1998). Strategy Safari: The complete
guide through the wilds of strategic management. London: FT Prentice Hall.

Mishkin, F.S. (2006) Weissman Center Distinguished Lecture Series, New York:
Baruch College, 12 October.

Mohr, L. (1982) Explaining organizational behavior. San Francisco: Jossey-Bass.

Molnar, A. (1996). Giving kids the business: The commercialization of America’s
schools. Boulder, CO: Westview.

Morrow, R. and Torres, C. (1995) Social theory and education: A critique of theories
of social and cultural reproduction. Albany, New York: SUNY Press.

Murphy, J.P. (1990) Pragmatism: from Peirce to Davidson. Boulder, CO: Westview.

Murphy, P. (1996). Introduction to figurational sociology. In Introduction to
sociology of sport, Part 3. University of Leicester: CRSS.

Murphy, P. (2005) Maxine Greene and the democratic project in education: signposts
for the Irish educational system, in Irish Educational Studies. Vol. 24, (1), pp. 55-64.

NAPD, (2005) Irish education Manual, Dublin: Round Hall Publishing.

NCSL (no date given) Self-evaluation: A Guide for School Leaders: Models, tools and
examples of practice. www.ncsl.org.uk . Downloaded May 2006.

Nias, J. (1992). Introduction, in Biot, C. and Nias, J. (eds) Working and Learning
Together for Change. Buckingham: Open University Press.

181

References
________________________________________________________________________________________________________

Nietzsche, F. (1990) Beyond Good and Evil. (Translated by R.J. Hollingdale) London:
Penguin.

Norberg, J. (2005) In Defence of Global Capitalism. New Delhi: Academic
Foundation/Liberty Institute.

O’Carroll, J.P. (2002) A Century of Change, in Corcoran, M.P. and Peillon, M. (eds),
Ireland Unbound: A Turn of the Century Chronicle. Dublin: IPA.

O’Donovan, S. (1998) An Ethical School? Strategic Management and the Ethical
Perspective. Unpublished M.A. assignment (course E828), The Open University.

OECD (2007) Understanding the Social Outcomes of Learning. OECD Publishing

Open University, (1995). Study Guide: Course E828, Educational Management in
Action. Milton Keynes: The Open University.

O’Sullivan, D. (2005) Cultural Politics and Irish Education since the 1950’s – Policy
Paradigms and Power. Dublin: Institute of Public Administration (IPA).

Parker, L. & Shapiro, J. R. (1993) The context of educational administration and
social class. In C.A. Capper (Ed.), Educational administration in a pluralistic society.
Albany: SUNY Press

Penrose, R. (1999). The Emperor's New Mind: Concerning Computers, Minds and the
Laws of Physics. Oxford University Press.

Peters, T. (1992) Liberation Management: necessary disorganization for the
nanosecond nineties. New York: Knopf.

Phillips, D. C. and Burbules, N. C. (200) Postpositivism and educational research.
New York: Reowman & Littlefield.

Pring, R. (1998) A Learning Society – A Cautionary Note, in The Journal of Irish
Educational Studies, (17) pp. 1-15.

182

References
________________________________________________________________________________________________________

Punch, K.F. (1998) Introduction to social research: Quantitative and qualitative
approaches, Thousand Oaks, CA: Sage

Punch, K.F. (2005). Introduction to Social Research (2e). London: SAGE
Publications Ltd.

Ramakrisha, Ram, V. (2003). Directing strategic thought towards effective value
added. In Garratt, B. (Ed.) Developing strategic thought. London: Profile Books Ltd.

Rath, A. (2000) Reflective Practice: Mapping a Pedagogy for Transformation, in
Hyland, A. (Ed.) Multiple Intelligences: Curriculum and Assessment Project,
Education Department, University College Cork.

Reicharft, C. S. and Cook, T. D. (1979) Beyond qualitative versus quantitative
methods. In T. D. Cook & C. S. Reichardt (Eds.), Qualitative and quantitative
methods in evaluation research (pp. 7-32). Newbury Park, CA: Sage.

Reichardt, C. S. & Rallis, S. F. (1994) Qualitative and quantitative inquires are not
incompatible: A call for a news partnership. In Reichardt, C. S. & Rallis, S. F. (Eds.),
The qualitative-quantitative debate: New perspectives (85-91). San Francisco, CA:
Jossey-Bass.

Robbins, S. (1998) Organizational Behavior: Concepts, Controversies, Applications
(8th ed.). Upper Saddle River, NJ: Prentice Hall.

Robinson, W.I. (2004) A theory of Global Capitalism. Baltimore and London: John
Hopkins University Press.

Rorty, R. (1983). Consequences of pragmatism. Minneapolis: University of
Minnesota Press.

Rorty, R. (1990). Pragmatism as anti-representationalism. In Murphy, J.P. (Ed.),
Pragmatism: From Peirce to Davidson. Boulder, CO: Westview Press.

183

References
________________________________________________________________________________________________________

Ross Ashby, W. (1958). Requisite variety and its implications for the control of
complex systems. Cybernetica, 1, (2), pp. 83-99.

Rost, J. (1993a) Leadership for the Twenty-First Century. Westport, CT: Praeger

Rost, J. (1993b) Leadership development in the new millennium. Journal of
Leadership Studies, 1 (1), 92-110.

Rost, J. (1997) Moving from individual to relationship: A postindustrial paradigm of
leadership. Journal of Leadership Studies, 4 (4), 3-16.

Ruth, S. (2006a) Leadership development: time for a rethink. HRD, Ireland. Spring,
pp.10- 13.

Ruth, S. (2006b) Leadership and Liberation: A Psychological Approach. Hove, East
Sussex: Routledge.

Said, E.W. (2004) Humanism and Democratic Criticism. Basingstoke: Palgrave.

Sandelowski, M. (1986) The problem of rigor in qualitative research. Advances in
nursing Science, 8(30, 27-37.

Saul, J. (1995). The unconscious civilization. Toronto, Ontario, Canada: AnaNSI
press.

Schwab, J. (1970) The Practical: A language for Curriculum, Washington, DC:
National Education Association.

Sechrest, L. and Sidana, S. (1995) Quantitative and qualitative methods: Is there an
alternative? Evaluation and Program Planning, 18, 77-87.

Senge, P. M. (1990). The Fifth Discipline. New York: Currency Doubleday.

184

References
________________________________________________________________________________________________________

Senge, P., Scharmer, C. Otto, and Flowers, B.S. (2004). Presence: An Exploration of
Profound Change in People, Organisations, and Society. New York: SOL, Currency
Doubleday.

Sergiovanni, T. (1992) Moral Leadership: Getting to the Heart of School
Improvement. San Fransisco, CA: Jossey-Bass.

Sergiovanni, T. (2001). Leadership: What’s in it for Schools? London:
RoutledgeFalmer.

Shaull, R. Cf. Freire (1996).

Shipps, D. (2000). Echoes of corporate influence. www.unesco.org/courier (2000)

Shor, I. (1993) Education is politics: Paulo Freire’s critical pedagogy. In McLaren, P.
and Leonard, P. (Eds.), Paulo Freire: A critical encounter (pp. 25-35). New York:
Routledge.

Smyth, J. (ed.) (1993) Critical Perspectives on Educational Leadership. London.
Falmer Press.

Soros, G. (2002) On Globalization. New York: Public Affairs.

Spears, L. (2002) Tracing the past, present, and future of servant leadership, in Spears,
L. and Lawrence, M. (Eds.) Focus on Leadership for the Twenty-first Century. New
york: Wiley
Stacey, R. (1996). Strategic management and organizational dynamics (2nd ed.).
London: Pitman.

Stanfield, J. H. (1999) Slipping through the front door: Relevant social scientific
evaluation in the people-of-color century. American Journal of Evaluation, 20, pp.
415-432.

185

References
________________________________________________________________________________________________________

Starratt, R.J. (1991) Building an Ethical School: A theory for Practice in Educational
Leadership. Educational Administration Quarterly, 27 (2), 185-202.

Starratt, R.J. (2001) Democratic leadership in late modernity: an oxymoron or ironic
possibility? International Journal of Leadership in Education, 4 (4), 333-352

Starratt, R.J. (2005) Ethical Leadership. In Davies, B. (ed.) The Essentials of School
Leadership. London: Paul Chapman Publishing.

Stenhouse, L. (1975) An Introduction to Curriculum Research and Development.
London: Heinemann.

Stevens, J., Brown. J., Knibbs, S. and Smith, J. (2005) Follow-Up Research into the
State of School Leadership in England. MORI Social Research Institute. Research
Report RR633.

Stiglitz, J. E. (2002) Globalization and Its Discontents. New York: W.W. Norton.

Sugrue, C. (1997) Student Teachers’ Lay Theories and Identities: Implications for
Professional Development. European Journal of Teacher Education, Vol.20. pp.21326.

Tashakkori , A and Teddlie, C. (1998). Mixed methodology: Combining the
qualitative and quantitative approaches (Applies Social Research Methods, No. 46)
Thousand Oaks, CA: Sage.

Tashakkori, A. and Teddlie, C. (Eds.) (2003). Handbook of Mixed methods in Social
and Behavioural Research. Thousand Oaks, CA: Sage.

Tricker, B. (2003). From manager to director: developing corporate governors,
strategic thinking. In Garratt, B. (Ed.) Developing strategic thought. London: Profile
Books Ltd.

186

References
________________________________________________________________________________________________________

VTOS, (2005). Reflections on Qualifications, Education and Self-Worth.
Unpublished keynote address at the VTOS Awards, Newbridge, Co. Kildare, 30th
November 2005.

Weiss, R.S. (1994). Learning from strangers: The art and method of qualitative
interviewing. New York: Free Press.

Wheatley, M. (2005) Finding our Way: Leadership for an Uncertain Time. San
Francisco, CA: Berretto-Koehler.

White, P. (1982) Democratic Perspectives on the Training of Headteachers, Oxford
Review of Education, 8(1): 69-82.

Yin, R.K. (1994) Designing Single- and Multi-Case Studies in Bennett, N., Glatter,
R.and Levacic, R., (eds.) Improving Educational Management through Research and
Consultancy. London: Paul Chapman Publishing.

Young, I. (1990) Justice and the Politics of Difference. NJ: Princeton

Young, I. (2000) Inclusion and Democracy. New York: Oxford University Press.

Unarm, Eros; the long day’s task is done,
And we must sleep.

(Shakespeare, Anthony and Cleopatra, IV: 12)

187

Appendices

____________________________________________________________________

APPENDICES
Appendix 1: A Brief Synopsis of Second Level Education in Ireland

189

Appendix 2: EU Drivers for Change

195

Appendix 3: Six Domains of the Polynomic System of Value

196

Appendix 4: The Characteristics of Complex ‘Systems’

197

Appendix 5: The Elongation Curve

198

Appendix 6: Functions of Principals and Teachers

199

Appendix 7: Leadership Questionnaire

201

Appendix 8: Consent Letter

217

Appendix 9: Consent Form

218

Appendix 10: Questionnaire Categories

220

Appendix 11: Semi-Structured Interview Schedule

221

Appendix 12: Questionnaire Reliability Analysis

223

Appendix 13: Analysis Codes

224

Appendix 14: Verbatim Quotations

225

188

Appendices

____________________________________________________________________

Appendix 1

A Brief Synopsis of Second Level Education in Ireland
‘The interesting and complex structure of the present-day Irish education system’ is,
according to Coolahan (2005, p.141; original 1981), ‘…deeply-rooted in its past…’
and has been sculpted by the many factors in modern Irish history ‘…such as the
colonial past, the religious affiliations of the population, the cultural traditions of the
people, the economic structure and the goals set for education’. He continues to state
that,
The churches have been deeply involved in education and this has
had a large influence on the nature of the education patterns which
have evolved. The education system is predominately a state-sided
one, with the state providing the vast proportion of finance for capital
and current expenditure although most of the institutions are not
publicly owned or controlled. The state, through the Department of
Education [and Science], exercises a preponderant role in determining
educational policy.

[The following is adopted/adapted from the Irish Education Manual (2005) of the
National Association of Principals and Deputy Principals (NAPD), published by
Thompson Round Hall]

Three sectors of Second-level Education
The second level of the Irish education system – which includes second-level schools
engaged exclusively in the provision of further education – operates in three sectors:
•

The voluntary secondary sector

•

The VEC (Vocational Education Committee) sector, and

•

The community and comprehensive sector.

[…]
Each of the three sectors has a history, a tradition and a characteristic spirit of its own.
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The voluntary sector is the oldest of the three and derives, generally, from educational
developments in the nineteenth century in Ireland, including, particularly, church
initiatives, such as the foundation of voluntary Catholic schools by diocesan authorities
and by religious congregations of men and women dedicated specifically to the
apostolate of the Catholic education, and State initiatives such as the Intermediate
Education (Ireland) Act 1878 which provided for State funding of voluntary schools on
the basis of the results attained by their respective pupils in public examinations.
The VEC sector derives from the Vocational Educational Act 1930 by means of which
the Free State established structures for the provision and development of continuation
and technical education [Since 1966 vocational schools offer the full cycle of postprimary education].

The community and comprehensive sector derives from developments in the late 1960s
and early 1970s by means of which the State – acting sometimes alone, sometimes in
collaboration with existing educational bodies – sought to meet the growing and
changing educational needs arising mainly from demographic and economic
circumstances at the time.

Voluntary secondary sector
Voluntary secondary schools are privately owned, a very high proportion of them by
Christian Bodies [over 90% Roman Catholic].

The great majority of voluntary

secondary schools are denominational schools in their origins and objectives, and their
particular denominational ethic is of paramount importance to their respective owners
and trustees, The majority of voluntary secondary schools belong to Catholic
institutions, mostly to religious congregations but some to diocesan authorities. …

VEC sector
The respective vocational education committees (VECs) established and conducted
under the Vocational Education Acts 1930-2001 own VEC schools. The majority of
VEC schools are vocational schools. … Increasingly, though, new VEC schools are
established as community colleges almost always on foot of an agreement between the
VEC in question and some external body, usually a Catholic diocesan or religious
authority, for the purpose of providing a comprehensive system of education in a
specified location. The VEC and the external body conclude and sign a ‘model
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agreement’.

[…]

Schools thus established are sometimes called ‘designated

community colleges’ to differentiated between them and vocational schools which may
have adopted the style and title of community college but which are not governed by a
model agreement. Traditionally, vocational schools have been variously described as,
multi-, inter- or non-denominational. Memorandum V.40, issued in 1942 … by the
Department of Education … emphasis: ‘It is necessary not only that Religious
Instruction be given at certain times, but also that the teaching of every other subject
be permeated with Christian charity, and that the whole organisation of the school,
whether in work or recreation, be regulated by the same spirit’.
Community and comprehensive sector
The community and comprehensive sector comprises of community schools and
comprehensive schools.

These schools were originally conceived as a means of

providing equality educational opportunity and a wide balanced curriculum for the
growing numbers entering second-level education in the Republic of Ireland in the
1970s. They were intended to bring together the respective managerial bodies and
educational traditions of the voluntary secondary and vocational schools.

Often

described as multi-, inter- or non-denominational, community schools have been
categorised as ‘virtually denominational’, as denominational in all but name, by the
courts … and, though not originally conceived as such, comprehensive schools have
developed along strictly denominational lines. […]

The trustees of the majority of these schools are religious communities or Boards of
Governors. Vocational schools are administered by Vocational Education Committees
(VECs) while community and comprehensive schools are managed by Boards of
Management of differing compositions.
[The following has been digested from,
A Brief Description of the Irish Education System (File Format PDF 522KB) at
http://www.education.ie/home/home.jsp?pcategory=17216&ecategory=20658&langu
age=EN , each consulted 24th July 2006]

Second-level Education Programme
Second-level education consists of a three-year junior cycle followed by a two or
three-year senior cycle. The Junior Certificate examination is taken on completion of a
Junior Certificate course of three years duration. The Junior Cycle covers a vital period
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in young people’s lives when they encounter significant changes in their educational
experience. A three-year Senior Cycle has been introduced as an option for secondlevel schools. The programmes now available at Senior Cycle include:
•

Transition Year

•

Established Leaving Certificate

•

Leaving Certificate Applied

•

Leaving Certificate Vocational Programme

The transition year
Transition Year, which has been one of the major innovations in Irish education, is an
option which is now firmly embedded in our system. It provides an opportunity for
students to experience a wide range of educational inputs and work experience at a
remove from the examination focus.

The [Established] Leaving Certificate
The Leaving Certificate examination is held at the end of the Senior Cycle in postprimary schools. It is the terminal examination of post primary education. The Senior
Cycle caters for pupils in the 15 to 18 year old age group. Students normally sit for the
examination at the age of 17 or 18, after 5 or 6 years of post-primary education.
Pupils following the established Leaving Certificate programme must take at least five
subjects, including Irish.

The Leaving Certificate Vocational Programme
The Leaving Certificate Vocational Programme (LCVP) can be described as a Leaving
Certificate with a strong vocational dimension. It provides students with the
opportunity to realise their potential for self-directed learning, for innovation and for
enterprise.
The core of the LCVP includes the following elements which students must take:
•

two Leaving Certificate subjects to be chosen from one of the LCVP subject
groupings

•

a Leaving Certificate Modern European Language or a Vocational Language
Module

192

Appendices

____________________________________________________________________
•

mandatory Link Modules

LCVP students must take at least five Leaving Certificate subjects – one of which must
be Irish.

The Leaving Certificate Applied
The Leaving Certificate Applied (LCA) is a distinct, self-contained two-year Leaving
Certificate programme aimed at preparing students for adult and working life. The
programme puts an emphasis on forms of achievement and excellence which the
established Leaving Certificate had not recognised in the past. It is an innovative
programme in the way students learn, in what they learn and in the way their
achievements are assessed. It is a person-centred programme involving a crosscurricular approach rather than a subject based structure. It has as its primary objective
the preparation of participants for adult and working life through relevant learning
experiences which develop the following areas of human endeavour; spiritual,
intellectual, social, emotional, aesthetic and physical. The framework of the Leaving
Certificate Applied consists of a number of modules grouped under three general
headings: General Education, Vocational Education and Vocational Preparation

The Leaving Certificate Applied is intended to meet the needs of those students who
either chose not to opt for other Leaving Certificate Programmes or who are not
adequately catered for by other Leaving Certificate Programmes.
Graduates of the LCA do not have direct access to Higher Education through the
Central Applications Office (CAO). However, graduates of the LCA who progress to
an approved further education award can become eligible for admission to some third
level courses in the Institutes of Technology and following that to some degree courses
in the Institutes of Technology and in the Universities.
A Brief Description of the Irish Education System (File Format PDF 522KB) at
http://www.education.ie/home/home.jsp?pcategory=17216&ecategory=20658&langu
age=EN , consulted 24th July 2006.
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Appendix 2

EU Drivers for Change
The most recent spate of changes has been driven by the lack of economic growth in
Europe (during the late 1990’s and early 2000’s), and the ensuing threat to jobs,
environment, pensions, salaries and our standard of living. The Heads of State and
Government of the EU launched a series of ambitious reforms at national and
European level, when they met in Lisbon in late March 2000. By establishing an
effective internal market, by boosting research and innovation and by improving
education, to name only a few reform efforts, they aimed to make the European Union
‘the most competitive and dynamic knowledge-based economy in the world capable of
sustainable economic growth with more and better jobs and greater social cohesion.’
(Lisbon European Council, March 2000). At this same meeting the European Council
asked the European Education Council ‘to undertake a general reflection on the
concrete future objectives of education systems, focusing on common concerns and
priorities while respecting national diversity …’ (Presidency Conclusion, paragraph
27), so that the above goal could become a reality. The Education Council identified a
number of common priorities for the future. To achieve these priorities they agreed
thirteen specific objectives covering the various levels of education and training
(ironically whilst also noting the principle that an important role of education is to
promote the humanistic values shared by our society) aimed at making a reality of
lifelong learning. These common objectives provided a basis for Member States to
work together at European level to contribute to the achievement of the goals set out
by Lisbon (for the period up to 2010).

These objectives are evident in many of the initiatives and developments presented by
the Government and Department of Education and Science, in relation to enterprise,
education, training and skills.

All schools and centers for education are directly

involved in their implementation and delivery, some of which are listed in Chapter 1.
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Appendix 3
Six Domains of the Polynomic System of Value
THE ABSOLUTE GOOD
THE PHENOMENAL GOOD
ETHICS
MORALITY
PERSONS
WILL
Morality of
intentions,
good and ill
will: ethics
of intention
and virtue;
moral
evaluation
of
intentions;
"mere"
morality:
obligation:
imperatives
(commands)

Morality of
actions, right
and wrong:
ethics of
justice and
injustice;
evaluation of
actions in
their own
right; causes
of judicial
penalty and
retribution.
obligation:
imperatives

Morality of things,
right and wrong:
ethics of property,
contract,
government, and
public order;
moral force of
legislation,
restricted by
requirements of
morality of
persons & subject
to utilitarian
falsification on the
basis of ideals;
liberties and duties
of the marketplace
and of public life;
bridge between
hortatives and
imperatives:
obligation:
jussives
(commands)

Ideal Ethics, the
good and the bad:
non-moral worth in
human life, the
good of teleological
ethics, the worth
and meaning of life-happiness,
fulfillment, material
well being, pleasure
etc.--things goodfor-us. Pluralistic
and relativistic
aesthetic variety,
limited by forms of
obligation below
and specified by
personal preference:
obligation:
hortatives
(exhortations)

Aesthetics, the
beautiful and the
ugly: theory of art &
beauty, the worth of
things independent
of human purposes,
"disinterested"
value, the worth of
nature, the relation
of value and being,
things good-inthemselves.
Pluralistic and
relativistic aesthetic
variety, limited by
forms of obligation
below and by
indefinable
principles of taste:
obligation:
optatives (wishes)

Religion, the
sacred and
the polluted:
the view of
transcendent
reality or of
the ultimate
meaning of
all existence,
free of space
and time, and
the meaning
of death; no
rational
content; not
subject to
noncontradiction;
forms of
obligation
completely
historical and
contingent
apart from
subsumption
of forms of
value listed
below:
obligation:
pietatives
(religious
obligations,
of piety)

Source: http://www.friesian.com/domain.htm
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Appendix 4
The Characteristics of Complex ‘Systems’

A large number of elements
Many interactions between the elements
Attributes of the elements are not predetermined
Interaction between elements is loosely organised
They are probabilistic in their behaviour
The system evolves over time
“Sub-systems” are purposeful and generate their own goals
The “system” is subject to behavioural influences
The “system” is largely open to the environment.
(Adapted from Flood and Jackson, 1999, pp 33-34)
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Appendix 5
Elongation Curve
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Appendix 6
Functions of Principals and Teachers
[This section may be found under the relevant sections on
http://www.irishstatutebook.ie/ZZA51Y1998.html, consulted 24th July 2006].
Section 22 of the Education Act 1998 indicates explicitly the functions of principals
and teachers and provides that:
(1) The Principal of a recognised school and the teachers in a recognised
school, under the direction of the Principal, shall have responsibility, in
accordance with this Act, for the instruction provided to students in the
school and shall contribute, generally, to the education and personal
development of students in that school.
(2) Without prejudice to subsection (1), the Principal and teachers shall—
(a) encourage and foster learning in students,
(b) regularly evaluate students and periodically report the results of the
evaluation to the students and their parents,
(c) collectively promote co-operation between the school and the
community which it serves, and
(d) subject to the terms of any applicable collective agreement and their
contract of employment, carry out those duties that—
(i) in the case of teachers, are assigned to them by or at the
direction of the Principal, and
(ii) in the case of the Principal, are assigned to him or her by the
board.

Statutory functions of the principal
Section 23(2) of the Act provides that in addition to the functions of a Principal
provided for in section 22, the Principal shall—
(a) be responsible for the day-to-day management of the school,
including guidance and direction of the teachers and other staff of the
school, and be accountable to the board for that management,
(b) provide leadership to the teachers and other staff and the students of
the school,
(c) be responsible for the creation, together with the board, parents of
students and the teachers, of a school environment which is supportive
of learning among the students and which promotes the professional
development of the teachers,
(d) under the direction of the board and, in consultation with the
teachers, the parents and, to the extent appropriate to their age and
experience, the students, set objectives for the school and monitor the
achievement of those objectives, and
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(e) encourage the involvement of parents of students in the school in the
education of those students and in the achievement of the objectives of
the school.
And he/she is empowered thus in the Act:
(1) For the purpose of carrying out his or her functions under this Act, a
Principal shall have all such powers as are necessary or expedient in that
regard, and shall carry out his or her functions in accordance with such
policies as may be determined from time to time by the board and
regulations made in accordance with section 33.
(2) The Principal shall be entitled to be a member of any and every
committee appointed by a board.
(3) Wherever practicable, the Principal shall, in exercising his or her
functions under this section, consult with teachers and other staff of the
school.
[…]
Furthermore, according to the Irish Education Manual (NAPD, 2005, pp. 2/10-2/11),
in the VEC sector, both in designated community colleges and in vocational schools,
the duties of principal must be in accordance with Memorandum, V.7. This is a
compendium of industrial agreements, circular letters and other ministerial and
departmental communications that govern conditions of service in the sector. In
Appendix E (ii) 4 of Memo. V7. ‘Draft Conditions of service: Principal Teacher’, the
following are listed under ‘Duties’:
(i)

(ii)
(iii)

To be responsible, under the Chief Executive Officer, for the
organization, discipline and administration of the vocational
school [or community college],
To engage in teaching the number of hours per section in section
116.7 of memo. V.7 [as amended from time to time]’’,
To comply with the lawful orders of the Committee, and its Chief
executive Officer, and with the rules and requirements of the
Minister for Education [and Science].
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Appendix 7

Leadership Questionnaire

A. The questionnaire should not take longer than 15/18 minutes to complete

B. Instructions

Please complete all questions
Please indicate your response by placing a tick (a) on the
appropriate line or in the appropriate box, unless otherwise directed
Please return the completed questionnaire in the stamped addressed
envelope supplied

AGAIN, PLEASE NOTE THAT ANONYMITY AND CONFIDENTIALITY ARE
GUARANTEED IN RESPECT OF ALL REPLIES

THE PRESENTATION OF THE ANALYSED DATA WILL BE DONE SO AS NOT TO
IDENTIFY ANY SCHOOL OR PRINCIPAL
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1. Name of school: ___________________________________________________________

2. To what extent do you encourage and support change, creativity and innovation in
your school?
____ Quite a lot

____ About the right amount

____Too little

____ Not at all

3. Please indicate what new courses/programmes you have added to your school
curriculum in the last 5/8 years:
SPHE ______

JCSP ______

Link Modules (LCVP) ______

Transition Year ______

LCA ______

PLC course(s) _____

Other (please specify)_____________________

4. Compared with five years ago, has the amount of time you spend in the
classroom increased, decreased or stayed the same?
PLEASE TICK ONE BOX ONLY

Increased a lot . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .

_____

Increased a little . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .

_____

Stayed the same . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .

_____

Decreased a little . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .

_____

Decreased a lot . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .

_____

I have not occupied my current position for 5 years . . . . . . .

_____
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PLEASE TICK ONE BOX ONLY FOR EACH STATEMENT

The boxes mean:

SA ->Strongly Agree

A ->Agree

U ->Undecided

D ->Disagree

SD -> Strongly Disagree

Over the last 5/8/ years …
5

My workload has increased considerably

6

My workload has increased only somewhat

7

My workload has remained the same

8

My workload is mostly administrative

9
10
11
12
13
14
15

S
A

A

U

D

The workload is spread amongst the senior management team in
the school
The administrative aspect of my workload is taking time away
from professional leadership in the school
My workload is having very little effect on improving the
quality of learning and teaching in the school
Most of my workload is to satisfy accountability only
Most of my workload is not important to the efficient
management of the school
My workload does not interfere with my own professional
development
The increase in my workload has significantly increased the
efficiency and accountability of the entire school
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To what extent do you agree or disagree with each of the following statements?
PLEASE TICK ONE BOX ONLY FOR EACH STATEMENT

The boxes mean:

SA ->Strongly Agree

A ->Agree

U ->Undecided

D ->Disagree

SD -> Strongly Disagree
S
A

16

I enjoy my current role

17

Being a Principal has always been my ambition

18

My current role is very stressful

19

I lead by example

20
21

I can admit to my weaknesses and work with others to
improve these areas
I am confident in my current role

22

I have a clear vision for my school

23

I have the freedom to manage my school as I wish

24

My staff work as a team

A

U

D

S
D

Please rank the importance of the following. (Fill in your rank order in the spaces
provided using the numbers 1 through 7, where 7 is the highest rank:
Rank
No.
25. The purpose of second-level education is:
(1-7)
To ensure a young person gets a good job
To get as many points in the Leaving Certificate as possible
To help pupils reach their full potential
To prepare pupils for a fulfilling and happy life
To help pupils get to third level education
To produce pupils who will continue the existing social order
To produce pupils who will ‘challenge’ to change society to improve the quality
of public life
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To what extent do you agree or disagree with the following statements with
regard to the general purpose of education:
PLEASE TICK ONE BOX ONLY FOR EACH STATEMENT

The boxes mean:
SA
U

Strongly Agree
A
Agree
Undecided
D
Disagree
SD
Strongly Disagree
SA

26

To help pupils get to third level education

27

To ensure pupils get a good job

28

To help pupils get as many points in the Leaving Certificate
as possible

29

To help pupils reach their full potential

30

To embrace diversity of opinion

31

To embrace alternative interpretations of life

32

To produce pupils who will challenge and change society to
improve the quality of public life

33

To produce pupils who will continue the existing social order

34

To prepare pupils for a fulfilling and happy life

35

To develop the moral character of the student

36

To inculcate a Christian way of life

37

You may add a statement of your choice here

38

You may add a statement of your choice here

A

U

D

SD
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In your experience how often does the following occur?
PLEASE TICK ONE BOX ONLY FOR EACH STATEMENT

The boxes mean:

VO Very Often
HE Hardly Ever
N Never

FO Fairly Often
S Sometimes

39

Staff are consulted about any change to their work
practices

40

Staff receive regular and constructive feedback

41

Systems are in place to enable staff to raise
concerns about any uncertainties or conflicts they
have in their role and responsibilities

42

Staff feel safe and comfortable in this school

43

I ensure adequate staff consultation on changes

44

I provide opportunities for staff to influence
proposals with regard to change

45

Staff have a say in all decision-making that affects
them personally

46

I encourage critique (with regard to management
and leadership) from members of staff

47

Staff have a say in decisions that affect the school
generally

47

All decision-making is democratic

49

Staff have the opportunity to take part in decisionmaking in the school

50

Staff feel comfortable and safe in criticising
decisions made in this school

VO

FO

S

HE

N
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To what extent do you agree or disagree with the following statements?
PLEASE TICK ONE BOX ONLY FOR EACH STATEMENT

The boxes mean:
SA
U

Strongly Agree
A
Agree
Undecided
D
Disagree
SD
Strongly Disagree
SA

51

A

U

D

SD

Shaping the future of the school (i.e. setting broad long-term
goals) is the work of the patron only

52

Shaping the future of the school is the work of patron, senior
management with BOM only

53

Shaping the future of the school is the work of senior
management, BOM and the entire staff.

54

Shaping the future of the school is the collaborative work of the
SMT, BOM, school staff and the parents

55

Pupils should not be invited to participate in shaping the future
of the school

56

I don’t have time to think about shaping the future of the school
due to the demands of current day-to-day matters

57

Implementing the different facets of the SDPI is a major priority
in this school

58

You may add a statement of your choice here
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In your experience how often does the following occur?
PLEASE TICK ONE BOX ONLY FOR EACH STATEMENT

The boxes mean:

VO Very Often
HE Hardly Ever
N
Never

FO Fairly Often
S Sometimes
VO

FO

S

HE

N

59 We set aside time for reflection and dialogue to analyse the
outcome of any new activities we have undertaken
60 We use teamwork to help design, develop and implement
new initiatives

Please indicate on the scale below
PLEASE TICK ONE BOX ONLY FOR EACH STATEMENT

Major
Role

Moderate
Role

Not
Sure

Minor
Role

No Role
at all

61 The degree to which you
think the Board of
Management (BOM) should
play a strategic leadership
role
62 The extent to which you feel
your BOM actually plays a
strategic leadership role in
your school's affairs

In general, to what extent do you consider the following to be important for
school leaders?
PLEASE TICK ONE BOX ONLY FOR EACH STATEMENT

The Boxes mean:

VI = Very Important
NS = Not Sure
NVI = Not Very Important

FI = Fairly Important
N at all I = Not at all

Important
VI

FI

NS

NVI

N at all I

63 To draw on the findings of educational
theory and research to support the
work they do
64 To undertake periodic and systematic
self-assessment of their own
leadership role
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To what extent are you as Principal involved in the following, if at all?
PLEASE TICK ONE BOX ONLY FOR EACH STATEMENT
The Boxes mean:

VI = Very Involved
DK = Don’t Know

FI = Fairly Involved
NVI = Not Very Involved

NI = Not at all Involved
VI

FI

DK

NVI

NI

65 Drawing on educational theory and the findings of
educational research to support the work you do

66 Using research into management and school leadership to
support your leadership role

67 Undertaking periodic and systematic self-assessment of
your own leadership role

68 Conducting or leading educational research-based
69

enquiries in your school (e.g. action research, focus
groups)
Conducting or leading educational research-based
enquiries outside your own school

70 Using the findings of your educational research to inform
policy and practice in your school

71 Disseminating the findings of your enquiries to other
schools

Please indicate your level of belief with regard to the following statements by placing a
tick (a) in the box of your choice:
The boxes mean:
DT Definitely True
PT Probably True
PF Probably False
DF Definitely False
U Undecided
DT PT U PF DF
Education is now primarily preoccupied with accountability
72 schemes, value for money, monitoring, performance
indicators, testing and accreditation.
Education is defined in terms that measure its usefulness
73 only against its contribution to economic growth, cultural
uniformity and consumerist market place values
Education spends very little time looking through the lens of
74 civic life that takes as its organising principle the language
of morality, civic courage, and social compassion.
Education should devote more time to the ethical issues of
75 critique, justice and caring, and the political socialising of
the ‘universal ethics of the human person’
76

You may add a statement of your choice here
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Please circle a number from 1 to 5 indicating your rating for each of these descriptive
characteristics of the general ethos in the school.

77

Adventurous

1

2

3

4

5

Cautious

78

Authoritarian

1

2

3

4

5

Democratic

79

Encourages critique

1

2

3

4

5

Discourages critique

80

Helpful

1

2

3

4

5

Unhelpful

81

Inflexible

1

2

3

4

5

Flexible

82

Leadership tight

1

2

3

4

5

Leadership distributed

83

Likes Change

1

2

3

4

5

Dislikes Change

84

No clear values

1

2

3

4

5

Clear Values

85

Open to new ideas

1

2

3

4

5

Sceptical of new ideas

86

Pessimistic

1

2

3

4

5

Optimistic

87

Pupil Friendly

1

2

3

4

5

Not Pupil Friendly

88

Pupils do not have a ‘voice’

1

2

3

4

5

Pupils have a ‘voice’

89

Pursues long-term goals

1

2

3

4

5

Pursues short-term goals

90

Reactive

1

2

3

4

5

Proactive

91

Risk-taking

1

2

3

4

5

Avoids risks

92

Sensitive

1

2

3

4

5

Insensitive

93

You may add a statement of
your choice here

94

You may add a statement of
your choice here

You may add a
statement of your choice
here
You may add a
statement of your choice
here
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To what extent do you agree or disagree with each of the following statements
about your leadership in your school?
PLEASE TICK ONE BOX ONLY FOR EACH STATEMENT

The boxes mean:
SA
U

95
96
97
98
99
100

Strongly Agree
A
Agree
Undecided
D
Disagree
SD
Strongly Disagree
S
A
A

U

D

S
D

I have so many pressures on my time I do not have
time to think about my leadership style
Leadership responsibilities are shared out among the
senior staff in my school
Managing the professional development of my staff is
a key priority for me
Too much emphasis is placed on aspiring to
excellence in schools
Leadership is all about building a shared set of
beliefs/values
I prefer articles and courses that give you practical
management techniques to use

Demographic Details

101. Please indicate your School Type:
(a)
Secondary

Vocational

Community/Comprehensive

(b)
Male

Female

Co-educational

102. Which of the following best describes the location of your school?

Small Town

Rural

Large Town

Other
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103. Please indicate your enrolment:
Male

Female

Total

104. What percentage of your total pupil enrolment is non-national?
Less than 10%

11 – 20%

21 – 30%

More than 31%

Please tell me a little more about yourself

105. Are you

Male ________

Female ________

106. How long have you been Principal at your current school?
PLEASE WRITE IN THE NUMBER OF YEARS
_______ year/s

107. If you are an Acting Principal, please write in how long you have held this
position.
PLEASE WRITE IN THE NUMBER OF YEARS/MONTHS
________ year/s month/s

108. Have you held any of the following senior positions? If so, please indicate the
number of years you held each position?
PLEASE WRITE IN THE NUMBER OF YEARS OR INDICATE THAT YOU HAVE NEVER
HELD THE POSITION

a) Never held position _____
b) Principal at another school(s) . . . . . . . . . . . . . .. ______ year/s
c) Acting Principal. . . . . . . . . . . . . . . . . . . . . . . . . . .______ year/s
d) Deputy Principal . . . . . . . . . . . . . . . . . . . . . . . . . .______ year/s
e) Assistant Principal . . . . . . . . . . . . . . . . . . . . . . . .______ year/s
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109. Please indicate your age group
PLEASE TICK ONE BOX ONLY

30 and
under

31-35

36-40

41-45

46-50

51-55

56 to 60

Over 60

110. Which, if any, of the following activities do you currently undertake in the
classroom?
PLEASE TICK ALL THAT APPLY

Regular timetabled teaching commitments . . . _____
Covering for absent colleagues . . . . . . . . . . . . _____
Covering for unfilled vacancies . . . . . . . . . . . . _____
Coaching colleagues . . . . . . . . . . . . . . . . . . .

_____

Monitoring and evaluation . . . . . . . . . . . . . .

_____

Administrative tasks . . . . . . . . . . . . . . . . . . .

_____

4
111. Are you currently involved in any educational research?

____ Yes

____ No

If ‘Yes’ please explain:
_________________________________________________________________________
_________________________________________________________________________
_________________________________________________________________________

112. What educational material (other than material issued by DES or its agencies) are
you currently reading?
_________________________________________________________________________
_________________________________________________________________________
_________________________________________________________________________
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113. What management and/or leadership training have you participated in over the last
5/8 years?

____ None

Other (please explain)
_________________________________________________________________________
_________________________________________________________________________
_________________________________________________________________________

114. What postgraduate education have you been involved in over the last 5/8 years?
____ None
Other (please explain)
_________________________________________________________________________
_________________________________________________________________________
_________________________________________________________________________

115. What leadership/management training do you feel you need for the next 5
years?
____________________________________________________________________________
____________________________________________________________________________
____________________________________________________________________________
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116. Which, if any, of the following issues prevent you from receiving the training
and development you need on leadership and management for your role as
Principal?
PLEASE TICK AS MANY AS APPLY

I do not have enough time to attend training/spend time on development
It is unclear what information and/or opportunities are available for
Principals
There is so much training on offer for Principals it is difficult to wade
through all the information to find the course I want
The training/development I want is not available
I do not have the budget to spend on training for me in this area
I do not feel that training and development is a priority for my time
I do not have any training or development needs
Other (PLEASE WRITE IN)

None of these

117. Is there anything you would like to add?
____________________________________________________________________________
____________________________________________________________________________
____________________________________________________________________________
____________________________________________________________________________
____________________________________________________________________________

121
118. As part of this research I am also carrying out a small number of follow-up
individual semi-structured interviews to investigate leadership issues in more
depth. Would you be willing to take part?
Yes, happy to participate

_____

No

_____
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119. If you answered YES, please supply your name, e-mail address and contact
telephone number. This information will remain confidential
PLEASE WRITE IN CAPITALS

Name ________________________________________________

E-mail _______________________________________________

Contact telephone number

____________________________________

THANK YOU VERY MUCH FOR COMPLETING THIS
QUESTIONNAIRE

PLEASE RETURN IT IN THE ENCLOSED STAMPED ADDRESSED
ENVELOPE
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Appendix 8
Consent Letter
Séamus O’Donovan
3 Derrylea
Oakpark
Tralee
Co Kerry

Dear
As part of my doctorate in Educational Leadership and Management (with the University of Hull) I am
required to complete a thesis based on original research.
I am asking for your help with that research, hoping you will complete a questionnaire and a ½ hour
follow-up interview, if required.

The ethical procedures of the university require that I get your consent for such participation. The title
of my thesis is Courting Liberation Leadership Through the Intervention of Strategic Thinking and the
enclosed consent form explains the purpose and aims of the research. The form also contains a
paragraph explaining the ethical procedures to be followed including the anonymity and confidentiality
of any information I get from you.

The questionnaire is enclosed with this letter, with the instructions on the front cover.

The interview, if required, will be semi-structured and will be seeking elaboration and clarification on
sections of the questionnaire. The main emphasis will be on how you and your school are developing
strategies for the future needs of your pupils and for the ongoing development of the school.

I would be grateful if you could consent to participate in the research. Please sign and date the form and
return to me in the stamped addressed enveloped.
Thanking you in anticipation.

Yours sincerely

________________________________
Séamus O’Donovan
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Appendix 9
Consent Form

THE INSTITUTE FOR LEARNING (IfL) ETHICS COMMITTEE

CONSENT FORM
FOR

QUESTIONNAIRE AND SEMI-STRUCTURED INTERVIEW

I _______________________________ of (school)_________________________________________
hereby agree to participate in this study to be undertaken by Séamus O’Donovan and
I understand that the purpose of the research is to investigate how principals, in postprimary schools in the Counties Cork and Kerry, Republic of Ireland (ROI), are coping
and dealing with their increased workload, as it has developed and changed over the
last five to eight years. The project further aims to:
e) Explore and illuminate the extent to which strategic thinking is practised
f) Explore the extent of strategic responsiveness of leadership among the
principals
g) Investigate and elucidate the extent of the inculcation of the
business/commercial mindset into the schools, i.e. a managerialist attitude
and approach
h) Explore how responsive the schools are with regard to empowerment and
emancipatory issues, i.e. discover the extent to which leadership within the
schools is liberational
i) Describe and articulate these processes, perspectives and responsiveness
j) Consider and possibly generate tangible recommendations to make the
schools more aware and more responsive to strategic thinking and
liberationist issues.

I understand that
1. Upon receipt, my questionnaire and interview will be coded and my name and
school kept separately from them
2. The interview will be transcribed and shown to me for verification; and I may
make any amendments I see fit or indeed withdraw my consent for its use (see
6 below)
3. Any information that I provide will not be made public in any form that could
reveal my identity to an outside party i.e. that I will remain fully anonymous
4. Aggregated results will be used for research purposes an may be reported in
scientific and academic journals
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5. Individual results will not be released to any person except at my request and
on my authorisation
6. That I am free to withdraw my consent at any time during the study in which
event my participation in the research study will immediately cease and any
information obtained from me will not be used.

Signature: ________________________________
_______________

Date:

The contact details of the researcher are: Séamus O’Donovan, 3, Derrylea, Oakpark,
Tralee, Co. Kerry. Tel. 066-7180466; 087-7950252. Email: seamus@fluirse.com

The contact details of the secretary to the IfL Ethics Committee are Mrs. J. Lison,
Centre for Educational Studies, University of Hull, Cottingham Road, Hull, HU6 7RX.
Email: J.Lison@hull.ac.uk tel. 01482-465988.

Professional Bio.

Séamus O’Donovan:
o B.Ed. degree in Phys. Ed. and Maths from Thomond College, Limerick
o M.A. degree (Leadership & Management) with the Open University
o Currently completing doctoral studies with the University of Hull
o 28 years second level teaching experience in Listowel and Killarney
o Various responsibilities as Assistant Principal
o Seconded for 10 months to work as project co-ordinator for the Kerry
Education Service 5-year Strategic Education Plan (2006-2010)
o Currently serving as Acting Education Officer with Kerry Education
Service
o Special interest in the area of school leadership and management,
School Development Planning Initiative and strategic thinking

Thank You
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Appendix 10

Questionnaire Categories

Category

Questionnaire Category

Questions

No.

Justification: (Represents Liberation
Leadership Elements, and Research Aims)

1

Demographic data

101-109

General purpose details on Principal, school and
locality

2

Professional Biographical data

111-116

Indicates the extent to which the Principal is a
continuous learner

3

New initiatives and workload

3, 5-15

Indicating changes, additions etc. to job

4

Principal’s Role

16-24

Indicates principal’s view of his/her current role

5

Vision; Shaping the future of
school; Role of BOM

6

Creativity and innovation

2 & 60

Innovation, experimentation, risk taking;
management and staff adopt an experimental
approach to their work

7

Purposes of education; what is
ed. today?

25-38
72-76

Indicative of what leader thinks is the purpose of
2nd level ed.

8
Filter

9

Participation, consultation, and
teamwork

Reflection and dialogue

22, 51-58
61-62

39-50
24, 60

Envisioning an uplifting and inspiring future;
Relevant others set broad long-term goals

Interactive and participatory decision-making;
fostering collaboration, cooperation, share
information and power, transparency;
Embracing of diversity of opinion and
alternative interpretations of meaning

59

A shared reflection on and analysis of the
outcomes of actions

63-71

Indicative of boundary spanning; antennae
tuning

10
Filter

Involvement in ed. theory &
research

11

General leadership ethos in
school

77-94

12

Miscellaneous leadership
elements

95-100

Provides a flavour of the overall leadership
ethos of the school, how Principal sees the
school
Leadership pressure; shared beliefs, values;
distribution.
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Appendix 11
Semi-Structured Interview Schedule
Outline Questions
I would like to discuss with you the process of leadership and strategy management, as
you see them, in this school, and to what extent to which they may be liberational.

1. Tell me briefly about this school. What are some of its unique characteristics
– history, programmes, students, teachers, community, etc.)?
2. What is the school’s organisational/decision-making structure – both formal
and informal? Describe briefly the roles and responsibilities of each of the
positional leaders, i.e. the assistant principals and special duties teachers. (If
these are available in your School Plan we will move on).
3. Talk to me about your understanding of strategy.
4. Can you explain to me your idea, your understanding of the concept of
management?
5. How about the concept of leadership, can you tell me a little about your sense
of that?
6. What would your understanding of the concept of liberation leadership be?
7. What do you do to cultivate/support other leaders in this school?
8. What do you understand as the most important aspect of your role as
principal?
9. In what way(s) has your workload as principal changed in the last 5/8 years?
10. What do you think has been the cause/catalyst for such change?
11. What is your vision for this school?
12. What do you think about the job’s future – where is it going?
13. Is the current system of education helping pupils reach their full potential? In
what way? Why not?
14. What would be your ideal scenario of second-level education/schooling in
2020?
15. The following questions would be principal/school specific, e.g.
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a. Explain how ORBIT has been of benefit to the pupils
b. Give more details about your involvement in leading research outside
your school
c. You mentioned in the questionnaire about a sense of community, tell
me a little more about what you mean by that
d. Talk to me more about your Harvard experiences )
e. You mentioned that you encourage and support change, creativity
and innovation in your school quite a lot. Can you give me more
details about this, examples, etc.
f. Etc.
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Appendix 12

Questionnaire Reliability Analysis

Scale (Alpha) N = 35
Category

Question numbers

Alpha return

16-24

0.562

26-38
72-76

0.770
0.682

Participation, Consultation,
Teamwork

39-50, 24, 60

0.762

Involvement in Educational
theory and research

63-71

0.851

General leadership ethos in the
school

77-94

0.836

5-100

0.824

Principal’s role
Purposes of education?
What is education today?

General questionnaire
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Appendix 13
Analysis Codes
CODE
St/Def
M/Def
L/Def
LL/Def

EXPLANATION
Definition of Strategy – perception of concept of Strategy
Definition of Management – perception of management concept
Definition of Leadership – perception of leadership concept
Definition of Liberation Leadership (LL) – perception of LL concept

Relat
C&F
Team

Overriding Concern with Relationships – listening to people’s thinking & feelings
Concern with Community and Fellowship
Team approach utilised

ChQ
Ch/Agit
Ch/Refl
Ch/FV
Ch/R&Inov

SA/C/r
SA/C/r

V
V/Broad
V/FT

SA/SInt
SA/A
SP/C

Em
Em/Del
Em/Dis
Em/Co
Em/Safe
Em/Tp
Em/ProDev

SA/Dec
SA/Dec
SA/Ppl

Em/Pd-m

SA/Ppl

Ex

SA/Pp

Challenge & Question the Education Process
Positive agitation and critique – past, present and future processes
Critical reflection on activities and conceptualisations
Question fundamental values
Involvement in risk-taking and Innovation
Inspire a School Vision
Sharing (communicating) broad vision(s) for school – medium to long
term Intents
Engagement in Futures Thinking

Empower Others
Delegation to others
Distributed leadership
Collaboration and Cooperation
Psychologically safe environment – caring, humane, ethical
Transparent practices
Building Capability and Capacity amongst staff and others –
professional development
Participative decision-making

Ex/DM
Ex/Lrn
Ex/Rech
Ex/B&Net
Ex/C&D

Be an Exemplar
Principled and ethical decision-making
Principal/leaders as continuous learner(s)
School involved in relevant research
Boundary spanning & Networking
Deals with conflict and disorder – due process – ethically and humanely

EnR/Indiv
EnR/Cele
EnR/Afrm
EnR/EdRit

Encourage / Reinforce
Recognise and acknowledge individual contributions
Celebrate accomplishments – individual, team and also staff as team
Affirm good practice
Establish edifying rituals

EnR
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Appendix 14

Verbatim Quotations
Management, Leadership and Liberation Leadership
Concept of Management
My concept of management would be that I am making the best use of the
resources that are available to the school, be they human, physical or financial.
(P10)
Management is doing the timetable, the paper work, and all that. (P3)
As a manager I have to make sure that the school runs on a day-to-day and a
week-to-week and a term-to-term basis and manage resources or delegate the
responsibility for other people to manage the resources, so that things get done
as efficiently as possible …so, its very much a nuts and bolts thing ...
management … administration. (P6)

The Process of Education
There is no education without the reality of life, it’s out there, it’s not always
inside in the classroom reading textbooks and trying to assimilate that in ones
mind is difficult. If it was related to some practical, some real life situation in
the outdoors it’s likely to make more sense. After all, looking at life in a test
tube in the classroom is really not the same as looking at life in a stream, lake or
river. Looking at photographs of castles hundreds of miles away from your
home is hardly the same as walking or climbing through a castle on your
doorstep. (P4)
There’s an awful lot of emphasis on books and rote learning in our education
system … I think the Leaving Cert is a horrible exam; the pressures we put our
kids under to do 5, 6, or 7 subjects is outrageous. (P7)
If you look at the exam structure which guides us all at the end of the day, what
are they looking for in the exam? They’re looking for regurgitation really, by
and large, of what has been learned in class and the amount of individual
thought and reflection and so on is quite small. Now, I understand as well that
you can’t expect young people to have a huge amount of that in an exam
situation. They’re not equipped really to think for themselves through the
present system… (P10)
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Agitating and Challenging the Status Quo of the Education Process
Risking Creativity and Innovation
… even those kids when they reach a certain age, we assign them helping the
secretary in the office for 40 minutes now and again, even a simple thing like
bringing letters, posting letters or going to the bank with money. We have a boy
in 6th year at the moment, he won’t be doing any exams but he has been with us
for 6 years now, he lodges money one or two days a week. Having said that, he
has lodged it in the wrong bank once or twice but it makes its way back. (P7)
… that students 1st and 2nd year in particular are going out to the resource areas
like Mucross House and gardens, the ring of Kerry and the historical sites, the
archaeological sites, the museums that are in the area … and they are taking
their text books of science, history, and geography and they are …by extension
learning in the outdoors …far more a practical way and probably ….hopefully
in a manner they will retain the information far better than in a classroom. (P8)
we were trying to do a counselling initiative … you know … that we would
have a councillor for Killarney counselling centre available here in town, to
work with the schools. … (P3)
… all the kids here did pottery last year, all the transition years because if you
look at it we have 4 or 5 big pottery shops in West Kerry … a few of them do
motor car driving, SAFE Pass for builders, a lot of them would be going in to
building trade. Tractor safety, they spent a day on that, stained glass is another
thing they did so again trying to be creative with them but you need this team to
do it. (P7)

Empowerment
Distributed leadership
… we have a lot of group leadership working in, subject, curriculum, the use of
the Irish language, discipline, books, the canteen and canteen facilities … (P7)
… he coordinates that and liaises with central groups in Dunmanway to keep the
policies rotating. Then we have D. S. who deals with in school career
development. (P4)
I have tapped into the huge resources that there are in the staff ….I have
identified people who have strengths in certain areas ….I have given them
responsibility to go ahead and devise patterns for the school in different areas,
so shared work is a big part of the school … and it has worked very well … it
gives people the opportunity to show their own leadership qualities. (P8)
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Delegation to others
I find it very helpful that I can say to teachers, ‘would you take care of that,
would you research that and would you come to the staff meeting with that?’
(P5)
I try to make sure that the class-teacher has a good rapport with the year head
and then the year head would bring all the problems to meetings and I have no
problem, no hesitation in giving full delegation to staff to work as they see fit …
(P7)
It is very important in a fast moving world that there is an individual identified
with the whole area of planning and that he/she would have the resources for
that. (P8)

Collaboration and Cooperation
I was looking for one to go on the sports task-group, one teacher, and how many
volunteered? One, two, three, four, five, six, seven. I wanted one for the
canteen and two volunteered … (P7)
… the people here are very involved in one way or another with boarding duties,
with extra curricular activities, with sports. They’d often find that an afternoon
or two a week is tied up with school or they may be coming in to do study for an
evening once a week and once term starts they are totally engaged… (P4)

Participative decision-making
… a meeting every 5 to 6 weeks you will touch on a pile of things, someone will
mention … wouldn’t such-and-such a thing be a good idea? Or if someone else
has a grievance … and everyone is actually kept happy … when it comes to the
end of the year we always have a quick staff meeting, nobody has any issues.
(P3)
… prioritised by the staff. We literally took a full day to prioritise the needs of
the school; this was part of the procedure to allocate posts. Then we rated them.
(P6)

Team Structure
… we have a lot of committees and care committees and school planning
committees and guidance committees etc., etc, (P9)
We’d also have a number of sub committees that would be working on things,
we’d have a few sub committees working on school plans and guidance now
being one at the moment and then you’d have others but again it depends on
who is driving them you know as to how well they go. (P4)
I suppose to a certain extent the whole school development planning is fairly
informal here because the team is still such a strong unit. We have very regular
staff meetings, that’s something else that I am a big believer in, we time-table
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them, we draw up the time-table at the start of the year and we generally have a
staff meeting every 5 to 6 weeks, that’s the best team we have. (P3)
We have another one working on physical development at the moment. We have
3 teachers I suppose and myself are involved with a development committee,
which includes parents and board members as well. (P7)
We have teams working like, for example, a finance sub-committee which
involves business, accounting; there is what we call an ‘Intake Committee’,
which involves a number of people from … you see in the staff room here, we
have three different tables, so we have 3 members from each table, they are on
the intake-committee and they would plan various induction things to do with
5th and 6th class … beyond that we have an awards committee and a number of
others. (P6)

Broader Involvement
Professional Development – Personal Mastery
I would also encourage people you know to do further degrees. For example
one of our practical art teachers has done a B.A in history and is now teaching
history as well as metalwork. Somebody else would have done a masters degree
and people would have done some work in learning support and so on and I’d be
encouraging them as well to look at those kinds of programmes that are there…
(P10)
I try to go to as many things as I can and another thing, we set up a care thing
this week, not about pastoral care so much now as just the care of the school.
One of the things we’ve been talking about is the development of staff
communication and that people are going to in services but they’re not bringing
back to the staff what they’re learning, and I’m as guilty of that as anyone else.
So, we’re hoping to build into the slots, you know if I go to this, its about
performance and learn something that at the next meeting, we have minutes and
that somebody else is going to do ten minutes on something else and so that
we’re all building because we have huge expertise here but we’re not using it as
well as we should be. (P3)
I have four doing grievance counselling at the moment, they chose to do that,
there is a, I think it’s the LDS are running it, a middle management course. I
have four special duties people going to that because they were the people who
were interested. So, if stuff comes in we try to support it, like the resource
teachers are very good for attending anything that can benefit us here. (P1)

Boards of Management (BOM)
I think the boards in the VEC schools perceive themselves as kind of rubber
stamping stuff that comes from outside but the VEC are addressing that at the
moment. (P1)
They are very much a rubber stamp at the moment. I don’t think they want to
be more than that, because, out of curiosity, I have tried them a few times: I
have given them policies and said, “Look, you know, can ye get back to me at
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the next meeting about it? Do you want to change it or is there anything that we
should have in it, or do you want to do anymore about it?” And I never
managed to get a reaction. (P3)
… the other board members are appointed by trustees and I usually lasso a
couple of parents to come in. They might not always be my 1st choice, I might
have to go 2nd or 3rd or 4th choices and people don’t necessarily last the length of
the board, you know, 3 years, though we have been lucky with the last board.
So asking them to step up in terms of taking a bigger role in strategic planning I
don’t think is a reality, not in the way our boards are constituted … when
everything is based on voluntary … (P6)

Leaders as Exemplars
Involvement in Local Community
…very keen and focused on the community part of the Community College, it
had to be a centre for the community. It wasn’t just a building that provided
education from 9 to 4 and closed after that. There was an involvement in other
aspects of community life and it contributes to those as well. (P2)
It’s part of the reson d’etre of the school: we were not imposed on the area; we
grew organically out of the needs of the area. (P8)

Boundary Spanning and Networking
There was a huge amount of learning in that for us, how other people do things,
how people address stuff and about minding ourselves as well. Some days I sit
and I think, ‘do I know what I’m doing at all’, and then you find other people
have similar problems. (P1)

Miscellaneous
… if a door that needed to be fixed, I’d go down on a Saturday and take out the
plane. I remember meeting a lady who was very much involved in musicals. She
used to join us every year. “Within two minutes of the show finishing”, she’d
say, “You’d be out stacking chairs and sweeping the floors.” I can’t ask
somebody to do something I’m not willing or prepared to do myself. (P2)

Overriding Concern with Relationships and Encouragement
Relationships
We pick a number of kids who come in from Spain or Germany and so on for
senior cycle maybe, a lot of them stay on; they might come for a year and say,
“we’ll see how it goes”, but they can’t get over how Irish teachers have such a
personal interest in them and obviously there’d be less of a personal interest in
those kids coming in than there would be in the Irish kids but they find that very
unusual and very affirmative. (P4)
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It’s a small school and it’s easy to walk around and talk. I would like to think
that I knew what was going on with most of the kids here most of the time and
that’s simply because it’s the small things that matter to me. (P1)
I would be inclined to say two things, and maybe they both sound a bit stupid. I
would be inclined to say a kind of a mothering role but definitely in loco
parentis … with a mothering sort of aspect to it, you know? (P3)
I’m a local, so I would know most people’s backgrounds and I can always
whisper in teachers ears, look this guy needs support or whatever and I’m
hoping that this personal approach … (P2)
Relationships I think are very important. You probably had the same lady, in
the Latin course if you did it in UCC, always say, “to teach John Latin you have
to know John and Latin”. I think knowing John is very important, the teacher
has got to know the Latin but they have to know the child and know what makes
the child tick. … Equally we need to care for the teachers, I don’t know who
takes care of us but that’s another matter. (P4)
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