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Editorial Note
We are surrounded by ongoing research – new research studies continue to be undertaken
challenging our practices, helping us reflect on our thinking, refining ideas and possibly changing
our minds. This issue of International Studies in Educational Administration is no exception. We are
presented with a number of interesting articles touching on broad areas of education and emanating
from various parts of the Commonwealth.

The article by Carmel Roofe from Jamaica explores how important it is for initial teacher education
courses to be sensitive to the context in which prospective teachers will work. The article is built
on the premise that 21st century classrooms require context-responsive teaching and learning that
emanates from culturally responsive pedagogy and culturally responsive teaching. The study,
which explored the lives of eight pre-service teachers, helps us to appreciate that during their initial
teacher education programmes, student teachers need to be engaged in different contexts – in this
case, an urban context – exposing them to the peculiarities associated with such contexts. Whilst
no teacher education programme can claim that it prepares its student teachers to handle all of the
challenges facing our schools today, Carmel Roofe reinforces the need to contextualise learning,
to bring theory and practice together. Only in this way can prospective teachers prepare contextresponsive pedagogies. It is an engagement that teachers who are passionate about their profession
do on a daily basis.
This article provides us with interesting insights into the education system in Jamaica, and in
particular its teacher education programme. Whilst noting the importance of understanding context
at the pre-service stage, another article based in Jamaica helps us to engage at a different level. Paul
Miller’s article, written with colleagues from Jamaica and the United Kingdom , strengthens the
argument for exploring the continuing professional development of teachers through international
study tours. Drawing on a combined descriptive and auto-ethnographic research methodology,
the article presents evidence that a study tour and capacity-building exercise to England in 2013
continues to have an impact on the professional practice of a group of Jamaican teachers.

There is much to learn through this model, with both anecdotal evidence from various countries
and various studies showing the validity of this approach. The study reported in this article is just
one of them. The editors have all been directly involved in such engagements and recommend this
as an effective approach to professional learning. The authors argue that the impact on personal
and collective learning is such that it impacts on the very culture of the school. The authors do
make it explicitly clear, however, that for such an impact it is essential that those who engage in
such study tours are provided with opportunities to share their learning and experiences, and to
establish learning communities aimed at sustaining the capacity developed by participants whilst
growing capacity in others.
Govinda Ishwar Lingam and Narsamma Lingam take us to the small island of Niue in the South
Pacific. With a population of around 1,400 inhabitants, the island has only two schools and, given
limited economic resources, relies heavily on foreign aid, mainly from New Zealand with which
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Niue enjoys a constitutional arrangement. The purpose of this investigation was to ascertain school
teachers’ perceptions of the extent to which Niuean school principals demonstrate Kouzes and
Posner’s (2013) leadership behaviours, as measured by the Leadership Practice Inventory.

Although a small number of teachers completed the questionnaires, they were unanimous in
their perception that their school principals under-performed in all leadership dimensions except
‘encouraging the heart’. One of the conclusions drawn is that school principals need to improve in
the other four dimensions of effective leadership: ‘challenging the process’, ‘modelling the way’,
‘inspiring a shared vision’, and ‘enabling others to act’. Whilst acknowledging the validity of the
inventory used, it has to be borne in mind that principals who are leading schools in Niue only
require a first degree together with a few years teaching experience to be eligible for the post. There
is limited professional development support provided both before and after one becomes a school
leader. These are serious issues that need to be approached through regional efforts, potentially
spearheaded by universities and other institutions in New Zealand and Australia who could
support the development of the region through their accumulated expertise.
In the next paper, Tsan-ming Kenneth Chan and Shun-wing Ng explore the important role that
extra-curricular activities (ECAs) have been given by the Hong Kong education authorities,
seeing ECAs as an opportunity for students to develop particular skills such as communication,
co-operation and creativity, as well as offering the possibility of enriching their life experiences.
This article approaches the area from a particular and unusual angle – that of outsourcing, which
has become the norm for most schools. This raises the dilemma as to the impact the decision to
outsource has on the quality, validity and impact of such courses on student learning.

The purpose of this article is to report on an exploratory study designed to illuminate the impact
of outsourcing ECAs on school effectiveness in primary schools, and secondly to examine the
views and thoughts of teacher professionals on issues and considerations of outsourcing ECAs.
The results of this study show that the participating schools used outsourcing to reduce the
workload of teachers and to achieve cost savings, for the enhancement of student learning, and to
enable higher quality provision. Findings related to the disadvantages/challenges raised through
outsourcing have to be addressed as they have an impact on issues related to ethics, quality, control
and monitoring, amongst others. At the same time, the study shows that the altruistic mission of
schools can be approached by for-profit service providers.
The final article, by Izhar Oplatka, now a household name when it comes to reviewing the CCEAM
conferences, presents a review of the 2014 conference held in New Brunswick, Canada. He
considers that the unique feature of the CCEAM conference is the ability to attract researchers from
both developed and developing countries and provide the platform to share ideas, experiences and
knowledge. A qualitative content analysis of 172 papers presented at the conference shows that
‘leadership’ and ‘education policy’ are still the dominant areas of study in the field, and that most
field members use interviews and questionnaires in their research design.

He also refers to new areas of study being explored, such as social justice (an area that has been the
central topic of other conferences over the past year or so), diversity, ethics, and equity. Furthermore,
Oplatka notes that other authors have extended their methodologies and research paradigms and,
more than before, have used mixed methods in their research design and, to a limited extent, other
methodologies (such as focus groups, observation and document analysis). Some authors also
addressed multiple sources of information, such as school board members, directors of education,
superintendents, pupils and stakeholders. In doing so, the field’s members who presented their
work at the conference extended the scholarly boundaries of the field to encompass new topics,
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methodologies, and samples – a vivid and important development in any field of study. The
conclusion presents some interesting pointers for future CCEAM conferences that should help us
to remain focused on what the vision and aims are of this Commonwealth body.
Christopher Bezzina, Jeremy Kedian and Paul Miller

Interim Editors, International Studies in Educational Administration
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The Urban Teacher: Towards a ContextResponsive Teacher Preparation
Curriculum
Carmel Roofe

Abstract: Teacher preparation for urban contexts has been occupying much discourse on teaching and
learning internationally. This exploratory qualitative study utilised individual interviews to ascertain and
illuminate eight pre-service teachers’ perceptions of their preparation for urban classrooms. Additionally, it
sought to highlight best practices that student teachers utilised in order to offer context-responsive teaching
and learning. The findings indicated that prior to attempting to be context responsive; student teachers
experienced fear, had mixed views on their level of preparation, and felt that they lacked exposure to the
peculiarities associated with teaching in urban schools. The data also indicated that student teachers utilised a
reflective approach to implementing context-responsive pedagogy while ensuring they were being culturally
responsive to students needs. The author concludes that in order for a teacher preparation curriculum to be
responsive to urban settings, pre-service teacher preparation should provide exposure to urban contexts at
various intervals prior to a practicum.
According to Stevens (2011), students have changed, educators have changed, learning has changed
and learning tools have evolved. The context within which learning occurs has also changed. As a
result of this dynamic process of learning, new areas for academic discourse and research continue
to emerge. The issue of urban education is one such area that has evolved and has been gaining
momentum internationally. Urban education focuses on issues that affect schools as a result of
being located in cities or city-like environments (Howard & Milner 2014). Within this paper, urban
schools refer to schools that are located within inner city communities. The political, economic,
social, technological and environmental realities in these contexts affect how teaching and learning
is carried out. These issues are complex and require teachers who are equipped with skills to
influence teaching and learning positively in these contexts (Hernandez, Morales & Shroyer 2013).

The stratification of schooling represents another set of complex issues with which teachers need
to engage. Curricula developed and introduced in schools in Jamaica are based on the centralised
approach to curriculum development. Primary education is offered in public primary schools, all
age schools and primary and junior high schools and in private (preparatory schools) schools from
grades one to six. Students undergo national standardised testing in grades 3, 4 and 6. At grade
6, the results of the test dictate the type of secondary school at which a child is placed. Secondary
education consists of two cycles. The first cycle begins in grades 7-9 of all age schools, primary
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and junior high schools, high schools, technical high schools and independent or private high
schools. The second cycle is offered in grades 10 and 11 of these schools, except primary and junior
high schools. At the end of grade 11, students sit the Caribbean Secondary Education Certificate
examinations (CSECs) in different subjects (Ministry of Education 2015). Additionally, some high
schools offer optional pre-university programmes in grades 12 and 13. In these grades, students
sit the Caribbean Advanced Proficiency Examination (CAPE). In addition to being referred to as
just high schools, as a result of the colonial legacy high schools that were built during British rule
are referred to as traditional high schools, and high schools that were built after independence are
referred to as non-traditional high schools or upgraded high schools. This stratification dictates
the types of resources and facilities that are available in these schools and the types of students
who matriculate from the primary level to these schools. Traditional high schools are considered to
have better quality resources and facilities, more academically gifted students and better parental
support.

Arguably, teacher preparation programmes in colleges and universities in Jamaica have largely
focused on preparing teachers with a body of knowledge or pedagogical skills for a particular level
of the education system and, for those at the secondary level, a particular subject area (Joint Board
of Teacher Education 2012). This preparation provides little or no focus on school communities or
contexts. Preparation does not explicitly cater to the political, social and economic issues teachers
face as a result of school stratification or location. Furthermore, in the minds of most Jamaicans,
some schools are better than others based on their location or classification. A majority of the
schools that exist in urban communities are not the preference for most parents or teachers, as they
are seen as having larger class sizes, less resources and more disciplinary issues. Schools that are
private are seen as having better resources, smaller class sizes and better teachers. The majority of
these schools are located outside of urban communities. At the secondary level of the education
system, the classification of schools as traditional and non-traditional conveys particular meanings.
Traditional secondary schools are viewed as being better than non-traditional secondary schools,
and these are the schools that the majority of the parents and teachers gravitate towards. Given
these issues, a re-thinking of how teachers are prepared in Jamaica for urban contexts needs to
occur so that the best possible teaching and learning experiences can be provided to all students,
while at the same time ensuring equity in the skill sets of teachers. Additionally a re-thinking is
needed to take into consideration the sociocultural and economic realities that influence students’
behaviour and pose challenges for pre-service and in-service teachers who engage in teaching and
learning in these schools. Against this background, the author proposes context-responsive teacher
preparation practices as a forward-thinking approach to the preparation of teachers.

As used in this paper, context-responsive teacher preparation focuses on the design of curricula to
include situated contextual knowledge (Miller 2011) to meet the needs of teachers who will operate
in urban settings. Though this paper seeks to advocate the importance of preparing teachers to
be responsive to urban settings, the broader issue is that the teacher preparation curricula should
enable teachers to be context responsive regardless of their setting. It should prepare teachers with
situated knowledge and skills to theorise about their practice and respond to the needs of students
given a particular context.
Schools do not exist in a vacuum, as students bring the realities of their lives with them to school
(Miller, Brown & Hopson 2011). This means that schools represent a microcosm of the communities
and families from which the students come (Guiterez 2009). Pottinger (2012) noted that research
conducted in 2004 on students in urban schools in Jamaica indicated that 79 per cent of adolescent
girls attending schools in inner city communities in Kingston reported witnessing violence in their
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communities, 61 per cent at school and 45 per cent in their homes, and 60 per cent had a family
member who had been a victim of violence. This research report further provides that witnessing
domestic violence is correlated with socially aggressive behaviours including gang-related activities,
poor psychosocial health including poor self-esteem, depression, loss of trust in the system and
opposition to authority figures. Additionally, female students who are already exposed to violence
in settings other than at school are seen by their teachers as angry, oppositional or depressed but
see themselves as popular among their peers, while boys who face violence in multiple settings
are seen by their teachers as restless and disruptive. Khan (2010), citing research conducted within
inner city communities in Jamaica, revealed that urban communities are usually characterised by
overcrowded homes, poor infrastructure, partisan politics which cause division among community
residents, widespread indiscipline, poor parenting skills, lack of interpersonal skills, poor quality
of family life, unmet needs, general disrespect resulting in loss of identity and dignity, physical
abuse, violence, insufficient or no money for basic needs due to unemployment, and no capital
and/or inadequate business skills from which to earn. These are some of the sociocultural and
economic factors that have implications for the learning experiences that are provided, as some
learning experiences may be better suited to some contexts than others. Pre-service and in-service
teachers will need to understand how to connect their subject matter to the lives of their students.
This can only be addressed through appropriately designed curricula. Drawing on recent research
conducted in Jamaica by Mayne & Miller (2014), one teacher educator expressed concern that
teacher preparation programmes were not adequately context responsive:

…teacher preparation programmes are not addressing serious issues student teachers
experience. These include: student behavior issues, the lack of resources in the schools,
appropriate delivery of lessons, and being able to use the technology to help the students
to learn what they need to learn. My major concern really, has to do with the curriculum. In
other words, we need to think about the curriculum that we are delivering and question if
it is really meeting the needs of student teachers. (Mayne & Miller 2014: 174)
Couched in literature associated with culturally responsive teaching, culturally responsive
pedagogy and McLeod’s (1987) perspective on curriculum as anthropology, this study sought to
ascertain and illuminate pre-service teachers’ perceptions of their preparation for classrooms that
represent particular sociocultural and economic challenges of schools located in urban communities
in Kingston and St. Andrew, Jamaica. It also sought to highlight best practices employed by preservice teachers in being context responsive.

Culturally Responsive Teaching

Culturally responsive teaching implies having an understanding of students’ prior experiences,
learning styles and cultural characteristics, and using this to ensure learning is appropriate to
students from diverse backgrounds (Martins-Shannon & White 2012). Gay (2000) notes that
culturally responsive teaching is based on the assumption that when academic knowledge and
skills are situated within the lived experiences and frames of reference of students, they are more
personally meaningful, have higher interest appeal and are learnt more easily and thoroughly.
However, many teachers are inadequately prepared to offer teaching that responds to the diverse
needs of students (Gay 2002). Teachers need to know how to use information about the backgrounds
and communities of their students and transfer this to curricula and instructional plans. Gay also
notes that one of the ways to do this is to teach pre-service and in-service teachers how to conduct
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deep cultural analysis of textbooks, other instructional materials and symbolic representations in
schools and to provide opportunities for guided practice using these materials.

Martins-Shannon & White (2012) note that teachers who have an awareness of culturally responsive
practices will begin to incorporate beliefs, traditions and languages into their classrooms based
on the needs of their students. For this to occur, teachers must have an understanding of the
background of their students and the contexts from which they come. The context from which
students come to the classroom will influence how they speak, what they talk about and the things
that they give attention to (Portar & Samovar 1991). According to Comer (2001), no significant
learning occurs without a significant relationship. However this relationship may vary based on
context, as the formation of this relationship must be borne out of an understanding of the context
within which teaching and learning is occurring.

How do teachers in urban settings develop a relational understanding of their context to create a
context-responsive teaching and learning environment? As postulated by Edwards & Edick (2013),
a key starting point is for teacher educators to define, describe and help develop the critical elements
necessary for this type of teaching. According to Hollins (2013), learning to teach in an urban
context involves coming to recognise, accept and take advantage of the opportunities, challenges
and possibilities that exist within urban contexts to facilitate learning and enrich students’ lives.
Student teachers should be given the opportunities, especially through practicum-based activities,
to arrive at this recognition. The recognition will then enable the narratives and practices of the
student teacher to be context responsive.

Culturally Responsive Pedagogy

As postulated by Richards, Peay, Brown & Forde (2006), culturally responsive pedagogy comprises
elements that support and facilitate the achievement of all students along three dimensions –
institutional, personal and instructional. The institutional dimension refers to the administrative
structure, physical space and school policies and procedures, and how these relate to the
geographical, social and economic context within which the institution is situated. This implies
that a teacher should be willing to orient him/herself about the peculiarities of the policies and
procedures of a particular school. Linked to the institutional dimension is the personal dimension.
This includes a continuous process of self-reflection to include an examination of the teacher’s
attitudes and beliefs about him/herself and others. Teacher education programmes should allow
teachers to engage in ongoing reflection and learning that will lead to the required classroom
practices. Reflection will unearth any biases that are embedded in their value system and that may
negatively impact their relationships with students and families within their context. The third
dimension of culturally responsive pedagogy is instructional, and relates to the use of teaching
strategies, activities and resources to enact teaching and learning in the classroom. Culturally
responsive pedagogy therefore utilises the students’ personal and community culture in classroom
instruction. This approach to learning is based on the constructivist ideology where learners are
viewed as individuals who shape and sculpt received stimuli with their biological capacities,
sociocultural norms, cognitive habits and psychological dispositions (Cusick & Borman 2002).
The three dimensions of culturally responsive pedagogy are not separate and disconnected, but
rather inextricably linked. Catering to these dimensions in a context-responsive teacher preparation
curriculum is based on the assumption that if teachers are trained to understand that the context
within which they will operate can transform how learning occurs, they will be better equipped to
face the realities associated with the classrooms in which they practice.
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Curriculum as Anthropology

Within the context of a centralised curriculum framework at the primary and secondary levels
of the education system in Jamaica, a context-responsive teacher preparation curriculum implies
preparing teachers with the skills associated with the concept of curriculum as anthropology. The
underlying assumption of this approach is that if a curriculum is to have the greatest possible
benefit to students, it is essential that modifications be made to suit the context within which it
is enacted. This implies that teachers should be prepared with the skills to adapt or localise the
national curriculum when it reaches their context.

According to McLeod (1987), it is necessary to understand how the context in which an action
occurs can define, inform and transform that action and give it a particular appearance. McLeod
is of the view that context actively transforms the curriculum in ways that are peculiar to each
educational situation. Jamaica has a centralised education system in which each school is given the
same curriculum to deliver and is expected to achieve the same outcomes in the same way, and
regardless of contextual issues or circumstances, all students at the same grade level sit the same
examinations. However, there are vast differences in school settings in the country based on their
location (Miller 2015), sociocultural factors, economic compositions and the ability levels of the
students who attend. This also implies different levels of availability of resources, both human and
non-human. Additionally, schools in urban settings are stigmatised as under-performing for one
reason or another.

For effective use of a curriculum to result in successful learning, McLeod suggests that the
context within which it is being enacted must be considered. This means that teacher preparation
programmes must be the first set of responders to enable teachers to be better prepared to offer
context-responsive teaching and learning. The student teacher should be taught how to design
teaching strategies, learning experiences and assessments based on specific contexts. The success
of teachers should therefore be seen in light of appropriateness of content, strategies and learning
opportunities, given a particular context (McLeod 1987).

Methodology

This small-scale exploratory qualitative study was carried out by examining pre-service teachers’
perceptions of their preparation for classrooms that represent particular sociocultural and economic
challenges of schools located in the parishes of Kingston and St. Andrew in Jamaica. Additionally,
the study sought to highlight best practices of student teachers that resulted in context-responsive
teaching and learning. Eight student teachers were individually interviewed – three females and
five males. Participants were purposefully selected from a cohort of students who had recently
completed their final teaching practicum of 12 weeks of teaching in urban secondary schools.
All participants were enrolled in a four-year Bachelor of Education programme at a university in
Jamaica. These participants were selected because of their placement in urban secondary schools.
Each participant undertook his/her practicum at a separate urban secondary school in Kingston
or St. Andrew. Three research questions guided the data collection: (1) What are the perceptions of
pre-service teachers teaching in urban schools in Kingston and St. Andrew? (2) How do pre-service
teachers view the adequacy of their training in relation to sociocultural and economic challenges
associated with urban schools? (3) How do pre-service teachers use their knowledge about their
school context to affect teaching and learning?
Data were collected using a semi-structured interview schedule. The pre-service teachers were
asked to comment on their experience of teaching in urban schools, how they felt about being
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placed at those schools, their views on the adequacy of their preparation for teaching in the schools,
and some of the teaching learning practices they implemented as a result of being in those contexts.
Each interview session lasted for approximately 45 minutes and participants were encouraged to
share their views freely. The interviewer’s main role was to ask the questions and seek clarity on
any response that was offered.

The data received were transcribed and content analysis carried out to arrive at codes. From these
codes, categories were developed which were then narrowed to themes. The final themes were
derived based on frequency of categories.

Findings

Six clear themes emerged from the data: contextual emotions, community influence, contextual
preparation, knowledge of students, experiential training and context-based practice. These
themes are discussed in turn below using narratives and pseudonyms that represent participants’
responses. The narratives are representative of the responses received and are selected as they shed
light on the research questions that guided the study.

Contextual Emotions
Seven of the eight pre-service teachers indicated that prior to entering the schools in which they
were placed for their practicum they experienced fear, while one participant expressed that because
of what he heard about his community, he felt a sense of novelty since it seemed to be different from
what he was used to. These are contrasting contextual emotions. Here are a few of their comments:
I was excited because I heard it was a bad school so I was looking forward to seeing what
was so bad about it. It was a good experience going forward because based on the high
school I went to it was much different. Totally different from what I experienced there. The
mannerisms were much different so at these schools you get real life experiences of what is
expected and what is out there and what to look forward to as a teacher. It has motivated
me to want to teach and provided me with confidence to be able to work in any other
context. (Kolea)
When I was told I really didn’t know what to expect so when I got there I was really timid
but I couldn’t show that. Walking to school I basically felt as if the students had more
control than I did; like you are in their area. (Bond)
Though expressing initial fear in relation to teaching in the communities, all the student teachers
expressed that by the end of the practicum they felt good about the experience and their level of
confidence to teach was increased.
One student teacher commented:

Overall it was a good experience. Initially I was frustrated as I was going to a school where
I didn’t know what to expect. I was concerned about the violence in the community in
which the school was located but after a while I gained the confidence and that kind of
turned around (Dyn)
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Community Influence
Expressing the view that there was a direct relationship between the community from which
students came and teaching and learning in these schools, the pre-service teachers felt that the
community negatively influenced students’ behaviour towards teaching and learning. Their
comments gave insights into some of the sociocultural and economic issues these students faced.
Most of the students were not prepared with the tools for class. They did not have the
materials that they needed to have inside the classroom, even pencil. For some students
it was naturally a financial problem but for some they just don’t value education. (Marie)
The area [community] had a lot to do with their behaviour as while I was there many
of the students displayed some gang behaviour and so forth; fighting, arguments, use of
expletives and so on. Sometimes they would just burst out in saying stuff and then say
sorry sir or miss. They just blurt out so it seems natural for them to be doing that. It just
seems to be the norm. (Bryan)
Well I had one particular student who always came to class late. When I asked him why
he comes to class late he explained that a member of his so called gang group got killed by
some other members so he had to be “locking” the turf at hours of the night so he has to
come to school late. (Ren)

Contextual Preparation
Commenting on the issue of their preparation for contexts in urban-like schools, the pre-service
teachers indicated that it was a mindset that the student teacher needed to have, as nothing in their
training could have prepared them for what they experienced.
For the most part knowing the books perspective/the professional way how to deal with
some of the situations [students’ behaviour] in these schools will be good. But you know
you have to come up with your ideas to help along because you are going to be meeting on
different situations that are strange situations; that you won’t necessarily learn from books
or in classes how to deal with. (Carl)
One student teacher commented:
I believe nothing could prepare you for those situations (Kolea).
While another stated:
Training gave me the basics in terms of planning and delivering but in terms of classroom
management in the real classroom I was not adequately prepared. I had to think for myself
in managing the students. (Bryan)
Citing what seemed to be a linkage between catering to the attention span of her students and the
adequacy of her training, one student teacher expressed:
The students’ behaviour can change in a flash especially if they were used to certain things
and you decide to change. The behaviour of students posed a challenge because I was not
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adequately prepared. At first I thought I was adequately prepared until I met the students
and I said my institution needs to do something different (Keen).

Knowledge of Students
Emphasising the importance of background knowledge about students in the teaching and
learning situation, the pre-service teachers commented that it was important for teachers working
in these contexts to have prior knowledge of this. One student teacher made reference to his days
of schooling in explaining the importance of knowing students’ backgrounds:
Coming from my high school experience, I was basically the one to always get picked on;
give trouble so basically going to the other schools you know that some students will come
in depending on what happens at home probably take it out at school on other students.
So with that you realize which students to help and which to punish and try to understand
where they are coming from to see if you can find out what would make them behave a
particular way. (Bond)
Another student teacher used the experience of a colleague to elaborate on the importance of
knowing students’ backgrounds:
For me it really depends on the school you are placed at because those who are placed at
Alia Valley high [non-innercity school] school don’t have the behavioural challenges that
those who are placed at Nubey high [urban school). So there should be some background
information from teachers who work at these schools. (Dyne)

Experiential Training
The pre-service teachers felt that their teacher training did not provide them with exposure to
students in these types of schools, and that this was necessary. Scrutinising the type of exposure
they received in their training, they expressed that it lacked the relevant real world experiences they
needed. These were some of their comments:
While we were doing the methods course we weren’t really teaching students from outside
so therefore we weren’t exposed to some of these different behaviour. Going out there we
were kind of surprised by some of the behaviour. We had to come up with new ideas on
how to deal with them. (Carl)
Make shift teaching is different from real teaching with disruptive students. Some of the
things they tell you in training cannot work or you cannot operate that way in the real
classroom it is not the same as when you are teaching your colleagues/peers. They don’t
display the sort of behaviour you meet in the schools even if they try. Lecturers need to
understand the culture of the schools and understand that some things taught in courses
cannot be applied in the real setting. (Marie)
Offering an approach to providing student teachers with experience about the nature of urban
schools, one student teacher commented:
It would be good to get principals or teachers from urban schools to come in and share
their experiences with teaching in those schools as part of seminars. (Keen)

ISEA • Volume 43, Number 1, 2015

Context-Based Practice
The pre-service teachers expressed that building trust relationships through one-to-one
conversations, flexible behaviour management, being task-oriented, and explaining and showing
the ‘whys’ of lessons were strategies they implemented to affect teaching and learning in their
individual contexts.
Most of the pre-service teachers expressed, in their own words, that:

Speaking to them [students] on a one to one basis was much better. They seem to be
defensive when you try to talk to them or punish them in front of other students so it’s best
to talk to them on a one to one basis. You can’t always be strict you need to have some form
of jokes or whatsoever. If they see you outside of class time because you wrap with them
they develop this level of trust. (Koeal, Keen, Marie, Bond, Dyne, Carl)
Another student teacher noted that being task-oriented worked well in her context:
I don’t have them around not doing anything ... I keep them on task so they are occupied.
Practical activity to go with the theory really goes a long way in helping them. (Bryan)
Indicating that a hands-on approach was needed when teaching these students, several student
teachers echoed that:
These students don’t enjoy the theory much. Every day you come to class they want to
know when you are going to start some practical activity. So giving them practical is what
keeps their interest and them wanting to come to classes more. Showing what they are
working towards or the reason for theory or giving them an example of something that
they are going to do at the end and use that to explain why they need to do theory or why
they are learning a thing helps. (All interviewees expressed the same view in their own
words).
When asked about how issues of indiscipline are addressed in these schools, the participants
indicated that being strict and inflexible did not work in their context. This was what one teacher
had to say:
One of the things I need to point out is that the use of strict punishment or the teacher being
coarse doesn’t really work with these students in the inner cities. It is the norm to be spoken
to in those ways so these punishments are not useful in a sense to making their behaviour
change. (Carl)
This point was echoed by all participants.

Discussion

The setting of urban schools is a reflection of the diversities that exist within societies and represent
complex issues that are not easy to understand. Since schools are a microcosm of the communities
within which they exist, the setting of urban schools is also complex (Guiterez 2009). For any
teacher to be effective in such a setting, he/she should understand the setting prior to functioning
in it, as well as have opportunities to understand the setting in he/she will be undertaking teaching
practicum. Teachers in training should be provided with information sessions on the particular
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features of the setting in which they are likely to practice, such as the demographics, historical
underpinnings and sociopolitical climate of the schools.

Based on the data collected, the pre-service teachers commented that they had limited knowledge
about these schools in urban communities and, based on what they had heard about some of the
communities within which the schools exist, were apprehensive. Some of the pre-service teachers
have suggested that exposure to students, teachers and principals who function in these types of
schools would have better prepared them. They also suggested that the modelling of teaching
practices with their peers would be more effective if done in real contexts, as their peers will never
be able to exhibit some of the behaviour they have seen in these schools. These suggestions by the
pre-service teachers align with the views Martins-Shannon and White (2012) put forward, which
indicates that when teachers have an understanding of their students’ backgrounds, they will begin
to incorporate beliefs, traditions and languages into their classrooms based on the needs of their
students.
The perceptions of the pre-service teachers of their level of preparedness for urban school contexts
are a call for action on the part of those who design teacher preparation curricula. Pre-service
teachers need to be armed with strategies that align with context-responsive teaching so that
they can begin to connect their subject areas to the lived realities of their students. This includes
strategies that focus on how to conduct cultural analysis of materials, the institution, instruction
and self, and most importantly strategies for interpreting students’ behaviour without making
assumptions. However, for the student teacher to be able to do this, the process has to begin with
the teacher educator. Knowledge and demonstration of a wide range of strategies for contextual
analysis therefore become important aspects of the practice of teacher educators.
Through working in what is considered to be a ‘difficult’ context, the pre-service teachers in the
study expressed that they developed greater teacher efficacy, as they felt that their exposure to such
a context provided them with the confidence to be able to function in other contexts. Linked to
this is the view of the researcher that this confidence would later enable the pre-service teachers to
become culturally responsive (Vinlove 2012). This suggests that once teachers are able to meet the
needs of the students in their context, they become more confident and this will translate into more
effective teaching and learning for all students.

The negative influences of community-related activities, such as gang violence, inappropriate
language usage and late night activities, are sociocultural issues with which the pre-service teachers
had to grapple. These issues are complicated and not easily resolved (Matsko & Hammerness 2014).
In most instances, few pre-service teachers can relate to the experiences of students in these settings
(Zeichner 1992). The orientation towards education of most students and parents in urban settings
is different from that of teachers, and most often does not align with mainstream assumptions
about education (Valenzuela 1999; Chou & Tozer 2008). Therefore, pre-service teachers need to
undergo a reorientation of their own thinking so that the most effective practices can be employed.
Students in these schools also faced financial challenges that lead to their absence and a lack of
necessary resources to aid their learning. The pre-service teachers commented that some students
placed a low value on education, as seen in their reaction to school-related activities. One may argue
that this low value ascribed to education by the students may be a result of the experiences they
were having in their homes and communities. For this reason, McLeod (1987) indicates that the
context within which the curriculum is enacted must be considered, as the context can transform
an action and give it a particular appearance. Pre-service teachers need to possess psychological
and sociological theories and thinking that enable them to deconstruct and contextualise these
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issues. During teacher training, these theories must be taught within a context whereby pre-service
teachers can apply them to real situations under the guidance of the teacher educator, who will
facilitate the navigation of the contextual applications. This would allow teachers to recognise the
opportunities that exist within these classrooms (Hollins 2013). Furthermore, this will aid preservice teachers’ understanding of the skills students need in order to respond to life outside of
school (Barnhardt 2014).
Learning by doing was an approach pre-service teachers utilised in their urban contexts, as well
as explaining to students why they were learning a concept/skill and, in some instances, showing
students what they were working towards. In support of these pre-service teachers’ actions, Gay
(2000) notes that when academic knowledge is situated in the lived experiences of students, the
students are more interested in learning. Based on the constructivist ideology, learners are viewed
as individuals who shape and sculpt received stimuli with their biological capacities, sociocultural
norms, cognitive habits and psychological dispositions (Cusick & Borman 2002). This type of
learning is also based on the assumption that when students are given the opportunities to explore
and participate in practical tasks, learning becomes more fun and they are more motivated to learn.
Furthermore, the pre-service teachers commented that the use of resources that students were
familiar with from their environment helped, as most of the time the students knew the names of
resources in their environment but did not know their uses or how they related to their learning.
A hands-on approach to teaching and learning is also aligned with the policy statement of the
Jamaican Ministry of Education that ‘every child can learn, every child must learn’ (Task Force on
Educational Reform 2004). The onus is on the teacher to find the most effective ways of learning
for each student.

Teaching pre-service teachers how to engage learners in the urban context requires teacher educators
who model practices in their classrooms so that the pre-service teachers can emulate them (Edwards
& Edick 2013). The data provided evidence that some of the pre-service teachers indicated that
while knowing the theory from their training was important, training only provided them with
the basics for operating in any context. One can argue that limited exposure to a curriculum that
is based on context-responsive pedagogy during pre-service training could lead the pre-service
teacher to think that no training could have prepared him to respond to the peculiarities of a
context. The pre-service teachers commented that other student teachers in other contexts outside
of urban settings did not experience the challenges they experienced. However, for them, having
the mindset to help the students was an approach they found useful in mitigating their challenges.
This also speaks to the view that teachers operating in an urban context must be able to think on
their feet so that they can respond to challenges as opportunities to influence learning in a positive
way. However, for teachers to be able to do this they must be armed with a body of knowledge
and skills on which they can draw. As postulated by Hollins (2013), learning to teach in an urban
context involves coming to recognise, accept and take advantage of the opportunities, challenges
and possibilities that exist within urban contexts to enrich students’ lives.
How, then, do teachers develop this mindset that the pre-service teachers spoke about? It can be
developed through reflective practice, which is one of the components of culturally responsive
pedagogy. This involves teaching pre-service teachers how to have conversations about their
practice, which leads to agency. An important component of this reflection is questions that guide
both conversations with self and conversations with colleagues about practices in an urban context.
The teacher in an urban setting must continually engage in reflection about his/her practice in
relation to the sociocultural and economic context. This should lead the teacher to construct and
reconstruct practice, link content to context, and implement the most appropriate strategies to meet
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the needs of the students, context and content. This is at the core of culturally responsive pedagogy
and culturally responsive teaching.

Conclusion

Twenty-first century classrooms require context-responsive teaching and learning that emanates
from culturally responsive pedagogy and culturally responsive teaching. In Jamaica, negative
perceptions are attached to schools in urban communities for various reasons. Based on the literature
reviewed and the data collected, the author believes that an understanding of the sociocultural
and economic issues that influence the lives of students in urban settings is critical to pre-service
teacher development. The data in this study suggest that the context for which student teachers are
being prepared should be given explicit and focused attention in the curricula of teacher training
institutions. This requires an examination of current curricula to ascertain the best possible ways
in which this can be provided. Furthermore, for the achievement of Jamaica’s VISION 2030 and
the goals of Education for All to be achieved, shifts need to take place towards a context-responsive
teacher preparation curriculum where teachers are equipped with the skills to offer quality teaching
and learning experiences to all students. Also worth noting is the fact that teaching positions in
Jamaica are becoming harder to find, due to a significant increase in trained teachers in the country
and very few spaces available, forcing teachers to seek jobs in difficult communities. To better
prepare student teachers to function effectively in some of these contexts, the teacher preparation
curriculum needs to be responsive to contextual issues of schools and the communities within
which they exist. The results from this research have implications for the approach that is utilised in
student teacher placement during their practicum period. For the experiences of student teachers
to be transformative, they need to be engaged in a continuous process of reflection that brings
together their past and present experiences. Training should be directly and explicitly connected to
context, as this is what will lead to teachers being context responsive.
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Abstract: This paper discusses the issue of change at the individual, interpersonal and institutional levels.
It presents evidence that a study tour and capacity building exercise in England in July 2013 continues to
have an impact on the professional practice of a group of Jamaican teachers. Through focused reflection on
their learning and other experiences in England, 12 months after the study tour, teachers share how their
participation in the study tour and capacity-building exercise has impacted their personal and professional
selves. Evidence is provided of how ideas and approaches learnt on the tour have been incorporated into
their teaching, leadership, work relationships and overall work practices, leading to significant impacts on
colleagues and students.

Introduction and Background

In July 2013, a group of Jamaican principals and teachers participated in a three weeks study
tour and capacity-building exercise in England. The aims of the tour were to expose the Jamaican
educators to the educational policy environment in England and to provide them with first-hand
experience of teaching and school leadership in an international educational context. The idea for
the tour emerged from a meeting in November 2012 between an academic at a Jamaican university,
also head of the Institute for Educational Administration & Leadership, Jamaica (IEAL-J), and a
headteacher from England who was interested in deepening his school’s ‘international outreach
and experience’ and was himself a researcher in educational leadership and management .
The academic had a deep desire to provide the principals and teachers with an opportunity to
expand their professional and critical learning in educational leadership and management. The
headteacher, on the other hand, wanted to encourage his school to be a more outward facing
environment for teaching and learning. In a sense, they saw the study tour and capacity-building
exercise as a kind of international community of learning (Wenger 1998).

Both discussed and agreed on a programme of activities, linked to both of their master’s studies in
educational leadership and management, covering a range of topics including: educational policy,
instructional leadership, protection and safeguarding of children, staff development and appraisal,
assessment and learning, and leading change.
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The academic and the headteacher both considered context to be an important factor in planning
tour. As a result, the activities were built around the notion that participants needed to adopt a
‘mindset’ extending beyond the particular to the general (Mintzberg 2004). An underlying intent
was for the principals and teachers on the tour to be immersed in the context of schooling in
England and, upon their return to Jamaica, to transfer some of what they had learnt into their
respective work contexts. They wanted to provide participants with a decontextualised learning
experience that would result in them challenging their practices with a view to improving them.
Furthermore, they believed the ‘first-hand’ experience of schooling in England could present the
Jamaican educators with opportunities to examine their views of leadership and teaching.

This decontextualised notion underpins the ‘shifting borderland narrative’ (Miller 2012: 9), which
acknowledges that global policy trends are impacting how policy-makers, principals, teachers and
schools ‘do’ education. In our view, this ‘doing’ education differently includes collaborating across
borders and designing a study tour as a tool to build capacity in, and among, participants. This
paper captures data from the study tour and capacity-building exercise in England one year on.
Participants were asked to answer the following questions: (i) As a result of your participation
in the study tour, what, if anything, have you done differently in your role/s as teacher/leader?
(ii) What impact have these activities/changes had on the target group/audience? (iii) How has
the evidence been (a) captured and (b) measured? Through the ‘voices’ of participants, this paper
presents and assesses the impact of the study tour and capacity-building exercise on the schools in
which they work.

Conceptual Framework
Teacher Development and School Capacity
Teacher development is crucial to whole school improvement (Harris & Lambert 2003). In order
to promote learning among teachers that leads to an improvement in teaching, teachers should be
provided with opportunities to learn and develop, and such opportunities should focus on both
the needs of the individual teacher and those of the school organisation as a whole (Newmann,
Bruce King & Youngs 2000). In other words, the individual capacity of a teacher contributes to the
collective capacity of a school. School capacity, according to Fullan & Quinn (2010), includes the
knowledge, skills and dispositions of individual staff members.

Individual teacher competence is a necessary part of enabling schools to move forward, and each
school has its own combination of competencies held by teachers and students, underpinned by its
own set of social, economic, cultural and political conditions, all of which influence how teachers
interact with students (Bryk, Sebring, Kerbow, Rollow & Easton 1998). For schools to transform
lives and continue improving, individual teacher competences must be organised and aligned
with the organisation’s expected outcomes (James & Wrigley 2007). Newmann et al. (2000) describe
this notion of capacity as ‘the educative importance of social resources in the school’ (p. 4), which
underlines the importance of teachers’ involvement in communities of learning and practice. A
study tour and capacity-building exercise not only provides participants with a decontextualised
learning experience, it also simultaneously creates communities of learning and practice, with
possibilities for recontextualised learning aimed at changing or improving their practice.
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Literature Review
Capacity Building
Capacity building is a public enterprise for which there is no single definition (Stringer 2013).
Macadam, Drinan, Inall & McKenzie (2004) argue that capacity building is about improving one’s
ability to learn and adapt through change. Capacity building has shifted from being a concept to a
product (UNDP 1997), focusing on individual learning and the development of institutions (Harris
& Lambert 2003), and to a systems view that links individual capacities with those of institutions
and the ‘system’ as a whole (UNDP 1998). Darling-Hammond & McLaughlin (1996) note that
this shift represents a move from enforcing procedures to building capacity, and from managing
compliance to managing improvement. Improvements in the abilities to perform core functions,
solve problems, define and achieve objectives, and to understand and deal with development
needs, are important elements in capacity building.
Mitchell & Sackney (2000) argue that capacity building results from ‘single-loop’ and ‘doubleloop’ learning. Single-loop learning occurs within existing structural arrangements, influenced by
a shared organisational memory of prior events and existing ways of knowing (Marks & Louis
1999). Double-loop learning represents new rather than adaptive learning by collaboratively
examining the root causes of issues and questioning the basic assumptions underlying existing
professional attitudes and behaviours (Senge, Cambron-McCabe, Lucas, Smith, Dutton & Kleiner
2000). Over time, double-loop learning builds up sufficient personal and interpersonal capacities
to sustain a mutually accountable learning community where shared norms and values focus on
student learning, reflective dialogue, deprivatisation of practice and collaboration (Stringer 2013).
Macadam et al. (2004), however, caution that capacity building should not be seen as education and
training or being lectured to by an expert or an outside entity, but rather as an opportunity to learn
together (co-learning), although this can be with input from individuals with particular expertise.

Individual, Interpersonal and Organisational Capacity
There is no single approach to building capacity. Yet, building human and social capital is integral
to the strategic interest of any organisation, since it strengthens the organisation’s position,
promotes self-reliance and increases the chances of the organisation meeting its targets. For some
organisations, ‘capacity building is their exit and sustainability strategy rolled into one’ (Parker
2010: 49), although it requires careful planning to target the right people and to build the right
skills at the right time and over the right time period (ibid.). Mitchell & Sackney (2000) proposed a
three-sphere model of capacity building: individual, interpersonal and organisational. Individual
capacity is concerned with equipping individuals with the understanding and skills and the access
to information, knowledge and training that enable them to make connections between their
reflections and practice. Interpersonal capacity is based on links between groups or members in
a group and sharing good practice and knowledge of how to build and sustain effective teams.
Organisational capacity elaborates the structures, processes and procedures, and focuses on
shared leadership and school-wide collaborative processes (James & Wrigley 2007). Schools, for
example, are tasked with safeguarding society’s development and future through the passing on
of knowledge and skills to pupils through leaders and teachers who are well informed and who
must work together, channelling their efforts towards the success of their students and school. A
study tour and capacity-building exercise provides opportunities for all three spheres of capacity
to be enhanced.
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Capacity Building through Communities of Learning and Practice
A community of learning and practice can be thought of as a group of practitioners working
together and using a structured process of enquiry to focus on common issues and how to address
these in order to raise standards (Dufour, Dufour & Eaker 2009). Communities of learning can
show what interpersonal and organisational capacity building looks like in practice (Mitchell &
Sackney 2000), and can impact learner outcomes positively as well as enhancing the quality and
type of professional learning among teachers through collaborative and interdependent learning
(Verscio, Ross & Adams 2008).

Where teachers engage in interdependent and collaborative learning and other forms of professional
development, these can lead to significant benefits for students and teachers within, between and
across schools (Saunders, Lewis & Thornhill 2009), irrespective of a school’s context and/or its
socioeconomic profile (Elmore 2002; Goldenberg 2004). Stoll (1999) provides a 12-point action
framework for building individual and organisational capacity:
“Put people at the centre – don’t neglect emotions; establish a positive climate; challenge low
expectations as part of your learning vision; develop deep understanding of the change process;
model, promote and support professional learning; cultivate ‘development’ friendly norms; work
together within, between and beyond schools; change structures where necessary; foster creativity
and empowerment; give inquiry and reflection pride of place; promote self-accountability and
collective responsibility” (p. 65).

Communities of learning and practice can provide opportunities for teachers to show leadership
(Jackson 2003), widen their expertise and share practice (Lewis & Andrews 2004), leading to more
effective classroom practice and better results for more students (Harris & Jones 2010). Seddon
(1999) argued that ‘the development of capacity building strategies depend upon staff to consider
their work in changing contexts, to question both old and new orthodoxies, to think against the
grain of institutional practices and to draw on new cultural resources to facilitate the remaking of
institutional narratives’ (p. 13).
Communities of learning and practice should not be presented as a ‘catch all’ for solving all problems
in schools. For example, it has been suggested that simply renaming existing groups – such as
departments, working parties or existing curriculum teams – is not sufficient to change classroom
practice and lead to improvements in school performance (Dufour et al. 2009). Furthermore,
Hadfield, Chapman, Curryer & Barrett (2002) cautioned that every school will need to develop its
own way forward (p. 28) and as a result, their growing capacity model should be treated as ‘basic’
rather than ‘standard’.

The Jamaican principals and teachers who participated in the study tour and capacity-building
exercise in England represent a community of academic, intellectual, professional and other forms
of human capital (Sergiovanni 2001) that examined a range of pre-determined policy, leadership
and pedagogical issues amongst themselves and with colleagues in England, simultaneously
forming a local community of learning and practice (ibid: 49) and contributing to the formation
of an international community of learning and practice (Lave & Wenger 1991; Kimble, Hildreth &
Bourdon 2008).

Study Tours and Capacity Building

A study tour is a travel experience that can have a range of expected aims. For example, it can be
about exposing participants to a particular experience or culture and/or raising the profile of a host
institution. There is only limited published research on study tours in the areas of education and
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schooling (Miller & Potter 2014), although they appear to be very popular in other areas (DePaul
University 2002).

Study tours can provide individuals and groups with both tangible and intangible benefits, such
as personal development (Commins, Cheuthai & Travichitkun 2010); intercultural adaptability and
intercultural sensitivity (Williams 2005); more appreciation of their own country and culture (Woolf
2007) as well as those of others (Pariola & Pariola 2006); a sociocultural understanding of another
country (Pence & Macgillivray 2008), capacity building in the use of approaches and techniques
(Sachau, Brasher & Fee 2010); and personal and professional learning (Miller & Potter 2014).

According to Allen & Young (1997), improvements in learning and practice occur more readily
through active participation in the education process. As a capacity-building mechanism, a wellorganised study tour and capacity-building exercise for educators will have clear activities and
learning outcomes aimed at providing opportunities for teachers and principals to experience
aspects of a culture and a national educational system in a way they have not previously experienced
and that can lead to changes in their own thinking and practice. This was the case for the tour we
report on in this paper.

Method

This article draws on a combined descriptive and auto-ethnographic research methodology.
Descriptive research aims to provide a detailed and accurate picture of a particular situation
(Neuman 2006) – in this case, the impact case studies of Jamaican teachers who had taken part in
a study tour to England. An auto-ethnographic approach is also used with the aim of providing
detailed accounts of their work from the viewpoint of participants. Together, these approaches allow
the participants to speak with an uninterrupted voice, thereby rendering their reflective accounts
more authoritative (Etherington 2009). These approaches were also considered to be suitable due to
the relatively small number of individual cases involved. The aim of this reflective case study was
to show how much of what Jamaican teachers had introduced or incorporated into different areas
of their practice was attributable to their study tour in England, and how effective this had been.
Each participant responded to the same three questions. Using content analysis, the responses are
presented below as unique case studies.

Sample
Eleven individuals participated in the study tour to England – two principals and nine teachers.
Both school principals were women – one from a primary school and the other from a pupil referral
unit. Four participants were secondary school practitioners, five were primary school practitioners,
one was a higher education practitioner and two were involved in alternative provision. There were
two men and nine women in total, both of the men were primary school teachers. One-year impact
case study questionnaires were emailed to each tour participant. The participants were invited to
answer the three questions, with examples and evidence, and return the completed questionnaires
within 28 days. Four persons completed and returned the questionnaires, the data from which forms
the basis of this paper. The four persons who returned the completed questionnaires comprised of
three female secondary school teachers and one male primary school teacher.

Activities
Eleven institutions – located in London and Gosport, Hampshire – were visited during the study
tour, each offering participants a range of different learning experiences. The institutions were:
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2 universities, 4 secondary schools, 3 primary schools, 1 infant school and 1 primary and infant
school.

Reflective Case Studies
One year later, Shena (secondary practitioner)
Action: Two months after returning to Jamaica from the study tour in England, I was invited to
lead the department for eight months. During this period, I have introduced several inputs in
how my department is organised and led. For example, I have introduced a vision and vision
statement, kept record of teachers’ absence and punctuality and introduced monthly team
meetings. Perhaps most significantly, however, I have introduced a collaborative approach
to leadership which resulted in the introduction of new support roles such as a deputy head
of department and year group achievement coordinators, assessment designer and resource
specialist.
Impact evidence: This has had a positive impact on the professionalism within the department
and this is evidenced in the observable level of student tracking, monitoring and co-operation
among staff. Furthermore, feedback from teachers within and outside the department suggests
that having a distributed leadership structure in the department is positive.

Action: Capacity building was a concept that resonated with me in each school that I visited
on the study tour. I attempted to replicate this by building capacity in the members of my
department through continuous professional development (CDP), in the form of workshops.
I organised four workshops based on a needs assessment and based on my vision for the
department on topics such as: human relations, assessment for learning, curriculum planning
and classroom management. My intentions were to support, empower, mentor and coach my
colleagues in improving their performance. I have written to and commended staff publicly
for improvements in performance and for aligning with the vision.
Action evidence: These interventions led to greater staff ‘buy in’ and improvements in
attendance, punctuality, lesson planning, assessment procedures and utilisation of instructional
time, which were major areas of concern for me with regards to teacher performance. This also
resulted in parity among year groups and more effective cooperation among staff.
Action: The importance of teamwork was also etched in my mind as a result of the study
tour’s school visits. Sustainable teamwork was demonstrated at each school and I witnessed
the outcomes of growth, development and success.
Action evidence: I adopted a similar approach in my department by instituting common
planning sessions where members of my department would meet in teams according to
various grade activities. Teamwork also played a major role in our fundraising efforts to cover
expenses associated with hosting the CPD events.
Impact: These activities and interventions have produced deep and transformative changes in
our department by reducing division among staff and improving relationships. As a team, we
have learnt to move beyond simply identifying and complaining about problems to seeking
new solutions to the problems. We have also learnt to optimise our assets to sustain focus by
being consistent in sharing and doing best practice. Teachers now use the ‘sign-in’ register,
and absenteeism and lateness among teachers in the department has been reduced over time.
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There has been an increase in the number of lesson plans submitted weekly by teachers in
the department. Comments about improvements in the quality of lesson plans submitted
by individual teachers have also been documented by my supervisor’s log book. Minutes
of departmental meetings reflect the department’s progress in terms of assigned actions and
decisions taken and we can track milestones achieved. We have also received positive feedback
on our initiatives from the school’s administration and other departments in the school.
Postscript: I am convinced that if I had not participated in the study tour, my temporary
leadership of the department would not have been as effective. I would have considered my
role as merely ‘filling in’ for someone, instead of making a concerted effort to bring about
transformation. The study tour has helped me to see things differently, which has led to a
new way of being and doing things among colleagues and a new learning experience among
students.

One year later, Sidia (secondary practitioner)
Action: The study tour to England was one of the transforming activities of my life. Upon
my return from England, my approach to leadership became decidedly different. As a leader
I became more determined to focus less on people’s personalities and instead to focus on
ways in which I could engage different people; I also decided to recognise each person as
having the potential to contribute something meaningful to our sum of experiences, to view
things positively rather than negatively, and that I needed to exercise more confidence in my
leadership capacity.
As a teacher I changed the classroom greeting for my form students and incorporated the use
of student data into my lesson planning and actual teaching.

Action evidence: For more than five years I have been dissatisfied with the way fourth and
fifth form students were being taught Spanish, but I never really thought seriously that I could
be the solution or part of the solution to the problem. Between September 2013 and December
2013, I introduced a programme that approached teaching Spanish in a different way to
before. The results led to a report that outlined the problems as well as possible solutions,
which I presented to the principal as well as my head of department. I wanted changes for
the academic year 2014/2015. Furthermore, I have been more concerted in my attempts to get
students to perceive obstacles and challenges as stepping-stones.

Teachers were required to produce a data report at the end of each term but there was no use of
that data to improve instruction or to enhance student achievement. I began using data in two
ways: 1) to determine the appropriateness of the assessment tools used; and 2) to determine
what topics required further reinforcement based on student performance on aspects of the
assessment. Eventually, I found that my strategies were more structured and more targeted
because I could now identify where methods had gone awry and therefore what needed to be
amended/improved.
Impact: Rethinking one’s approach to leadership is never an easy task but it certainly is
necessary if the goal is to grow as a leader. I have begun to be more confident in my capacity
as a leader. I knew my skills were being honed but I still hid in the proverbial shadow of
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others who I thought more capable than me, not realising that that self-doubt was slowly
diminishing my capacity. That is perhaps the biggest lesson of all that finds me constantly
reminding myself that I am a leader, and a capable one too. I no longer want to return to the
‘familiar’ and ‘safe’ mode.

Another notable impact is the fact that myself and colleagues now work more harmoniously,
putting students first. This was not always the case as personalities sometimes got in the way of
harmonious and productive working. I have certainly learnt to move forward, emboldened by
the view that problems are mere opportunities to find solutions and certainly an opportunity
to challenge one’s own mindset and approach to solving problems. A previously extended
over-focus on the negative robbed me of my problem-solving skills and led to a dependence
on others to find solutions.
A most important impact has come in the form of me reflecting on my own practice. I started to
think seriously about what I was doing in my classes and how I could do it better. It meant then
that I was now challenged to do things differently, to leave behind the tendency to complain
rather than compliment, to align practice with rhetoric. The students were also a critical part of
the change in my pedagogy and offered suggestions for ways in which the instruction could
improve. They became more engaged in the lessons and the suggested strategies and made
more of a concerted effort to perform better.
Postscript: I will never forget this life-altering experience. Everything I have done since
September 2013 is, in some way, guided by the lessons learnt on the study tour. As my capacity
expands I am able to expand the capacity of others while simultaneously helping to mend that
which is broken in the Jamaican education system.

One year later, Cassidy (secondary practitioner)
Action: When I returned to work in September 2013, I was assigned a new role as ‘dean of
discipline’. While on the study tour, I had the opportunity to observe positive disciplinary
measures being enacted. I saw students who posed great challenges to the staff, and I saw staff
for the most part responding to these challenges in ways that did not breach the rights of the
child nor compromised themselves as the teacher/adult.

In my role as dean of discipline, I have tried to handle issues from a positive discipline
perspective. This was not necessarily a new concept to the institution but new to me, as this
was my first time in the post. I have tried to understand each child as an individual and also
the situation they have found themselves in. This has not always been easy, but I rely heavily
on my awareness of emotional intelligence.
In most of the schools visited on tour in England, there was evidence of positive reinforcement
for good/improved behaviour. This is something that I introduced to the office of the dean. I
rewarded students with small treats and sometimes ‘step back’ so they can try to resolve issues
between themselves. This is a form of ‘brokering’; providing students with support needed to
improve.
Action evidence: The change has worked to some extent, as there are only few repeat offenders.
There are students with challenges that require different kinds of interventions. Nevertheless,
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students have told me that they appreciate the respect they are given and the fact that they will
come to my office on their own, to discuss ways of resolving issues that may become or were
previously seen as antagonistic. This suggests they appreciate the approach to discipline that
I have taken.

Impact: The treats/rewards provided to students have helped them feel better about their
attempts to resolve issues and have encouraged them to be more responsible in their actions
and attitudes towards each other. In addition, there is a much more ‘felt’ culture of respecting
each other. Some students, asked to do chores around school, as part of disciplining have also
reported becoming more environmentally aware, often eliciting the support of peers as well.

One year later, Pete (primary practitioner)
Action: The study tour to England has impacted my professional life significantly. As a teacher,
I have learnt to be more tolerant in my lesson delivery. I have used several ideas gleaned on
the tour to enhance the literacy corner in my classroom, for example, word webbing. I have
developed the skill of diagnosing and treating students with serious learning disabilities.
Needs assessment has become more important in my lesson planning and keeping accurate
and up-to-date records of students’ behaviour and academic performance has been enhanced.
As a leader, I have introduced and successfully implemented new ways of disciplining
students without the need to use the strap. For example, I now keep records of students’
misdemeanours and I am in regular contact with parents. More focus has been placed on
teamwork both in class and among staff and I have since led staff workshops on collaborative
learning and managing home-school relations.

Action evidence: 90 per cent of the students had an average below 70 per cent when I got
them in September 2013. They were performing poorly in all subject areas. At the end of two
terms (April, 2014), the class had a combined average of 86.5 per cent with no-one below an
individual average of 70 per cent. This has led to above expectation results in the nationally
administered Grade Six Achievement Test (GSAT) undertaken by Grade 6 students. All
students were placed at high schools and none at junior high schools. In addition, no student
has failed the Grade 4 Literacy Test – as a result of better team working also due to using some
of the literacy strategies gleaned on the trip. Attendance rate at Parent Teacher’s Association
(PTA) meetings has increased and parents are contributing more to the school.
Impact: Record keeping helped me to better monitor and support my students. Within the
first term, students’ performance increased significantly in Grades 4, 5 and 6. There were
less reported behavioural issues by all teachers. Students reported that they were finding
lessons more interesting and students also reported finding teachers easier to talk to and more
responsive. The whole school has benefitted from my going on the study tour.
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Discussion

A number of key themes, discussed below, have emerged from the individual case studies presented
above.

New Thinking about Self and Workplace Issues
The study tour and capacity-building exercise in England represents more than just a physical
journey across the Atlantic for the Jamaican teachers. Rather, there is evidence that epistemic shifts
have emerged in the way they think about and do things. The study tour led teachers to re-evaluate
themselves and therefore to reposition themselves and their role in relation to their colleagues and
students. Teachers who had grown accustomed to deficit behaviours such as using a language
of deficit, deficit thinking and individualistic ways of working, ended the study tour challenging
these ways of ‘being’ and committed themselves to personal and professional improvements.

Teachers reconceptualised how they view teachers, especially themselves. For example, being a
teacher also meant being a leader, and therefore being in a position to influence and not being
influenced. Some had seen the problems faced by schools as issues to be solved by the leadership
team, but were now realising their crucial role in providing leadership to students within and outside
the classroom. Instead of carrying on with out-dated approaches to tackling problems and to teamworking, teachers engaged in classroom and departmental level research and experimentation,
producing data that they later used in classroom-, departmental- and school-level decision-making.
In response to classroom and departmental tasks and activities directly related to their job roles,
they ‘took leadership’ without asking to be told or waiting to be directed, acting on the basis that
‘I am a leader’ and ‘I am part of the solution’. This simultaneously interrupted and challenged
previously held attitudes and mindsets (Mintzberg 2004), underpinned by new ways of thinking
about themselves, their colleagues, their students, their workspaces and their role and position(ing)
within those spaces. It was clear that it could not be business as usual.

New Approaches to Teaching, Leading and Problem-Solving
Although relatively short, the three-week study tour to England was rich in the totality of
experiences it provided the Jamaican teachers. It provided participants with opportunities to
engage more openly and more fully with English colleagues, and with each other, thereby enabling
them to observe, question, challenge and interrogate notions of what successful and effective
teaching and leadership ‘looks like’. What emerged from these encounters were reflections that led
to interventions, driven by a sense of personal and professional empowerment and by the need to
improve the provision for students at the individual level, and in some cases at the departmental
and/or team levels.
New approaches to leading were implemented with collaborative leadership practices put in
place, representing a shift from a single dominant leader to a distributed leadership approach that
involved the creation and assigning of new roles and responsibilities to other staff – highlighting
how structures can change and how capacity can be improved through individual and group
learning (Stoll 1999). Furthermore, seminars were delivered to teachers who had not participated
in the study tour on a number of topics, including ‘literacy strategies’, ‘assessment for learning’
and ‘classroom management’, reflecting good examples of ‘double-loop learning’ (Senge et al.
2000). The fact that the views of students were (now) actively sought in planning their lessons and
how these should be delivered is also important, pointing to a simultaneous increase in teacher
motivation and morale, but also to an increase in their commitment to their learners and what
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their schools were trying to achieve for learners. What has therefore emerged from these examples
is a new thrust to team working and to developing others, with the students at the heart of what
teachers [now] do, showing an interlocking among individual, interpersonal and institutional
capacity (Mitchell & Sackney, 2000).

Teachers started using data to inform their planning, pedagogy and decision-making, instead of
simply collecting data and not using it. Seddon (1999) argued that the development of capacity
enables staff to consider their work in changing contexts. A crucial observation from these case
studies is that the new capacity developed as a result of the tour to England has led Jamaican
teachers to change (and to want to change) their work contexts, endorsing Newmann et al.’s (2000)
view that capacity provides ‘the educative importance of social resources in the school’ (p. 4).
Disciplinary approaches were reconsidered, built around respect and responsibilities, and teachers,
students and parents worked together on approaches to discipline and sanctions through meetings
and consultations. The result has meant fewer infractions and a school climate where respect is
‘felt’, resulting in increased input from parents and better partnerships between home and school.

New Professionalism
To say a new professionalism has sprung up in and among the study tour participants is not an
overstatement. Change has taken place in terms of both their conceptualising and their doing. It is
this change in mindset (Mintzberg 2004) that has led them to think and to go against the grain of
entrenched institutional practices, and to draw on new cultural resources to facilitate the remaking
of institutional narratives (Seddon 1999). In other words, in being open to a decontextualised
learning experience by way of a study tour, these teachers have come away with a reconceptualised
notion of teaching and leadership, the result of which is a recontextualised notion of teaching and
learning for them in the Jamaican context. Teachers showed that it was no longer good enough to
point the finger at others or to stand by and not engage much, but rather to ‘take the leadership’ and
show ‘I have capacity’ and ‘I am a leader’. Teachers also showed it was no longer good enough to
‘fill in’ or to ‘be an acting leader’, but rather to lead with the personal and professional conviction
and commitment demanded by students, colleagues and institutions. Parker (2010) suggests some
organisations see capacity building as their ‘exit and sustainability strategy rolled into one’ (p. 49).
These case studies have demonstrated and aptly mirrored Parker’s notion, reflected in the teachers’
own commitment to leaving behind old habits and to be confident enough to try new things as
they seek to further develop themselves, their students, their teams, their school and their country.

Conclusions

Teacher development is the engine of a school’s success, and when aligned to the needs of teachers,
students and the school as a whole, it can lead to learning among teachers that leads to improvement
in students’ progress and an entire school community (Newman et al. 2000). Study tours are but
one way of developing teachers and other members of a school community. Each school has its
own needs, attitudes, aptitudes and social, economic, cultural and political conditions, all of which
help to determine how teachers interact with students and with each other (Bryk et al. 1998) and
what professional development opportunities they pursue (Fullan & Quinn 2010). Nevertheless,
highly skilled, experienced and qualified teachers who are reflective, reflexive and engaged in
research and problem solving are better placed to advance the work of a school and to help it
achieve its objectives. In other words, school capacity is a function of individual capacity; and so is
interpersonal and student capacity.
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A study tour capacity-building exercise in England has resulted in significant changes to the
mindset and practice of a small group of Jamaican teachers. The main subject of this paper has
been how a group of Jamaican teachers have experienced change through this study tour and how
they, as a result, have tried to influence change in others through a range of interventions. From
evidence presented, it is clear that the tour has been celebrated by participants as a transformative
experience impacting their personal and professional lives, and the lives of students, parents and
colleagues in their individual schools and school communities. An important note therefore is
that properly planned study tours work. Teacher-educators and/or policy-makers may wish to
consider introducing study tours – delivered locally or overseas – as part of the diet of a standard
teacher preparation and/or development programme. Additionally, where study tours have been
delivered, all reasonable attempts should be made by organisers, educational institutions and
policy-makers to (a) assess and document the associated learning and development; (b) provide
opportunities for participants to share their learning and experiences; and (c) establish learning
communities aimed at sustaining the capacity developed by participants and growing capacity in
others.
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Are They Fit for Leading? Teachers’
Perceptions of Leadership Practices of
Niuean School Principals
Govinda Ishwar Lingam and Narsamma Lingam

Abstract: The plethora of educational reform initiatives the small island developing states of the Pacific
are experiencing poses tremendous challenges to their education systems. Effective implementation and
management of education reforms require school leaders to demonstrate effective leadership practices. Using
the Leadership Practices Inventory (LPI) that Kouzes and Posner (2013) developed to examine leadership
practices of school leaders, this preliminary study elicits subordinates’ perceptions of school principals’
practices in Niuean schools. Participants were teachers of the two schools in Niue, and analysis of the data
relied on two basic statistical descriptors – the mean and the standard deviation. The results show strengths
in encouraging the heart, while leadership dimensions needing attention and development include modelling
the way, challenging the process, inspiring a shared vision, and enabling others to act. The implications of
these results are applicable to other developing contexts within and beyond the Pacific region for leadership
preparation and development to improve leadership practices, an essential ingredient in school effectiveness.

Introduction

Around the globe, the turbulent and challenging context of policy and education has prompted
numerous educational reforms. As a result, there is immense pressure for improvement in all
aspects of school work – notable among them, student learning outcomes – bearing down on
school systems. A critical factor in achieving this improvement will be effective leadership (Ryan
2006; Kouzes & Posner 2013). School leaders whose leadership practices are successful are an
essential ingredient for improving all operations and functions of an educational organisation.
A significant body of research and reviews on educational leadership over the last 30 years has
identified leadership practices that have the greatest positive impact on school effectiveness and
improvement (Hallinger & Heck 1996; Leithwood, Seashore Louis, Anderson & Wahlstrom 2004;
Leithwood & Jantzi 2008; Robinson, Hohepa & Lloyd 2009; Day, Sammons, Leithwood, Hopkins,
Qu, Brown & Ahtaridou 2011; Kouzes & Posner 2013). These scholars and educators perceive that
leaders need to engage in best leadership practices to ensure schools achieve desired goals. In this
regard, school leaders’ leadership behaviours and their consequent day-to-day practices are of
critical importance. The exploration of these in all contexts, and particularly in developing contexts
such as of those in the small island states of the Pacific, is more than justified. In light of this, the
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current study focuses on leadership practices of school leaders in one island state of the Pacific,
namely Niue, whose smallness constitutes one of its major resource constraints.

What the Literature Suggests
Contextual Challenges
Schools located in small island states, and rural communities in general, suffer from a myriad of
socioeconomic problems that include increased levels of unemployment and low income levels,
emigration of qualified people, parent communities characterised by low educational attainment,
and underperforming schools – an array of factors that all have an impact on leadership (Gore &
Smith 2001). In addition, schools in these contexts often suffer from the challenges of high levels of
staff turnover, scarcity of facilities and resources, and a poor physical environment. The probability
that such schools will suffer from a serious decline in student achievement levels means that school
leaders must work extremely hard to address at least some of these issues (Muijs, Harris, Chapman,
Stoll & Russ 2004).
Studies illustrate that with effective leadership practices, schools can do well in all areas of
operation. For instance, Horst & Martin (2007) conducted a study on leadership and its effect on the
achievement of children from backgrounds of poverty in a rural Missouri K–8 school designated
by the school district as one achieving distinction in performance. Through focus group interviews
(with the principal, teachers and parents), document analysis and field notes, the authors identified
ten leadership practices that contributed to improved student achievement levels. The leadership
practices they cite as making the critical difference include, for example, integrity and courage, focus
and vision, expectations and data evaluation, resources and empowerment, role modelling and
collaboration. Despite factors such as socioeconomic distress and remoteness, the school showed
continuous improvement in educational achievement. This suggests that the school leader’s
effective leadership practices made a crucial contribution toward the improvement in learning
outcomes. Even though empirical research on effective leadership practices and their impact on
schools in difficult contexts is still in its infancy (Canales, Tejeda-Delgado & Slate 2008), there is
some promising evidence of an increasing agreement on a number of key leadership practices that
can help change things for the better with reagrds to children’s education.

Leadership Preparation
According to Kouzes & Posner (2004), leadership is a skill that anyone can learn; indeed, they
aver that leadership is not inherent in the official position, but rather is ‘a collection of practices
and behaviours regardless of the profession’ (Kouzes & Posner 1997: 5). Based on more than two
decades of extensive research on the skills, behaviours, abilities and practices of effective leaders
across many professions around the world, Kouzes & Posner (2007) have identified five dimensions
of effective leadership practices. This is illustrated in Figure 1.
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Figure 1: Kouzes & Posner’s leadership model

Model the
way

Inspire a
shared
vision

Encourage
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Enable
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to act

Challenge
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process

Source: Adapted from Kouzes & Posner (2007).

Kouzes & Posner’s (2004) study on exemplary leadership experiences found that leaders who
engaged in these five dimensions of effective leadership behaviours were able to accomplish a
lot for their schools. These leadership practices are advocated as a result of extensive research
on contemporary leadership practices that numerous researchers, scholars and educators have
now recognised as truly representative of best leadership practices (Taylor, Martin, Hutchinson
& Jinks 2007). In view of this, existing and aspiring school leaders can apply Kouzes & Posner’s
leadership model to develop their basic leadership skills in each of five dimensions: modelling the
way, inspiring a shared vision, challenging the process, enabling others to act, and encouraging
the heart. Leadership development in these dimensions would pave the way forward for goodquality leadership practices that may contribute towards school improvement and development.
In the sections that follow, each of the five dimensions is discussed in an effort to provide better
insights on how the leadership behaviours that Kouzes and Posner identified in their model can
help improve schools.
Modelling the Way

The most important role of school leaders in this era of continuous bombardment of educational
reforms is to be good role models. Effective leaders take the opportunity, through setting good
examples, to show others what they are doing. They set the tone through their everyday actions that
‘demonstrate that they are deeply committed to their beliefs’ (Kouzes & Posner 2008: 2). Effective
leaders work towards the goal of changing learning and teaching behaviours in the pursuit of
achieving excellence. However, leaders need followers, and effective leaders work with followers
to create ‘a shared sense of purpose and direction’ (Leithwood & Riehl 2003: 3).

One of the keys of successful turnaround schools in the USA is how the leaders model the way.
In a comprehensive case study of 15 US schools, focusing on significant dimensions in their
practice, Duke (2006) identified that success of turnaround schools was likely to be associated with
principals who model good teaching practices and, at the same time, mentor their teachers. This
is a particularly pertinent finding for school leaders in small island developing states, who are
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often called upon to perform dual roles such as teaching and leading. In the area of learning and
teaching, school leaders’ performance as good role models for learning and teaching can act as a
motivational tool not only for their staff but also for the students. Overall, Kouzes & Posner sum
up, ‘[m]odelling the way is essentially about earning the right and the respect to lead through direct
involvement and action. People first follow the person, then the plan’ (2002: 15).
Inspiring a Shared Vision

As stated: ‘A good vision is a prod that – if it is really powerful – creates a pull. It attracts commitment
and energizes people, creates meaning in workers’ lives, establishes a standard of excellence, and
creates a bridge between present and future’ (Espejo, Schuhmann, Schwaninger & Bilello 1996:
12). This rests with the leader in how he or she creates a vision and energises others. According to
Kouzes & Posner (2007), inspiring a shared vision rests on the ability of the leader to focus on the
future and clearly articulate the vision, thereby gaining the followers’ support and belief in the
vision. Metaphorically, where a leader wants the followers to ‘travel together’ in accomplishing a
desired goal, he or she, as leader, is undertaking a quest that is focused on attaining that vision. One
of the goals of leaders is to clarify and change the values and beliefs to obtain maximum support
from the followers for the success of the organisation.

In relation to schools, principals must provide through the vision an environment that promotes a
quality of education that can be achieved by having a pleasant school culture. Successful principals
create a vision for their schools based on their personal and professional values (Bush & Glover
2003). They articulate this vision by precept and example – through the walk and the talk, in more
colloquial parlance – and influence their staff and other stakeholders to share the vision. In this way,
the whole school is geared towards the achievement of this shared vision. Effective school leaders
envision their future and at the same time encourage others in the school to envision where they
want to be in the future. As Kouzes & Posner (2002) phrase it, ‘[e]nvisioning the future is a process
that begins with passion, feeling, concern, or an inspiration that something is worth doing’ (p. 124).
Likewise, Deal & Peterson (2007) mention that school principals must be visionary leaders and
develop the capacities for their staff and students to live up to the vision for the future. Visionary
leaders have the ability to communicate the goals and aspirations of the school effectively. The ability
to communicate the vision is important for any school leader, but the ‘necessity for exceptional
communication skills is especially important’ for school leaders because the success of the vision
invariably depends on how well it is communicated to the staff, students and other partners in
education. Effective leaders reflect on the past and plan for the future by attending to the details of
the little things that happen around them. Therefore, school principals must be data-driven in order
to make sound decisions. This is particularly important for the schools where realistic goals can be
set based on past and present data. In order to achieve this, school leaders need to cultivate healthy
relationships and partnerships with the wider school community to achieve the desired outcomes.
One of the key factors of success for any organisation is the leader’s ability to foster a culture of
collaboration and team work, which is the crux of the matter of inspiring a shared vision.
Challenging the Process

According to Kouzes & Posner (2007), searching for opportunities to change the status quo is the
first step towards challenging the process and making a positive difference. Effective leaders view
challenge as an opportunity to learn rather than as a threat (Kouzes & Posner 2007). Recognising the
need to change, effective school leaders always look for ways for their individual staff to change,
grow and improve in order to get things done. School leaders take the initiative to encourage others
‘to search for opportunities to innovate, grow and improve’ (Kouzes & Posner 2008: 2) in order to
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raise both staff and student performance. Even though in every experimental process failures are
likely, leaders should take some calculated risks. In order to succeed, leaders should not perceive
failure as a misfortune; they need to learn from their mistakes, so a setback offers school leaders an
opportunity to grow professionally.
Likewise, school leaders must take responsibility for their mistakes, realising that every mistake
opens the door to a new opportunity. Effective school leaders should be willing to accept
criticisms and suggestions and to learn from their mistakes. These leaders challenge the process
by experimenting with innovative systems and taking risks to bring about meaningful change.
Realising that experimenting with new ideas can lead to failure, effective leaders use mistakes as
an opportunity to develop themselves. Effective leaders show willingness to change the status quo
by either generating new ideas or recognising and supporting new approaches. As such, school
leaders are in a unique position to challenge the core business of schools and motivate teachers to
create new approaches to learning and teaching to suit new educational reform movements, such
as inclusive education. In this way, school leaders build confidence in their staff and encourage
everyone in the school community to view problems as opportunities to learn.
Enabling Others to Act

Enabling others to act is described as a means of fostering collaboration through teamwork and
individual accountability. Research indicates that ‘leadership is not a solo act, it is a team effort’
(Kouzes & Posner 2007: 224). Effective leaders actively facilitate team work to reach their desired
destination. Because good leaders do not accomplish their goals alone, it is necessary to build a team
that feels capable of taking action in achieving the shared goal of the organisation. In all settings,
school leaders need to be the driving force to inspire the teachers and the school community to
accomplish the objectives of the school. Effective leaders must support and develop the leadership
potential of others if they are to succeed in achieving the desired goals. However, empowering
people to act as leaders themselves requires an investment in their personal development.
School leaders can also develop their interpersonal relationships by collaborating with the wider
community in order to sustain good working relationships within the team.

Paradoxically, the ideal way to sustain a good working relationship and a powerful learning
community is to distribute the leadership responsibilities. By distributing resources and
responsibilities, school leaders build their staff members’ self-confidence. Leadership is thus a
shared responsibility and distributing leadership is potentially more effective than leading by the
individual leader. Also, leaders need to work closely with their staff and community in making
things happen. In doing so, they create an atmosphere in which both staff and the community
members feel they are important and valued.
Encouraging the Heart

Encouraging the heart encompasses ‘supporting individuals and groups to achieve the vision’
(Kouzes & Posner 2007: 248). Recognising accomplishments involves focusing on the organisation’s
shared vision and goals and the efforts made in accomplishing them. Effective leaders acknowledge
the efforts of their constituents and celebrate any achievements. Recognising the efforts and
contributions teachers make in schools allows them to feel capable and motivated to try innovative
ways of achieving the shared goals. Hargreaves (2003) conducted a qualitative study on emotions
concerning teaching and educational change in Ontario, Canada in which, as a result of interviews
with 53 secondary school teachers, he concluded that teachers need acknowledgement to boost and
motivate them in their professional work. Whilst teachers in all locales need appreciation, it is all the
more necessary in difficult contexts. Hargreaves’s work reveals that teachers in secondary schools

39

40

ISEA • Volume 43, Number 1, 2015

are highly emotional and given the circumstances prevalent in schools, the emotional demands
on teachers may be higher now than ever before. This provides all the more reason to value and
reward their efforts in making innovative contributions that improve the standard of schools.
While rewarding any small successes is important in improving organisations, successful leaders
of turnaround schools keep their staff focused on the long-term goals (Duke 2006). Recognising the
impact of positive feedback on teachers, Whitaker, Whitaker & Lumpa (2000) state that ‘positive
staff morale is essential for any school to be the best it can be’ (p. 225). In essence, teachers need
‘carrots’ such as positive feedback, rewards and small celebrations that can enhance their teaching
and learning experiences. Through this, the education provided is more likely to be of an improved
and sustainable quality.

What emerges from the literature on Kouzes & Posner’s (2007) leadership model is that effective
school leaders are engaged in leadership behaviours that are based on the five major leadership
dimensions. The collective application of these behaviours can help improve and develop schools.
As Kouzes & Posner (1995: 323) state succinctly, leadership is about ‘… a set of skills. And any skills
can be strengthened, honed, and enhanced if we have the proper motivation and desire, along with
practice and feedback, role models and coaching’. Thus leaders can be developed so that they can
engage in appropriate behaviours at all times, in this way contributing to success in all areas of the
school.
Even though the model is widely recognised, it may be worth mentioning here that variations in
contextual factors have a bearing on its success. As cautioned by Brauckmann & Pashiardis (2012:
27), ‘there is no single model of leadership that could be easily transferred across different school
and system level contexts’. The present pioneering study carried out in one of the Pacific Island
countries has kept this caveat in mind.

Context of the Study

Niue is located north east of New Zealand. Interestingly, it enjoys a unique constitutional
arrangement with New Zealand under which it shares common citizenship and a single currency
with the former colonial administrator. On the basis of any definition of ‘small state’, Niue, a single
island with a population of possibly 1,200, seems to fall unambiguously into this category (Bacchus
2008). Yet, using population numbers to define small states poses some difficulty where common
citizenship results in constant change in the size of the resident population of the smaller partner,
over and above the difficulty of establishing what population size should be used to define a ‘small’
state (Bacchus 2008). New Zealand Niueans far outnumber Niue-resident Niueans, yet all identify
themselves as Niueans.

Niue is a raised atoll with a land area of about 260 square kilometres. Overall, it has a very low
level of resources. Its low level of income accounts for considerable difficulties in providing funds
to support improvements in educational services. On the basis of the constitutional arrangement
with New Zealand, the New Zealand government through NZAID offers educational support
programmes. There are only two schools on Nieu; one is a primary school and includes early
childhood, the other is a high school. At the time of the research in 2014, the primary and secondary
schools had about 200 and 174 students, respectively. Teaching staff comprised of 20 in the primary
school and 22 in the secondary school. Like other countries in the Pacific, Niue depends heavily on
development partners for most development work, not only in education but also in other sectors
of the economy. The limited economic resources make it almost impossible for the government to
provide the range and quality of educational services to the standard expected.

ISEA • Volume 43, Number 1, 2015

Once a school leadership position becomes vacant in Niue, the Public Service Commission is
informed about it. The minimum qualification requirement for the job is a bachelor’s degree and
some teaching experience. Aside from these, there are no other stated requirements. In terms of
continuing professional development for school leaders, the opportunities are very limited in
the small island states of the Pacific (Lingam & Lingam 2014). More recently, the University of
the South Pacific introduced a Professional Certificate in Education Policy and Planning which
consists of four modules: Principles in Educational Leadership, Educational Policy Studies in the
Pacific, Educational Planning in the Pacific and Financing in the Pacific. Small island developing
states in the Pacific can take advantage of this programme to professionally prepare incumbents for
leadership positions.

Purpose of the Study

The purpose of this investigation was to ascertain the extent to which Niuean school principals
demonstrate Kouzes & Posner’s (2013) leadership behaviours as measured by the Leadership
Practice Inventory. The central research question, which helped guide the study, is as follows: To
what extent do Niuean school teachers perceive their school principals to be practising leadership
behaviours as outlined in the Leadership Practices Inventory (Kouzes & Posner 2013)?

Significance of the Study

In contemporary times, schools in most contexts (especially those in the small island states of the
Pacific) have been swamped by wave after wave of educational reform. Without effective leadership
at the school level, though, most of these exogenous reforms are likely to fail. In this light, the current
study on leadership practices is timely as it will help determine the status of school leadership in
one of the small island states of the Pacific. On the basis of its findings, certain interventions could
be introduced, such as workshops and seminars to help improve and contextualise leadership
practices in matters relating to educational development and the provision of an improved quality
of schooling.

Since no empirical research has been carried out specifically on Kouzes & Posner’s leadership
model in the small island states of the Pacific, this study is merely a starting point for research in the
region; the schools in Niue were the first to be scrutinised. Also, the paucity of studies in the area
of school leadership in developing contexts such as the small island states (Bolanle 2013; Tirimizi
2002) may stimulate the generation of more interest in further local and international research
on leadership issues in the Pacific. As well as providing valuable insights into current practices
and issues in the Pacific region, the findings can help inform educational policies and practices to
address educational leadership development, with a view to strengthening leadership practices at
the school level.

Research Design

This was a preliminary investigation on leadership issues in a small isolated island state in the
Pacific. The principal researcher was on the island on official university business, that is, to attend
the University of the South Pacific Council Meeting. Prior to his official visit, the Niue Director of
Education extended an invitation to the principal researcher to make a presentation on leadership
to teachers. Given the nature of Niue’s isolation – distance, poor air transport networks and
high travel costs – the researcher considered this visit an opportune time to carry out a study on
leadership practices. Since his official commitments limited the time at his disposal, a quantitative
research methodology was considered suitable. Thus, the questionnaire developed by Kouzes

41

42

ISEA • Volume 43, Number 1, 2015

& Posner (2013) was employed to measure perceptions of school leaders’ behaviour. In terms of
data analysis, two of the most common statistical techniques were employed, namely the mean
and standard deviation, to determine the degree to which Niuean school principals engage in
leadership practices as illustrated in Kouzes & Posner’s (2013) leadership model.
The questionnaire consisted of 30 statements associated with leadership behaviours, and the
teachers were asked to respond to each statement using a ten-point sub-scale: 1 = almost never; 2 =
rarely; 3 = seldom; 4 = once in a while; 5 = occasionally; 6 = sometimes; 7 = fairly often; 8 = usually;
9 = very frequently; 10 = almost always. In total, there were six statements for each major leadership
dimension: modelling the way; inspiring a shared vision; challenging the process; enabling others
to act; and encouraging the heart. The statements representing each leadership dimension are
indicated in Table 1.
Table 1: Leadership Practices Inventory
Leadership Dimension
Modelling the way
Inspiring a shared vision
Challenging the process
Enabling others to act
Encouraging the heart

Behavioural Statements
1, 6, 11, 16, 21 and 26
2, 7, 12, 17, 22, and 27
3, 8, 13, 18, 23, and 28
4, 9, 14, 19, 24 and 29
5, 10, 15, 20, 25 and 30

The participants were briefed on the purpose of the study and how the findings could assist the
education ministry. The teachers were informed that they could withdraw from participating in
the study at any time (Maykut & Morehouse 1994). Confidentiality of the details of the participants
was ensured, that is, as had been explained to the participants who volunteered to take part in
the study, the data were treated in a way that protected the confidentiality and anonymity of the
participants (Bogdan & Biklen 2007). The lead researcher distributed the questionnaire and gave
participants ample time to complete it after critically reflecting on the leadership behaviours of their
school principals. The questionnaire was administered in May 2014. Since the lead researcher was
on the island for only a few days, arrangements were made with the teachers to give the completed
questionnaires to the Director of Education. These were scanned and sent over to the researchers in
Fiji, who were based at the University of the South Pacific’s main campus, Laucala Campus.

Sample
The sample of teachers in the study was from the two schools in Niue: one primary and one
secondary school. A total of 17 teachers (38 per cent) participated in the study, 12 of them female
and 5 male, with most above 40 years of age. Most of these teachers had either a bachelor’s degree
or a diploma in teaching and the majority had over ten years of teaching experience at either the
primary or secondary school level. All participants in the study were classroom teachers and did
not hold any administrative position in their school. The two principals had bachelor’s degrees
and had been in the position for over five years. The primary school principal was female and the
secondary school principal was male.
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Results

As indicated earlier, the study addresses the degree to which teachers in Niue perceive their school
principals as engaging in Kouzes & Posner’s (2013) leadership behaviours. Table 2 presents the
results.
Table 2: Results of Leadership Practices Inventory Scale
Dimension
Challenging the process
Inspiring a shared vision
Enabling others to act
Modelling the way
Encouraging the heart

Mean
4.2
4.0
5.0
4.5
6.1

Standard Deviation
0.66
0.44
0.63
0.56
0.45

With regards to the means of the five leadership dimensions (Table 2), encouraging the heart (6.1
= ‘sometimes’) was ranked the highest, followed by enabling others to act (5.0 = ‘occasionally’),
modelling the way (4.3 = ‘once in a while’) and challenging the process (4.2 = ‘once in a while’).
Inspiring a shared vision (4.0 = ‘once in a while’) had the lowest mean. With regards to the variability
of scores, the standard deviations for the challenging the process (sd = 0.66) and enabling others
to act (sd = 0.63) leadership dimensions were slightly greater than for the other dimensions. The
results show that out of the five leadership dimensions, teachers rated only one as sometimes, and
rated the remaining four between ‘once in a while’ and ‘occasionally’. Overall, this result shows that
teachers perceived that their school principals did not engage much in the leadership behaviours as
outlined in Kouzes & Posner’s (2013) Leadership Practices Inventory.

Discussion

This study concerns Niuean teachers’ perceptions of the extent to which their school principals
practise Kouzes & Posner’s (2007) leadership behaviours. With the exception of encouraging the
heart, all of the five broad dimensions of leadership received unfavourable ratings. The findings
therefore illustrate that the leadership practices as spelled out in the model are rarely applied by
the Niuean school principals. Since the model illustrates effective leadership practices, the findings
are disturbing. The school principals appear to have failed to exhibit those essential practices that
could have made a positive impact on the schools in terms of achieving better results. It is worth
noting that the findings presented here are not dissimilar to study findings in other developing
contexts, such as Jordan (Al-Khalaileh 2008; Abu-Tineh, Khasawneh & Omary 2009) and Thailand
(Oumthanom 2001). The most striking aspect of this research is that encouraging the heart also
received a favourable rating in a study conducted among factory managers in the four Pacific Rim
countries (Kouzes & Posner 2001).

A contributing factor to the Niuean school principals’ modest practice of most of the dimensions
of leadership could be a lack of knowledge and skills in various leadership issues. This may be
the case not only in Niue but across most of the small island states of the Pacific, and the result of
limited opportunities for professional training in educational leadership and management (Lingam
& Lingam 2014). In their Jordanian study, Abu-Tineh et al. (2009) advanced a similar suggestion
about the school principals’ limited knowledge and experience with the model as well as of other
leadership issues. Only recently has recognition dawned in some of the small island states of the
Pacific – notably, Solomon Islands, Tonga and Fiji – that leadership in schools really does matter;
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as a result, funding support from donor agencies is being used to provide some training to school
leaders (Lingam & Lingam 2014).

Each one of the other four leadership domains – inspiring a shared vision, challenging the process,
enabling others to act, and modelling the way – yielded means of less than 5 (Table 2). The literature
on inspiring a shared vision, for example, suggests that those leaders who emphasise inspiring a
shared vision can contribute a great deal to improvement and development in schools. The low
mean in this study is a worrying sign that should concern all who have a vested interest in education
and would like to see improvements and developments on all fronts of the school organisation
(Espejo et al. 1996). Without a shared vision it is difficult to bring people together as all partners in
education hold different visions and go in different directions (Appelbaum & Goransson 1997). The
generally low mean for shared vision suggests that more attention should be placed on developing
principals’ skills in relation to inspiring a shared vision, a dimension that the literature finds is
essential for bringing people in any enterprise together to foster a commitment to a shared future
they seek to create (Appelbaum & Goransson 1997). Inspiring a shared vision encourages a sense of
collective ownership, which flows into commitment to the goal of improved educational provision
(Strachan 1996; Applebaum & Goransson 1997; Morrison & Rosenthal 1997).

Likewise, challenging the process did not receive a favourable rating either (Table 2). As suggested
in the literature, by challenging the process school principals can find new ways of doing things
and improve all aspects of the school, not least students’ performance levels (Kouzes & Posner 2008;
2010). The low mean implies that the school principals were basically satisfied with the way things
were done and did not initiate a challenge to any of the processes put in place. As with inspiring a
shared vision, development of school principals’ skills in challenging the process is essential. The
low mean returned for enabling others to act (Table 2) indicates that the school principals controlled
the running of the school single-handedly, with little evidence of the sharing of leadership practices
that used to be referred to as delegation (Kouzes & Posner 2007). The literature, though, is emphatic
that leadership is not a solo act; it should be shared. When it is, much more can be accomplished,
and so sharing needs to be encouraged. In the modelling the way dimension, the low mean (Table
2) signifies that the school principals fail to act as good role models for the benefit of their teachers
and students. As principals, they need to model good practices in all areas of teaching and learning,
leading by example so that the staff can follow them and become more productive.

The teachers perceived their school principals as engaging more in encouraging the heart than in
the rest of the dimensions (Table 2). In this era of manifold educational reforms, the increasingly
challenging work of teachers requires greater exhibition of school leadership behaviour that
demonstrates the effective practice dimension of encouraging the heart. Nevertheless, despite its
importance in changing times, this dimension of leadership on its own may not be able to enough
to succeed in making things happen in schools. School principals must consistently exhibit an
optimum level of all dimensions of effective leadership behaviours (Kouzes & Posner 2013).

Conclusion

This study investigated the extent to which Kouzes & Posner’s (2013) categories of leadership
behaviour were practised by school principals in Niue, as perceived by their teachers. Although
the questionnaires were completed by a small number of teachers (numerical smallness arises from
situational smallness), the teachers were unanimous in their perception that their school principals
under-performed in all leadership dimensions except encouraging the heart. The inescapable
conclusion is that school principals need to improve in the other four dimensions of effective
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leadership: challenging the process, modelling the way, inspiring a shared vision, and enabling others
to act. This would help them to respond better to the demands of educational reforms. Otherwise,
such lacunae in leadership practices are likely to affect school effectiveness and improvement
negatively. Since Kouzes & Posner’s (2007) Leadership Practices Inventory has been recognised
by many researchers, educators and scholars worldwide, it would be professionally sound if such
a model were to be emphasised in all future leadership and management training programmes in
the small island states of the Pacific. Having better knowledge and skills in leadership practices will
certainly help school principals in leading and managing school organisations.

Given the importance of leadership, it is essential that further research in leadership practices be
conducted in other small island states to determine the gaps in the knowledge and skills, as a
basis for making informed decisions about addressing them. Also, future inquiry using Kouzes &
Posner’s (2013) Leadership Practices Inventory could explore the correlation between leadership
practices and student achievement. In addition, follow-up study could investigate principal’s
views on their leadership practices. Embarking on such studies would yield useful information
about the potential, or lack of thereof, to transform leadership practices. Also, feedback from such a
study would provide further insights about future training programmes, especially the content of
a leadership and management training programme to help school principals cope better with the
ever-changing demands of work.
There were some limitations to this study that need to be acknowledged. The study’s sample was
small, although it was representative of the Niuean school teachers’ community. Even though the
views of the principals and significant others were not included, due to the nature of the study, the
use of a valid and reliable instrument to gather the data from the teachers provides some degree
of robustness. Despite this being a small-scale study based solely on quantitative research design,
comparable countries (other small island developing states in the Pacific region and beyond) may
find this study of Niue school principals’ practices useful and relevant.
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Management of Outsourcing ExtraCurricular Activities in Primary Schools:
Issues and Considerations
Tsan-ming Kenneth Chan and Shun-wing Ng

Abstract: In Hong Kong, many school principals have outsourced their extra-curricular activities to reduce
the workload of teachers and provide more activity options for students. This article reports on a qualitative
study aimed at examining the views of a group of 16 teaching professionals from ten primary schools in Hong
Kong on the effectiveness of, as well as the major concerns about, outsourcing extra-curricular activities. The
findings indicate that three themes emerged from the data regarding the effectiveness of outsourcing extracurricular activities to external organisations: (1) reducing teachers’ workload and cost saving; (2) enhancing
the expertise of teachers; and (3) catering for the needs of both parents and students. On the other hand, the
major concerns about outsourcing activities were: (1) increasing administrative duties; (2) quality of the
activities; (3) linking activities to school curricula; and (4) student discipline. It is recommended that school,
government and parent representatives be involved in the monitoring of delivering outsourcing activities.

Introduction

Since 2001, the Hong Kong Education Department (HKED) has initiated curriculum reform in
primary and secondary schools during which the students are expected to be equipped with five
core values and nine generic skills through eight key learning areas of the curriculum in basic
education (Curriculum Development Council 2001). It is believed that extra-curricular activities
(ECAs) take care of the students’ different developmental needs, such as their sense of moral
values and attitudes, skills and creativity. Through their participation in ECAs, students can learn
to communicate, to cooperate with other people and in addition to enrich their life experience.
If students are given the opportunities to organise ECAs, they will gain first-hand experience of
programme planning and leadership, thus enabling themselves to discover and develop their
potential (Hong Kong Education Department 1997). In addition to formal classroom activities,
the HKED also encourages school principals to enhance students’ generic skills through other
learning experiences. Since 2001, many school principals have organised varieties of after-class or
extra-curricular activities for students to choose to participate in. Students’ achievement through
participating in such activities has also become one of the performance indicators to be evaluated
by the Education Bureau (EDB) in the external school evaluation exercise since 2003 (Education
Bureau 2002).
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Nevertheless, the pressure of an increased administrative workload will be imposed on teaching
professionals when they are requested to organise ECAs in a school. It is noted that using external
agencies and companies to replace teaching professionals in running educational activities for
students is now widely practiced in Hong Kong schools. Both the scale and intensity of such
outsourcing activities differ between schools to a great extent. There have been many views
expressed regarding the pros and cons of outsourcing such activities, such as complaints from
parents concerning the costs of the activities and from teachers regarding the increase in workload.
The quality and the results of such a practice are also subject to debate. How to effectively manage
the outsourcing of activities in schools has thus become one of the concerns of school management.
In view of a lack of research findings with regards to outsourcing educational services and activities
in schools, it is worth looking into the issues and considerations of outsourcing.

This paper aims to report on a qualitative study that illuminates the situation of outsourcing ECAs
in educational settings, which has seldom been investigated across schools. To examine the views
of teaching professionals on issues and considerations of outsourcing ECAs, the investigators
conducted a qualitative study utilising in-depth interviews with 16 teaching professionals from
ten primary schools. The report on this study does not attempt to come to any generalisation,
but is expected to contribute to an illuminative and interpretive analysis of the phenomenon of
outsourcing ECAs in school. Ultimately, it can help inform teachers and school authorities on the
impact of outsourcing on their educational activities, and can then help identify ways to more
effectively manage outsourcing activities in the school sector.

Outsourcing:A Management Strategy

‘Do more with less’ has not only become a golden rule in business, but is also becoming prominent
in the school sector. Outsourcing – a management strategy employed by commercial firms whereby
various functions and operations are contracted out to external companies (Corbett 2004) – has
been touted as a powerful means to achieve lower costs, higher quality, and greater flexibility
for business organisations. Outsourcing is defined as the state or process of procuring goods and
services from external suppliers (Mol 2007; Williams, Hay & Macdonald 2011). Businesses that
utilise outsourcing have been more successful in today’s highly competitive and increasingly
global marketplace (Yourdon 2004). Davis-Blake & Broschak (2009) have argued that outsourcing
is a multidimensional and heterogeneous practice that varies in its complexity on the basis of (i) the
range of goods and services outsourced; (ii) the amount of control exercised by an outsourcer over
a supplier; (iii) the embeddedness of the social relationship between outsourcer and supplier; and
(iv) the level of formality governing the outsourcing arrangement.

In the education sector, there has been increasing commercialisation and marketisation of
educational services (Ng 2012). Recent research on the privatisation of education has demonstrated
that schools are perceived to be undergoing significant change (e.g. Ball 2007; Burch 2009). The
act of outsourcing educational services has already been adopted as a management strategy by
many publicly funded schools to increase the efficiency and effectiveness of the teaching and
learning process. A study by Karimi, Agharahimi & Yaghoubi (2012) has confirmed that the
services that have been outsourced in educational hospitals in Iran can lead to increased service
quality. Moreover, Mckenzie & Bishop (2009) indicate that outsourcing special education services
in Massachusetts has realised cost savings in operating budgets and led to a drop in administrative
overheads. In a survey, Hohman & Kollmeyer (2013) reported that over 60 per cent of Michigan
schools have contracted out one or more of their educational services. The privatisation of school
support services through outsourcing in Michigan is a promising opportunity for many districts
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to save money without reducing educational opportunities. What is the situation of outsourcing in
the field of education in Hong Kong? Outsourcing arrangements and strategies covering the full
gamut of the complexity described above are the focus of this study.

Outsourcing Extra-Curricular Activities in Schools

In Hong Kong, it has been common practice for schools to contract out some of their ECAs
since the mid-2000s, with education now regarded as an industry (Tsang 2007) and neo-liberal
values with regard to efficiency, economy and cost-effectiveness exerting a great impact on Hong
Kong’s education services (Ng 2011). ECAs in schools refer to classes and programmes that are
not considered to be part of the core curriculum. Eccles & Barber (1999) and Mahoney & Cairns
(1997) perceived ECAs as peripheral programmes of education. The core curriculum traditionally
includes such class programmes as reading, writing, language instruction, social studies, general
science, various types of mathematics (general, algebra, geometry, calculus, etc.), civics, history,
and so on, while the extra-curricular programmes include, but are not limited to, art and craft
courses, athletics, music and drama, scholastically oriented clubs, recreational sports, outdoor trips
and excursions, and various types of other out-of-classroom activities. In Hong Kong, the HKED
defines ECAs as part of the school curriculum:
Extra-curricular activities are activities that take place outside regular class teaching and yet
are related to student learning. As such, they fall within the scope of the school curriculum
(Hong Kong Education Department 1997: 11).
In the prevailing school system in Hong Kong, there is an established post of ECA coordinator,
who is responsible for organising the ECAs of the school, helping to arrange and to coordinate
inter-school activities and major school functions. The ECA coordinator participates in the setting
up of goals, directions and policies for the implementation of ECAs, and also guides students
towards proper concepts and encourages them to participate in the activities. As part of the middle
management in a school, the ECA coordinator is expected to be accountable to the school principal
in carrying out the following tasks regarding ECAs: manpower planning, activity planning,
promotion and support, evaluation and appraisal (Hong Kong Education Department 1997).
McKown (1952) noted that early cultures such as Ancient Greece believed that participation in
leisure and sports had a positive effect on the development of a well-rounded individual. On the
whole, these activities were aimed at increasing developmental skills and providing intellectual
stimulus. Over the last few decades, a number of studies have been devoted to investigations of
the effects of participation in ECAs, focusing on academic outcomes (Holloway 2000; Jordan &
Nettles 2000; Black 2002; Watkins 2004; Fredericks & Eccles 2006). Several studies (e.g. Marsh &
Kleitman 2003; Frederick & Eccles 2006) have found that participation in ECAs corresponded to an
improvement in psychological outcomes. Students who participated in ECAs showed increased
interest in school, consistent attendance, and increased positive attitudes, all of which led to an
increase in academic achievement (Holland & André 1987; Gerber 1996; Kirsch 1999; Darling 2005).

In the light of these positive findings, ECAs are viewed by all stakeholders as an indispensable part
of school education. Parents and citizens are very much concerned that if schools discontinue ECAs
or reduce their scale due to funding issues, the developmental needs of their children will not be
met. However, due to policy decisions and/or a shortage of specialist teachers for ECAs, there is
often a reliance on generalist classroom teachers for the delivery of such activities in this setting,
ultimately restricting programme effectiveness. Comparisons have been made between businesses
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and schools in respect of financial management and implementing cost-savings measures (Williams
et al. 2011). It has been suggested that, as is the case in Hong Kong, school systems adopt principles
similar to those of business organisations and use outsourcing as a means of more effectively
managing their financial resources. As Whipp, Hutton, Grove & Jackson (2011) highlighted in their
study of externally provided programmes, outsourcing physical activity programmes is potentially
an effective method for offering primary school students specialist physical education instruction.
In sum, schools envisage outsourcing ECAs as a way of meeting the needs of the students under
the constraint of limited financial resources. However, with more and more schools outsourcing
their services, little is known about the outcomes for schools that outsource services.

Methodology

The purpose of this article is to (1) report on an exploratory study designed to illuminate the
impact of outsourcing ECAs in primary schools on school effectiveness; and (2) examine the views
and thoughts of teaching professionals on issues and considerations of outsourcing ECAs. The
qualitative research that informs this paper is conceptualised within the interpretive paradigm,
since it aims at understanding the thoughts of 16 teaching professionals (12 teachers and 4
principals) with regards to the outsourcing of ECAs as part of efforts to promote other learning
experiences in schools, as specified in the operational framework of the curriculum reform. This
interpretive paradigm emphasises naturalistic methods of inquiry. According to Lincoln & Guba
(1985), naturalistic inquiry is appropriate for handling data ‘where there are multiple constructed
realities that can only be studied holistically’ (p. 37). The essence of the interpretive approach
is to capture the participants’ points of view (Denzin & Lincoln 1998; Radnor 2001). The views
and thoughts of this sample of 16 teaching professionals from ten schools on issues concerning
outsourcing ECAs constitute ‘multiple constructed realities’. The authors recognised the need to
adopt ‘theoretical sampling’ (Strauss 1987: 38) to ensure that maximum variation to the analysis
could best be achieved through illuminating these teaching professionals’ views and perceptions
on issues of outsourcing. In this study, being a human instrument, the authors had to respond
effectively to the phenomenon and to be capable of recognising, sorting, distinguishing and
interpreting the subtleties of meaning that emerge (Radnor 2001).
In order to examine teachers’ views and thoughts on organising and outsourcing ECAs, the
investigators purposely selected 12 teachers who were either coordinators of or responsible
for organising ECAs in ten primary schools for in-depth interviews. From these ten schools,
four principals who were involved in overseeing the purchasing of ECA services from external
agencies were also invited to be interviewed for the study. After analysing the transcript of the first
interview, the investigators then interviewed the second teaching professional to make sure a wider
coverage of the issue of outsourcing was achieved, and so on. As a consequence, the views of each
respondent, in terms of their coordinating experiences, were different from those of the previous
one. An aide-memoire was used (Burgess 1985) as a guide for the interviews. Probes were used
to encourage the interviewees to describe their perceptions and experiences in detail and to seek
constant clarification of their words. Prior to the interviews, the consent of the respondents to allow
the investigator to interview them was extremely desirable. The respondents were also informed
of their right to discontinue the conversation if they felt uncomfortable or uneasy. To ensure the
validity of the interview data, it was agreed that the investigator would send the transcript to the
respondents for comments. Radnor (2001) emphasises that an investigator should be open and
honest. All the interviews were conducted in Chinese. The interviews were tape-recorded and the
transcribed data were analysed using both open and axial coding (Strauss and Corbin 1998). Each
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interview lasted for approximately one hour. Content analysis was adopted to code and categorise
data regarding the current practice of outsourcing activities collected from the in-depth interviews.
The investigators identified themes in the responses and grouped them into appropriate categories
that formed the basis of the outsourcing model for primary schools in Hong Kong.

Findings and Discussion

The following categories and themes emerged from the data obtained through the in-depth
interviews. They described both principals’ and teachers’ responses with regard to the outsourcing
of ECAs in school.

Effectiveness of Outsourcing ECAs
Reducing Workload and Cost Saving

The majority of the teacher and principal respondents welcomed the idea of outsourcing ECAs.
By making reference to the guidelines regarding outsourcing activities provided by the HKED,
inside which are a set of very clear and specific descriptions about how schools should conduct
their ‘trading operations’ (Education Bureau 2007), most of the respondents said they had been
outsourcing activities to external agents since 2001. The teacher respondents found that outsourcing
activities could help reduce their daily workload so that they could concentrate on classroom
teaching. Moreover, some said that outsourcing could also help relieve their administrative pressure.
In Hong Kong, the teaching load for teachers is very demanding. On average, each teacher has to
teach 30 periods per week. In addition to teaching students and meeting parents, each teacher is
assigned the responsibility of at least one ECA after class. They are satisfied with activities being
outsourced, and welcome such a policy. Two respondents had the following remarks:
I, of course, am very satisfied with the idea of outsourcing. Not only can it help release
my workload but also I can have more time to prepare my lessons and teaching materials.
Most importantly, I can save my time to conduct more teacher-parent conferences. (Teacher
respondent 8)
I was used to working until 8 pm in school because I was assigned by the principal to train
a team of volleyball players every afternoon. You can imagine how heavy my teaching and
duty load was at that time. Two years ago, the EDB provided every school with a one-off
subsidized grant for schools to spend on outsourcing ECAs. The principal immediately
invited a professional to help lead this team. Since then, I have felt released. (Teacher
respondent 5)
Most importantly, two of the principals expressed that by outsourcing some of the activities to
professional tutors from external agencies, not only could their teachers concentrate more on their
classroom teaching, but also the cost of the activities could be reduced to a level that satisfied
parents. Principal 4 said:
It is indeed cost saving! My teachers and parents welcomed this initiative. When more bids
are received from the contractors, we can choose the lowest offer of good quality. (Principal
respondent 4)
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Another principal remarked:
Previously, the parents had to pay more than $200 for their children to attend the badminton
class per month. Now the outsourced agency charges them $180. Moreover, my teachers
need not spend much time on taking care of the activities. (Principal respondent 3)
Enhancing Teachers’ Expertise

The principal respondents also found outsourcing activities to be beneficial to school effectiveness
and school improvement. One of the principals opined that her teaching staff felt very satisfied with
the arrangement as they could dedicate more of their time to teaching. Another emphasised that the
administrative load was greatly reduced. Once the agent arrived, all technical and administrative
arrangements would be handed over to him. In addition, two principals reiterated that the coach
employed by the outsourcing agency was a recognised expert and could therefore provide a better
service than a classroom teacher could. The service provider could demonstrate professional
skills that teachers were not good at or familiar with. They expressed that outsourcing activities
could help in delivering a higher quality of services to students. The teacher in charge could also
learn how to organise the activity in a professional way. Outsourcing could also help enhance and
supplement the expertise of the teachers. One of the principals explained it in the following way:
It is just wonderful. I need not invite my teachers to attend the training courses prior to
leading the team of our school orchestra. The one coming to take up the activity looks more
professional. Students are satisfied with his performance and have found what he said
inspiring. Two of our music teachers are willing to participate in looking after the orchestra
because they said they could learn some skills from the coach. Now our school orchestra
has participated in many contests in Hong Kong. (Principal respondent 2)
Teacher respondents were generally satisfied with the idea of outsourcing. At least half of the
respondents found that the service provider was likely to send someone who could provide
students with the best professional knowledge and skills during the course of study. One teacher
shared this review:
When the coach conducts the workshop for our students, I have found that they provide
students with very professional skills and knowledge. Relatively speaking, the activity is of
high quality and better than what normal teachers perform. They are usually professionally
trained. (Teacher respondent 11)
As indicated above, some teachers were willing to work alongside external providers, and their
skills were thus also enhanced.
Catering for Students’ Social Needs

For some ECAs requiring specific skills – such as ball games, calligraphy or choir – the school
teachers cannot easily take up the task of coaching or leading the activities due to lack of expertise.
To cater for the learning needs of the students with regard to various ECAs, it is better to invite
expert outsiders to provide these activities. There would be many varied activities for parents and
students to choose from. Some teachers remarked that it was more effective to do so. To make sure
the selection of ECAs to be offered was welcomed by parents and students, the coordinator would
conduct a survey prior to outsourcing the activities. One teacher said:
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The activities outsourced are liked most by the students. Usually, we ask their parents to fill
in a questionnaire with regard to the activities they would like to follow. Then we contract
out those activities most welcomed by parents and students. (Teacher respondent 7)
One principal opined that the fee to be collected for an activity was one of her considerations when
deciding whether it would be offered to students. She would consider granting subsidies to those
students whose families were less able to afford the fees:
To cater for the needs of the students, we have to consider not only the quality of the
service but also its price. The fees for the activities must be afforded by the parents. The
activities offered should be at a price the parents are willing and able to pay. Those students
of working class background, they usually cannot afford paying the fee. However, I still
encourage them to join by applying for school subsidy. Our school council is so kind to
donate an amount of money for students who have difficulties in participating in ECAs.
(Principal respondent 4)

Issues and Concerns about the Management of Outsourcing Activities
Though many of the respondents welcomed the initiative of outsourcing, they also expressed
concerns regarding the cost and quality of the services, teachers’ workload and the needs of parents
and students.
Increase in Administrative Duties

Though many respondents agreed that outsourcing could really reduce their workload, there were
still a few who questioned whether outsourcing ECAs really did relieve their load. They found
that it took time to liaise and negotiate with service providers. One teacher expressed this in the
following manner:
We expect outsourcing could replace our teaching load so that we have more time to
prepare our lessons and teaching materials. However, sometimes we need to take up those
administrative duties linked to outsourcing. For example, I need to liaise with them all the
time. It causes me much inconvenience. (Teacher respondent 12)
Another teacher and ECA coordinator echoed this:
I need to collect fees from students and allocate rooms for the activities. When the coach
did not turn up, I have to call the service providers. There is much for me to do. (Teacher
respondent 4)
In fact, at least five teachers gave examples to demonstrate that they sometimes had to stay at
school until late in the evening to take care of a number of ECAs, even though they had been
outsourced. Teacher respondent 8 remarked:
Outsourcing does not mean letting go, it needs to be monitored and assisted. Teachers still
need to plan and collect fees. (Teacher respondent 8)
Some teachers mistakenly thought that outsourcing might relieve their workload. In fact, teaching
professionals still needed to conduct some of the work and activities. Some teacher respondents
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thought that they wasted too much time on negotiations and contact with outsourced companies.
For example, one principal respondent exclaimed that:
My teachers and I need to spend a lot of time on making initial contact with contractors,
observing their performance and quality. (Principal Respondent 3)
Maintaining Quality of the Activities

Maintaining the quality of the outsourced agencies was also one of the concerns expressed by
teaching professionals. Some teachers complained of tutors sometimes being late for sessions. Two
teachers pointed out that the quality of the activities varied due to changes of tutors. It seems that
carefully monitoring and management of outsourced ECAs is a must to ensure they are of the
expected quality. Regarding the management of ECAs, one of the principals made the following
remark:
My colleagues and I need to monitor the agencies so as to ensure the quality of the service
provided. In fact, quality of ECAs varies tremendously. I constantly evaluate each activity
and then make recommendations for improvement periodically (Principal respondent 2).
Another teacher respondent demonstrated similar views with regard to monitoring. In addition,
she highlighted that parents had high expectations of what the outcomes of the activities should be.
We need to cope with various types of demand from parents. Therefore, individual tutors’
personality, skills and teaching performance etc. need to be monitored for the purpose of
quality assurance. (Teacher respondent 11)
To ensure the quality of ECAs, many respondents said they needed to become familiarised with the
service providers. Credibility was of vital importance when deciding to whom they would contract
out their activities.
Link between ECAs and the School Curriculum

One of the principals highlighted the importance of linking ECAs to the formal curriculum of
her school. She reiterated that ECAs were not just activities; they had to be educational and were
related to the school curriculum. She expected the instructors to possess professional certificates
and the activities offered to match the requirements of subject curricula. She said:
I hope the service providers should have a recognised education background. If they just
provide our students with activities which are not related to what we have taught in the
classroom, I do not think it benefits all the stakeholders. (Principal respondent 3)
The responsible teacher needs to use a lot of time to discuss the content of activities. For
example, the contractor cannot immerse into their activities some content of religious
related element. We also take into the consideration the value hidden in the activities.
(Principal respondent 4)
It is of primary importance to embed educational goals and values within the outsourced activities.
However, two of the respondents highlighted that some tutors neglected the moral and societal
values of implementing an activity, but instead paid attention to how fun the activities were and
how happy the students were. They did not integrate the school’s educational aims in the courses.
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They come and just teach without taking into account what we have already reminded
them of the educational learning goal required. (Teacher respondent 7)
Student Discipline

Another issue raised by teacher respondents was handling student discipline in the process of
implementing ECAs. They admitted that tutors were not trained educationists. They did not have
any knowledge of client psychology or counselling skills. The teacher coordinator sometimes
needed to arrange meetings with tutors to understand what they encountered in the sessions and
help them solve the problems.
There are problems in controlling student discipline in the sessions. Some of the tutors do
not know the correct way to handle. They call us to go to the room to resolve the issue.
(Teacher respondent 5)
Professional instructors may not necessary receive trainings on educational psychology
and they need teachers to assist them to deal with students’ psychological emotions and
discipline problems. (Teacher respondent 10)
In one of the schools, as so many classes of ECAs were organised across the week, teachers had
to spend a lot of time following up on the issue of student performance, discipline, fee payment
and tutor quality. The teacher sometimes asked the agency the activities used for outsourcing to
send staff to help monitor the progress of the activities. Some students often did not complete the
assigned tasks, but the tutors did not pay due attention to such matters. As a result, there were quite
a number of student discipline issues to follow up on.

Discussion

Outsourcing ECAs to external agencies is common practice nowadays in Hong Kong. With reference
to the findings, there are advantages to outsourcing activities for the benefit of the development of
students, teachers and the school. Though some scholars (e.g. Mahoney & Cairns 1997; Eccles &
Barber 1999) do not perceive ECAs as being part of an holistic education or treat them as peripheral
programmes of education, the HKED and many education professionals consider them to be part
of the core curriculum (Curriculum Development Council 2001). As reflected in the framework
of curriculum reform in Hong Kong, participation in ECAs is regarded as one of the additional
learning experiences that help enhance students’ personal and social development and exert
positive impacts on their academic performance (Ng 2009). Thus, ECAs have been envisaged as
a crucial part of an holistic education. At the same time, however, there are issues and concerns
regarding the practice of outsourcing.
As Agron (1999) noted, a school’s satisfaction with outsourcing depends on its experience in the
specific area(s) that they have outsourced. A negative experience can prompt administrators to
question their decision to outsource and perhaps ultimately to eliminate outsourcing. Positive
experiences with outsourcing, however, most likely will result in more non-educational services
being contracted out. This permits administrators to focus more fully on their real purpose – to
educate children. The responses described above suggest that the schools that participated in this
study have mostly had positive experiences with outsourcing. The majority of the respondents
agreed with the idea of outsourcing and were satisfied with the service provider and the quantity of
outsourced extracurricular activities. Their reasons for agreeing with outsourcing included ‘easing
teacher workload, providing professional skills that teachers cannot provide, and providing higher
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quality’. On the other hand, reasons for disagreeing with outsourcing were ‘maintenance of quality,
queries about workload and student discipline’, indicating opinions of a far more specific nature
than usually discussed in the literature. The reasons for outsourcing and the likelihood that schools
that adopt the practice will be satisfied with the arrangement are often discussed in broad and
strategic terms only.

It appears from the finding in the category of ‘quality’ that the quality of tutors and their promptness
in arriving for sessions present the main problems. In the category of ‘student discipline’, the
comments suggest that service providers need more extensive training in handling student
discipline to better control their classes and the students. In the category of ‘monitoring’, the major
problem is related to time requirements. A lack of resources and the time-consuming nature of
the work were the main problems identified. Respondents indicated that the major difficulties
were finding reliable organisations that provided services suitable to schools. Finally, respondents
identified parental demands and expectations as one of the major problems. The comments
are indicative of some of the disadvantages associated with outsourcing that Schweitzer (2004)
identified. These disadvantages include: (a) loyalty on the part of contractor employees being to
the service provider and not to the school; (b) greater purchasing power of larger schools, which
impacts administration and cost; (c) lack of benefits offered to contracted employees, which are not
only social and ethical issues for the schools, but may also affect contracted employees’ performance
in terms of punctuality, quality of teaching, and commitment to teaching; (d) contracted employees
receiving lower pay and fewer employee benefits, which again related to punctuality, quality of
teaching, and commitment to teaching; (e) loss of control over the service contracted, which was
indicated in respondents’ comments related to monitoring; (f) individual vendors being outbid by
big firms, which impacts administration and cost; and (g) the long-term nature of contracts that
makes it difficult to cancel them without legal ramifications. The comments of the participants also
reflect the findings of the American School and University’s Sixth Survey of Privatization/Contract
Services, which revealed that schools do not use outsourced services because of administrative
costs, among other concerns (Agron 1999).
It is worth noting that the educational ideologies and values held by primary school teachers in
Hong Kong are not always shared by employees of service providers. As disclosed in the findings,
schools have become more business oriented and have failed to address the importance of personal
and moral development. In fact, student discipline is considered by teachers as an important
personal value. It is obvious that these business-oriented service providers may not necessarily
hold the same beliefs as teachers.

Those concerns expressed by the respondents, over issues such as familiarity with providers and
the credibility of providers, are actually supported by the literature. They can be addressed with
planning, communication and follow-up actions. Outsourcing efforts must be carefully planned,
have explicit goals, and be systematically implemented. As Crane (2004) points out, plans should
include strategic and tactical considerations at all levels, but management must not use outsourcing
to eliminate inadequately managed, poorly understood or costly functions. When outsourcing
activities, it is necessary to be completely open and candid with employees about short-term and
long-term plans and goals (Caplan 2004). This can be accomplished with major communication
and training efforts to explain what is happening and why. Such efforts should be undertaken
as soon as possible, as rumours may circulate before a formal announcement is made, which
can increase anxiety and prompt good employees to begin the process of looking for another job
(Belcourt & McBey 2004). Because the mission of schools is to educate children, the goal is to ensure
the business aspects of the school run smoothly so that teachers and administrators can focus on
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this mission (Kramer 1996). Managing the relationships with service providers is also a crucial
determinant. Schools need to work in a partnership mode with service providers. Both the school
and the service provider must have the understanding that theirs is a long-term relationship that
can work only if both parties trust and respect each other. Though even the most detailed contract
cannot include all contingencies that may arise, the contract must allow for dealing with problems
and unexpected events effectively (Hoover 2007).
In fact, during the interviews, the respondents suggested some measures for improvements. For
example, in the category of ‘monitoring for quality’, half of the respondents suggested that the
school, government and parents should be involved in monitoring and that monitoring standards
should be included in contractual agreements. They also indicated that there needed to be more
two-way communication between teachers and service providers, with the major responsibility of
teachers being their professional work and activities. In the ‘cost’ category, respondents suggested
that the government bear part of the cost associated with the outsourcing of activities.

Issues associated with contractual agreements have been discussed elsewhere in the literature.
As stated repeatedly throughout this study, the primary mission of schools is to educate children,
unlike businesses whose mission is to make a profit. Schools need to be concerned with academic
achievement, self-esteem, social interaction, and emotional and moral development. To address
these concerns, they need committed administrators, teachers and staff who not only work within
the school to accomplish its mission but also interact with parents and the broader community.
Like businesses, schools are employers bound by legal regulations and responsibilities. Therefore,
contractual agreements with service providers are necessary (Crane 2004).
Organisations often sign contracts before finalising all the details. The result is that they do not
get the benefits they seek (Huber 2003). Schools must exercise due diligence in their contractual
agreements, which should extend to the contract negotiation stage. Because every aspect of the
outsourcing arrangement is governed by the contract, both sides must agree on all the terms
and conditions of the agreement. This requires that schools consider every possible contingency
that could arise during the life of the agreement, including how disputes will be resolved after
the contract has been signed. At the same time, because situations arise that cannot always be
anticipated, it is important that the contract maintain some level of flexibility. The conditions should
not be specified so tightly that the service provider cannot use discretion to respond to a business
need or innovate to improve service (Tarsh 2004). Therefore, internal and external legal experts
should be consulted when drafting the contract to ensure the organisation’s interests are being met,
acceptable performance standards are determined (Belcourt & McBey 2004), and an appropriate
fee structure and exit strategy are covered (Crane 2004). However, legal advice and provisions may
induce additional cost, which has a diminishing effect on the whole purpose of outsourcing. In the
Hong Kong context, this is mostly not viable because of the high legal charges and low quantity of
outsourcing.

The contract should also outline acceptable service and quality standards and the penalties that
apply if the service provider does not work in accordance with the guidelines on outsourcing
activities issued by the HKED (Belcourt & McBey 2004). There should be clear goals for all relevant
criteria, including performance indicators such as accessibility, timeliness of service, accuracy and
client satisfaction (Yallof & Morgan 2003).
Outsourcing should not only lead to cost savings but also to other benefits such as improved
service, a focus on core responsibilities and competencies, and access to leading-edge technology
and specialised expertise. There is an abundant literature (e.g. Black 2002; Fredericks & Eccles 2006;
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Karimi et al. 2012) that establishes that organisations can achieve significant benefits from using
outside service providers for non-core services. This is also true of schools. Schools must weigh
carefully the specific reasons, costs and benefits associated with the decision to utilise outside
service providers.

Conclusion and Implications

A major limitation of this qualitative study was the number of samples included. However, we are
not aiming for a generalisation of the findings of the study, but attempt to illuminate the phenomenon
of outsourcing ECAs in ten primary schools in Hong Kong. Bearing in mind the question, “What
are the issues and considerations of outsourcing activities in school?”, the investigators initiated indepth interviews with those teaching professionals concerned and ultimately revealed some pros
and cons of the outsourcing practice. To support the empirical findings of the present qualitative
study, it is recommended that follow-up quantitative studies be conducted with larger sample sizes
and more diverse sample groups included in the population. Broadening the population would
yield greater insights and perhaps an even closer convergence with the findings of the present
research. In future research, some aspects of the present study should be done differently. In some
schools in Hong Kong, the decision to outsource is controlled by the school board and not the
heads. This resulted in some questions that may have been overly open to interpretation.

It is also recommended that this investigation be replicated based on other related theories and
approaches and a broader perspective be taken. For example, one could explore outsourcing from
the perspective of the leadership and vision of a school head. The distributive transformation
approach is about creating an organisational vision and empowering people throughout the
organisation to take initiatives in order to make that vision a reality (Hern & Burke 2007).
Furthermore, service providers themselves can also be another focal point of study as to how they
react to schools’ requests and their philosophy of business based on similar considerations from the
schools’ point of view. Another area of possible investigation is the obvious extension of the study
area to include secondary schools.
The outsourcing process has become deep-rooted and the only debate seems to be built around the
question of how far this major paradigm shift should go, not whether it should be practiced at all.
The former Secretary of State for Education and Skills in the UK said in The Guardian:

There is no doubt that breaking down the lack of transparency and the inward-looking
culture that used to be the hallmark of the public sector has brought great benefit. …We
offer our children a better deal because we’ve shifted away from the state paternalism of
the old system. (Morris 2008)
It is clear from the results of this study that the participating schools used outsourcing to reduce
the workload of teachers and to achieve cost savings, to enhance student learning and to provide
higher quality. The majority of the respondents indicated satisfaction with the idea of outsourcing
and with the service providers at their respective schools. In Hong Kong, public schools are being
given additional funding (such as the increase in the Capacity Enhancement Grant) to be spent in a
number of areas, including student activities. However, cost should not be the only concern. School
boards and school managers should also be concerned with freeing teachers up to concentrate on
their primary function of teaching and with students’ learning.
Outsourcing ECAs, other peripheral support services, and even core teaching services may be a
way for schools to balance the need to cut costs with students’ academic achievement and the
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need to provide activities to students that will enhance their achievement and learning. Ongoing
research with empirical data and analysis needs to be conducted to determine contributions that
for-profit service providers can make to the educational mission of schools. Getting students to give
feedback on the provision of ECAs by for-profit service providers is also crucial to measuring its
impact and cost effectiveness.
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The 2014 CCEAM Conference in
Canada: Field Members’ Concentration
around Specific Areas of Study and
Methodologies
Izhar Oplatka

Abstract: This paper reflects systematically on papers presented at the 2014 CCEAM Conference held in
New Brunswick, Canada, to understand the topics addressed and types of papers, as well as authorship
patterns of the presenters. A qualitative content analysis of 172 papers presented at the conference shows
that ‘leadership’ and ‘education policy’ are still the dominant areas of study in the field, and that most field
members use interviews and questionnaires in their research design. Yet, new topics that received much more
attention at the conference than before seem to reflect the dynamic intellectual evolution of the field, although
some of them are unrelated to the field’s core and dominant areas of knowledge production.

Introduction

In recent years I have had several opportunities to review the contents of academic conferences in the
field of educational administration (EA), including the annual conference of the British Educational
Leadership and Management Society (Oplatka 2008; 2012), and the conferences organised by the
Commonwealth Council of Educational Administration and Management (Oplatka 2007; 2009;
2013). Underlying my attempts to chart the contents and methodologies used by presenters at these
conferences was the conjecture that academic conferences can tell us a lot about the distinguished
scholarly boundaries and the unique intellectual identity of our field of study.

Let me clarify this point further. Academics from the same discipline (and fields of study) develop
scholarly boundaries as a means to clarify the intellectual identity of their group/department, to
create common courses, publications, procedures, journals, conferences, ethos and spirits, and to
recognise just who they are and what they do (Lawn and Furlong 2011). These kinds of activities
are referred to as boundary-work (Klein 1993) or the process of differentiation. In other words, field
members are assumed to be concerned with the features of their field in terms of its overall nature
and content, its internal and external boundaries, its degree of unity across specialties, its nearest
intellectual neighbours, the extent to which its profile varies from one country to another, and so
on (Becher 1989).
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In an attempt to shed some light on the field’s emergent intellectual identity and scholarly
boundaries, in this article I want to reflect systematically on papers presented at the 2014 CCEAM
Conference held in New Brunswick, Canada, to understand its contents in terms of topics addressed
and types of papers, as well as authorship patterns of the presenters.

Due to the great importance of reviewing existing research and scholarly directions in any field of
study (Humes & Bryce 2001), this review may provide an opportunity to glean information about
the distinctive intellectual identity of the field and the reshaping of its boundaries, and to reveal
what the field has become during the last years. It also may shed some light on similarities and
distinctions among nations in respect to topics addressed and intellectual directions in the field and
tell us more about the contextual aspects of EA as a field of study.
In the remainder of this paper, the review method is outlined, followed by the results of the paper
analysis. To exemplify the contents and methodologies presented at the conference, I present both
numerical data and textual data (titles of papers and research questions/purposes as given by the
authors). The paper ends with some insights into the field’s developmental stage in our time. Note,
the theoretical background of this review can be found in Oplatka (2010).

The Review Method

The method employed in analysing the conference’s abstracts was ‘qualitative content analysis’
based on principles of qualitative data collection and analysis (Altheide 1996). This sort of analysis
illustrates the usefulness of constant comparison for discovering patterns, emphases and themes in
an analysis of documents. The first stage included extensive reading, sorting and searching through
the conference’s abstracts, resulting in the coding of categories, key words and themes. This led to
the second stage in which themes and categories were identified and compared until main themes
and sub-categories in each abstract were identified. ‘Extreme’ and ‘key’ differences within each
category were also compared and contrasted. In the final step, the data were contextualised and
compared with the purposes of this article and themes were compared among the abstracts. This
led to the emergence of common themes, on the one hand, and to the identification of differences
among brochures, on the other hand. The themes were coded and integrated with the author’s
interpretation and key concepts.

For this article, I reviewed ‘The Program Session’ and the ‘Session Abstracts’ produced by the
organising committee of the conference, which contain considerable information about the authors
(presenters) themselves and the intellectual and methodological contents of their presentations.1

The analysis was organised around two central issues: the background characteristics of the
presenters (e.g. patterns of authorship and authors’ countries), and the presentation (e.g. type of
paper, methodological applications and topics addressed). In the first stage, the personal details
of the authors were collected based on the contact details provided by the conference organisers
(The Program Session). Then, each of the 172 abstracts included in the Session Abstracts was coded
on five variables: topic, purpose, type of paper (empirical, comment, conceptual, etc.), subject and
methodology (if available). A similar procedure is commonly used in reviews of areas of interest
(e.g. Swafford 1990).
Consistent with the method of qualitative content analysis depicted above, topic analysis, in the
first phase, was based on common categories/themes in the study of EA (leadership, policy focus,
organisational features, etc.) provided by Swafford (1990). With a list of these themes to hand, I

1 These two e-booklets formed the database of this review and can be found on the website of the hosting
university (http://www.unb.ca/fredericton/conferenceservices/events/cceam/program.html).
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tried at the outset to match every abstract’s purpose/topic to the appropriate category. I found it
very important to adhere first to common themes prior to any attempt to devise new categories and
topics, lest some of them be new titles for existing themes. When a certain abstract did not match
any of the common categories, it was categorised into a temporary, new sub-theme. An initial,
inductive analysis of the e-booklets yielded several new categories to more accurately present the
common topics discussed at the conference.

The open coding of the abstracts was followed by a comparison of the abstracts within every category
and among the categories to verify clear boundaries between them and trace inconsistencies. This
yielded 12 distinct topics addressed at the conference. I am aware, nevertheless, of the potential
influence the analyst can have on the selection of the topics addressed in a conference. For this
reason, the reader is provided with a sample of the abstracts’ research questions, purposes or topics
to enable him/her to judge the selection process. In addition, two colleagues trained in qualitative
analysis verified the themes identified from the data and provided useful comments for the analyst.

The types of papers and method were borrowed from Swafford’s (1990) content analysis of
the papers published in the Journal of Educational Administration, on the assumption that they
encompassed the types appearing in EA.

Results

Overall, I examined 172 abstracts of presentations (including those presented in the form of a
symposium, but excluding workshops, book review sessions and debates) written and discussed
by authors from a wide variety of countries. This number signals a considerable increase in the
number of presentations compared to past CCEAM conferences.

Authorship patterns
Of the 172 works presented at the conference, 97 (56.39 per cent) were authored by one person, 51
(29.65 per cent) were authored by two, 17 (9.88 per cent) had three authors, and 7 (4.06 per cent)
had four or more authors. This corresponds, by and large, to the authorship pattern at previous
CCEAM conferences, where around half of the articles were authored by just one person, a feature
of authorship in journals and conferences in the field (Murphy, Vriesenga & Storey 2007; Oplatka
2008). Table 1 depicts the authorship patterns.
Table 1: Authorship pattern
Authorship pattern

No. of papers

Percentage

One author

97

56.39

Two authors

51

29.65

Three authors

17

9.88

Four authors and above

7

4.06

172

100

Total

CCEAM, as indicated on its website, is ‘a Commonwealth organisation linking professionals
who manage educational institutions and/or teach or research in educational administration.’
Yet, and unsurprisingly given the international nature of the association, the 2014 CCEAM
Conference featured authors from 22 countries around the globe, the majority of which, but not
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all, are Commonwealth countries. Additionally, the representation of presenters from developing
countries is impressive, and consequently we get a unique opportunity to get acquainted with
issues of educational leadership and policy in countries whose researchers are less likely to publish
their works in English-speaking journals. Note that I refer here to the country of the first author
only, due to an absence of sufficient information about the authors in the conference e-booklet.
As is illustrated in Table 2, most of the first authors came from Commonwealth countries. Very
reasonably, almost half of the authors (82 participants, 47.67 per cent) came from the hosting
country, but, remarkably, 18 (10.46 per cent) came from Nigeria. Fifteen authors (8.72 per cent) came
each from the USA and from India, 9 came from Australia and New Zealand, and 8 (4.65 per cent)
came from the UK. As to geographical reigns, 8 (4.65 per cent) came from the Middle East (Israel,
UAE and Dubai), 6 came from Africa (Namibia, Tanzania, Kenya and South Africa), 4 came from
mainland Europe (Cyprus, Sweden, Malta and Greece), 4 (5.3 per cent) authors came from the Far
East (China, Hong Kong and Malaysia), and 3 came from Jamaica.
Table 2: Country of first author
Author's country

No.

Percentage

Canada

82

47.67

Nigeria

18

10.46

India

15

8.72

United State of America

15

8.72

Australia & New Zealand

9

5.23

United Kingdom

8

4.65

Middle East

8

4.65

Africa

6

3.48

Asia

4

2.32

Mainland Europe

4

2.32

Jamaica

3

1.74

172

100

Total

Types of Presentations
Clearly, any attempt to allocate a paper to any one category is somewhat arbitrary at least in part
because the categories themselves are not mutually exclusive, and due to the mixture of foci
embedded in any paper. Still, the identification of the types of papers presented at the conference
may shed light on the nature of works with which members of the field of EA from the four corners
of the earth are usually concerned.
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Table 3: Types of paper
Type of paper

No.

Percentage

Quantitative

29

16.8

Qualitative

64

37.2

Triangulation

25

14.53

Conceptual/review

21

12.2

Historical

2

1.16

Description of programmes

12

6.97

Comparative

5

2.9

Viewpoint (comment)

3

1.74

N/A

11

6.39

Total works

172

100

Empirical

Looking at Table 3, it is clear that many of the papers presented were based on empirical work (68.53
per cent), a very reasonable proportion given the empirical focus of any academic field of study.
By ‘empirical work’ I mean papers reporting on any type of research undertaken by the author(s).
Of the 118 empirically based papers, 29 were conducted in light of the quantitative paradigm, 64
were based on qualitative-explorative inquiries, and a very welcome 25 adopted a triangulation
approach (i.e. mixed methodologies).
The other 43 presented works included 21 (12.2 per cent) conceptual presentations, i.e. works
that either developed theoretical hypotheses or reviewed an area of study by covering the main
contributors to the development of a topic and exploring their various views (including, for example,
a measure for developing leadership qualities in context of demographic changes in Assam, India).
Two works were historically focused (including, for example, the development of a particular higher
education institution and a brief history of the Sira custom among Ogoni daughters emphasising
the various ills enshrined in the customs); 12 were descriptive, i.e. a description of programme and
processes (including, for example, ethical considerations in the implementation of universal basic
education policy in Nigeria, how to manage secondary education in Nigeria for national unity in
the context of cultural diversities, and a description of the NEDFi’s innovative module); and 3 were
viewpoints (comments), i.e. any paper where content is dependent on the author’s opinion and
interpretation. Authors commented, for example, on new technologies and their positive impact
upon schools, or on desirable features of educational leadership.
Unfortunately, only 5 works were comparative in nature, i.e. included a comparison among nations.
Comparisons were made of Bahrain and UAE; Sweden, Canada and South Africa; New Zealand,
USA and Canada; Canada, England and USA; and Scotland and Malawi. This sort of work should
be given much more attention in the future as it not only corroborates the international spirit of
CCEAM, but also allows international fertilisation of knowledge and the sharpening of cultural
and social distinctions in educational administration.
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Subjects
Focusing on the 118 empirical papers, they included a wide variety of subject groups (201 in
total), the majority of which were school principals (72) and schoolteachers (39), and then, to a
lesser extent, middle managers in schools (17), policy-makers (8), pupils (7), stakeholders (7)
and supervisors (3). An important development in the EA field is the inclusion of school board
members as subjects in the research on school management (5 in total). Other subjects were school
psychologists, educational counsellors, and even maintenance workers in one study.
Interestingly, the papers also included students in higher education (8) and academics in higher
education institutions (10), admittedly not the kind of subjects we are usually exposed to in the
EA field that focuses on school organisation. Notably, however, many authors (21 works) omitted
any information concerning their subjects in their abstracts. Table 4 presents the frequencies of the
subject.
Table 4: Subjects (of empirical presentations)
Subject

No.

Percentage

School principals

72

35.82

School teachers

39

19.4

Middle managers (school)

17

8.45

Pupils

7

3.48

Supervisors/superintendents

3

1.49

Stakeholders

7

3.48

Policy makers

8

3.98

Students (higher education)

8

3.98

Academics (higher education)

10

4.97

School board members

5

2.48

Others

4

1.99

Unknown

21

10.44

Total

201

100

Methods
Other aspects of empirical papers were the methods used by researchers to create the knowledge
base in their field, as depicted in Table 5. Questionnaires and interviews constituted the main
methodological techniques used by authors presenting their works at the conference: 49 studies
used questionnaires, 79 included semi-structured interviews, 24 used document analysis, 16 relied
on observation, and 8 employed focus groups in their research design. Other methods included
autobiographical accounts and email correspondence. Fortunately, compared to previous CCEAM
conferences (Oplatka 2008; 2013), only very few authors (5) omitted important information about
the methods they employed.
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Table 5: Methods (in empirical presentations)
Methods

No.

Percentage

Questionnaire

49

26.48

Interview

79

42.7

Document analysis

24

12.97

Observation

16

8.64

Focus group

8

4.32

Other methods

4

2.16

N/A

5

2,7

Total

185

100

Topics Addressed
Of the 172 works presented at the conference, and as seen in Table 6, the most popular topic – though
to a lesser extent than at previous CCEAM conferences – was related to educational leadership (49,
28.48 per cent).
Table 6: Topics addressed
Topic

No.

Percentage

Leadership

49

28.48

Policy focus

31

18.02

Ethics & social justice

16

9.3

Diversity

14

8.13

Educational change/reforms

10

5.81

Higher education

10

5.81

Organisational aspects

10

5.81

Teacher education

8

4.65

Leadership development

7

4.06

Career issues

5

2.9

Instruction & learning

4

2.32

Methods

2

1.16

N/A

6

3.48

Total

172

100
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Some works continued to examine the relationship between a particular model of leadership (e.g.
instructional or transformational) and school outcomes, as exemplified by the following sample of
paper titles and research purposes:
•
•
•
•

Transformational Leadership and Student Performance in Secondary Schools in Edo
State, Nigeria
‘(a) to identify management and leadership capabilities (in Tanzania) that influence
the performance of students; (b) to determine to what extent the management and
leadership capabilities influence the performance of students.’
Principal Leadership and School Effectiveness

‘…We examine conceptions and perceptions of instructional leadership amongst
experienced and inexperienced school principals (from Ontario).’

Another striking issue of interest under the ‘leadership’ category was leadership and change,
whether as part of a school improvement programme or a study that traced educational leadership
in times of changes, as illustrated in the following titles and research questions/purposes:
•
•
•
•
•

Leadership Practices for Sustained Improvement in Two High-need Schools:
Understanding the Importance of Positional Longevity and Trust.
‘What are the main changes in educational leadership at the time of demographic
change?’

‘To study the effect of leadership pattern in relation to demographic change on school
atmosphere in India.’
‘The main purpose is to find out how unexpected changes affect the styles of
leadership and ensure a high quality teaching and learning environment (Nigeria).’

‘What drives school leaders to be subversive, how is subversiveness internalised and
externalised, and what challenges and struggles are facing subversive leaders?’

Notably, some attention was given at the conference to educational leadership in particular social
or occupational groups, such as women, teachers, students, and indigenous populations. Women
leaders were the focus of some studies:
•
•

‘To examine the successes of women principals or challenges they face.’

‘What type of leadership qualities do indigenous women educational leaders in India
possess?’

Similarly, the life and career of indigenous educational leaders, an emerging topic in the field of
educational administration, received some attention at the conference, as reflected in the following
research purposes/questions:
•
•
•

‘What is the effect of demographic change on the leadership quality of indigenous
educational leaders?’

‘What are the common leadership practices undertaken by an indigenous educational
leader in NZ and leaders of colour in the US who lead multicultural, multilingual,
and bicultural learners in urban schools?’
‘This paper seeks to share knowledge about what characterises indigenous African
leadership in four Southern African countries and how such knowledge can add
value to current school leadership in those countries.’
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Youth and student leadership and its development and outcomes were also explored by the
conference authors. Other areas of interest presented at the conferences included trust and
educational leadership, the expression of the development stages in leadership practice, principals’
competencies, challenges in educational leadership, the experience of English-language school
principals in the province of Québec, accountability and principalship, and the mental health and
well-being of school principals. Two Canadian papers illuminated relatively new theoretical and
methodological aspects in the field:
•
•

The Role of School Administrators in Curbing Early-Career Teacher Attrition: A PanCanadian Document Analysis of Teacher Induction and Mentorship Programs.

‘In this study we interrogate the way leadership is conceptualised in the scholarly
literature and in some Canadian policy documents and initiatives (e.g. Alberta
Education 2009) that focus on the practice of leadership in education.’

After ‘educational leadership’, the topic most frequently explored was ‘education policy’ (31
papers, 18.02 per cent). Authors wrote about market-driven funding policies in British Columbia
and school choice policy, and examined policy-related issues such as the enrolment trends of
primary school pupils or the national policy towards lifelong education. The following research
questions offer examples of this kind of policy-focused study:
•

‘Why, in the face of this strong evidence, does a government eliminate school boards?’

•

‘How does such a gap between authorised policy and policy practice occur?’

•

‘What are the factors and influences that drive policy decision-making in Canadian
education ministries as compared with school boards?’

Some authors conducted their study at the district or Ministry of Education level, attempting,
for instance, to obtain views from senior officers in management in the Ministry of Education
concerning the amalgamation of small schools under the centralised school policy in Malaysia.

A few papers focused on school principals’ views towards a certain education policy in the local
area, as illustrated below:
•

•
•

‘This paper articulates and interprets the views of 18 school principals in three high
performing Alberta school districts about the district level practices they perceived as
being helpful to promote instructional leadership and student achievement at their
schools.’
The Role of Administrators in Interpreting Documents and Making Sense of Public
Policy Goals for Career Guidance in Secondary Schools

‘To what extent does policy borrowing from philosophies and ideologies influence
standards and expectations for principals?’

Congruent with the spirit of social justice dominating the EA field in recent years, 16 papers (9.3 per
cent) presented at the conference focused on issues of ethics and social justice in schools. To begin
with ethics, an emergent area of interest in the field, authors explored how values and ethics are
negotiated in a small rural school that serves a socially and culturally diverse population, aimed
to better understand organisational conditions which foster or hinder the unfolding of ethical
leadership, and offered an account of how moral passivity settles in for organisational members
at conscious and subconscious levels, conditioned in part by defensive routines and self-deceptive
rationalisations.
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As far as the popular topic of leadership for social justice was concerned, authors in paper sessions
and in special sessions or symposiums (on, for example, leadership perceived by Indian leaders for
social justice, politics and social justice) analysed its structure, sources, impacts, and international
commonalities and distinctions. The following research purposes and questions manifested this
kind of topic:
•
•
•

‘To understand how principals conceptualise social justice and social justice dilemmas
and how these understandings influence their practices.’
‘How do social justice leaders view political activity within their institutions and
how do they understand their political environments?’
‘How does the principal enact his role as a social justice leader?’

Similarly, 14 papers (8.13 per cent) revolved around issues of diversity and education in international
local education arenas. Authors asked, for example, why and how the differences occur in case
of diverse culture and ethics, or addressed the influence of multiple and diverse ethnic and state
identities in existence in Nigeria on internal movement/displacements of communities, and how
this has effected educational administration and planning. Examples of these studies include:
•
•
•

‘This paper investigates the relationship between educational leaders’
conceptualisations of diversity and its impact on their role as a diversity leader in
schools.’
‘This paper will explore the current state and future direction of the Nunavut
curriculum with regards to diversity. It will consider whether diversity has a place
in the quest to implement a culturally relevant curriculum for Inuit students.’
‘The purpose of this study is to discern the practices that school leaders can employ
with the expectation of achieving better outcomes for students in 41 schools in a
diverse and economically disadvantaged section of a large urban school district.’

Two areas of study (with much relevance to the EA field) were represented at the conference by 10
papers (5.81 per cent) each. Ten papers illuminated issues of reforms and school changes, including
integration and the decline of desegregated schools in India and secondary school principals’
experiences of leading intentional educational reforms in New Zealand. Two papers, for example,
focused on principals, teachers and change, asking:
•
•

‘How does the principal influence the climate for professional learning and foster an
openness to change among teachers?’

‘Why is a participative leadership approach in managing change in education so
important? Who should be involved in the change process at your school? What are
the causes of resistance to change and how do you eliminate them?’

Ten papers explored and discussed issues related to organisational aspects of the school, including
its relationships with the external environment. Authors presented on cases of school-community
partnerships the time spent on school-community relations by elementary school principals, and
parent engagement in the school, as outlined below:
•

‘The purpose of this research is to examine the relationship between organisational
culture and leadership style in technical and vocational education and training
(TVET) schools in the United Arab Emirates.’
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•

‘This paper looks at strengthening parent engagement in education, focusing on
leadership strategies for reaching and supporting economically and culturally
diverse groups.’

Leadership development, an old topic in the EA field, was explored in only 7 papers. Authors
wrote about Machiavelli and preparation for educational leadership, the characteristics of excellent
leadership development programmes, and teachers’ decisions to purse graduate programmes in
educational administration. Two works exemplify this stream of research:
•
•

‘How does the Canada’s Outstanding Principals (COP) programme influence student
achievement?’

‘This paper presents findings from a study that explored leadership development
in Southern Africa, seeking to understand processes of leadership socialisation and
leadership identity development and how they inform leadership development
initiatives.’

Only 5 papers explored career-related issues in schools, including teacher emotion and career
development. A paper from Prince Edward Island’s educational system reported on the reluctance
factors identified by local teachers when considering their interest in career development to
principalship. Two papers merit highlighting because of their pioneering work in addressing the
following research questions:
•
•

‘What kinds of experiences shape gay male immigrant educators’ perceptions of their
work practices, values, and interactions?’

‘What kind of emotions do teachers tend to suppress at work? How do teachers
suppress emotions? What are the factors affecting emotion suppression in teaching?’

Surprisingly, although the EA field usually centres on schools, 10 papers discussed or explored
issues related to higher education. The topics ranged from course assignment, through students’
experiences during their academic studies, to department leadership, as illustrated in the following
research questions:
•
•
•

‘What successes and challenges did participants experience while using Twitter for a
course assignment? How has Twitter influenced the participants’ attitude and skills
with regard to digital literacy?’

‘This study examines the educational leadership at a time of demographic change at
the university level of education…’

‘This study investigated the availability and utilisation of information and
communication technology (ICT) facilities by teacher educators for effective teaching
and learning in Nigerian Universities.’

Another topic that received attention even though it belongs to another field of study is teacher
education (while educational administration is in Division A in the American Educational Research
Association, teacher education belongs in Division K). Eight papers aimed to identify the value
patterns of prospective teachers and to find out whether the prospective teachers differ in their
values with regard to gender, or investigated how professional learning is performed in the
socio-material contexts of teaching and professional development. Similarly, 4 papers focused on
teaching and learning, admittedly not the kind of knowledge usually produced in the EA field (e.g.
effective learning, best conditions for learning in classrooms, challenges of using technology in
the classroom, and classroom management). Two papers only dealt with research methods per se,
covering the demographic determinants of the psychometric properties of a school administrative
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leadership scale, and the features and benefits of research tools to explore the context of Aboriginal
communities.

Discussion

For the last eight years I have attended the bi-annual CCEAM conferences held in various
Commonwealth countries, which allow EA researchers from developed and developing countries
to interact with each other and exchange valuable knowledge. This is, in my view, the unique aspect
of the CCEAM conference and one of its major advantages. Likewise, the meeting of presenters
from multiple countries enables us to trace the development of the EA field not only in several
English-speaking countries but also worldwide, and to better understand the topics explored and
the methods used in the current research.
From the analysis of the 2014 CCEAM Conference in Canada, three insights can be provided.
First, congruent with findings from other scholarly works and reviews of the field’s contents and
methodologies (e.g. Murphy et al. 2007; Oplatka 2010, 2013; Thomas 2010; Eacott 2013; Hallinger
& Bryant 2013), the topics of educational leadership (including leadership development) and
education policy were discussed and explored in more than 50 per cent of the works presented at
the conference. Similarly, the field’s researchers still prefer using qualitative methodologies to other
research paradigms (e.g. semi-structured interviews, open observation) and mainly seek principals
and teachers as their subjects.

The continuous concentration of the field’s members (at the conference) around core topics reflect
the communal nature of academic disciplines that struggle to develop distinctive identities and
procedures appropriate to their concerns (Whitley 1983) and are related to the intellectual tasks
in which they are engaged. After all, disciplines have recognisable identities, demarcated areas of
academic territory, and particular cultural attributes, underpinned by common norms of enquiry,
familiar educational training, and shared rules of function and technical procedures (Becher 1989;
Bridges 2006). Thus, the members of the EA field seem to demarcate their academic territory in
terms of educational leadership, education policy and related areas of study (e.g. the school as an
organisation, educational change).

Notably, furthermore, in any discipline there are rules and rewards that link the methods appropriate
to the research task to particular epistemologies and hence shape the character of the truth claims
(Bridges 2006) and determine the expected merit of any intellectual contribution (Whitley 1984).
This might explain the use by members of the EA of two major methodologies – semi-structured
interviews and questionnaires – and the propensity of the authors in their sample to focus, by and
large, on teachers, educational leaders and principals.

Yet, due to the developmental nature of the discipline (including the fields of study) (MesserDavidow, Shumway & Sylvan 1993), the field’s members are engaged consistently in creating new
areas of study. This trend was also reflected at the conference, as quite a number of authors dealt
with leadership for social justice, diversity, ethics and equity – popular topics in the field of EA
nowadays. Furthermore, authors also extended their methodologies and research paradigms using
more mixed methods in their research design than previously and, though to a limited extent,
other methodologies (e.g. focus groups, observation, document analysis). Some authors also
addressed multiple sources of information such school board members, directors of education,
superintendents, pupils, and stakeholders. In doing so, the field’s members who presented
their work at the conference extended the field’s scholarly boundaries to encompass new topics,
methodologies and samples, a vivid and important development in any field of study (Klein 1993).
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Finally, whereas the 2014 CCEAM Conference allowed researchers from many countries to raise
their usually marginalised voices, one of its concomitant consequences refers to the permeation
of topics and areas of study with very little relevance to the field of EA in the conference (e.g.
instruction and learning, teacher education). But, as disciplines usually ‘ensure that work is not
too far removed from the aims and procedures of the dominant group’ (Whitley 1984: 28), it is
interesting to understand how contributions that do not corroborate the priorities and interests of
powerful groups in the field, and might even weaken disciplinary control and fragment cognitive
structures (Whitley 1983), were accepted for presentation at the conference.
One may claim that in spite of many efforts invested in disciplinary boundary-work, a process
of permeation is widely evident in a host of disciplines, making boundaries ambiguous, flexible,
historically changing, contextually variable, internally inconsistent, and sometimes disputed
(Klein 1993). Thus, a lack of a dominant intellectual paradigm and evolution of subdivisions and
subfields within the discipline (Hausman 1979) is a ‘healthy’ aspect of any field of study, and EA is
no exception. The 2014 CCEAM Conference only reflects this natural scholarly evolution.

But, as the non-related topics indicated above rarely appear in the field’s major journals nowadays
(Oplatka 2010), it is likely that the core identity of the field of EA was not zealously preserved
by the conference organisers. Put another way, it is likely that due to the international nature of
CCEAM, the scholarly boundaries of the field are not defined sufficiently tightly and, therefore, the
conference organisers did not insist that authors would refer to particular scientific and disciplinary
evidence.
Perhaps the concluding practical message from my analysis for the organisers of the future CCEAM
conferences is to define – first and foremost – the epistemological boundaries of their field and
its unique intellectual identity and to refuse to accept papers that pertain to other fields of study,
i.e. that are located outside the field’s scholarly boundaries. Otherwise, the conference will be too
fragmented and some of its sessions will be ‘alien’ to some delegates. Another suggestion, and not
for the first time, is to adopt a structured abstract, with a word limit, to clarify the purposes, the type
of paper and the topic addressed.
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Fax: +264 61 207 2946
Email: fredericks.dennis@gmail.com or defredericks@polytechnic.edu.na
Jeremy Kedian
Educational Leadership Centre
University of Waikato
Private Bag 3105
Hamilton 3240
NEW ZEALAND
Phone: 0064 (0)7 838 4500 ext. 6192
Email: kedian@waikato.ac.nz
Professor David Durosaro
Department of Educational Management, University of Ilorin
Kwara State
NIGERIA
Email: durosarodave@gmail.com
Dr Gospel G. Kpee
Department of Educational Administration and Planning
Faculty of Education, University of Harcourt
Rivers State
NIGERIA
Phone: 08032700454
Email: gospelkpee@yahoo.com
Peter Kants
Assistant Secretary, Standards & Guidance Division
Department of Education
Fincorp Haus
P. O. Box 446
Waigani NCD
PAPUA NEW GUINEA
Phone: +675 722 28 016
Email: Peter_Kants@education.gov.pg
Jean Alcindor
President SELMA
Maritime Training Centre
Mont Fleuri, Mahe
SEYCHELLES
Phone: +248 324550 or +248 322663 or +248 722963
Fax: +248 323609
Email: alcindorja@eduhq.edu.sc
Anusha Naidu
Chief Operations Officer
Matthew Goniwe School of Leadership and Governance
Corner Eighth and Hull Street
Vrededorp, 2091
SOUTH AFRICA
Phone: +27 11 830 2200
Mobile: +27 83 611 7147
Fax: +27 86 637 4853
Web: http://www.mgslg.co.za
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19. St Vincents and
Grenadines
		
		
		
		
		
19. Tanzania
		
		
		
		
		
		
20. Tonga
		
		
		
		
		
		
		
21. Trinidad and
Tobago
		
		
		
		
		
22. Uganda
		
		
		
		
		
		
23. United Kingdom
		
		
		
		
		
		
		
		
		
		
		
		
		
		
		
		

Dr Veronica Marks
CARSEA-SVG
PO Box 2246
Kingstown
ST VINCENT AND THE GRENADINES
Phone: 784 454 4709
Email: vca.marks@gmail.com
Chelestino S Mofuga
Kitwiru Secondary School
PO Box 19 Iringa
Iringa
TANZANIA
Phone: +255 767 580 448
Email: mofugache@yahoo.com
Dr Seu`ula Johansson Fua
Director
Institute of Education
University of the South Pacific
Tonga Campus
TONGA
Phone: +676 30 192
Email: johanssonfua_s@usp.ac.fj
Dr Freddy James,
12 Ormidale Avenue
Cocoyea Village
San Fernando
Trinidad
WEST INDIES
Email: freddyleejames@hotmail.com
Sam K. Busulwa
Academic Registrar
Nkumba University
PO Box 237, Entebbe
UGANDA
Phone: +041 320283 or +041 200557 or +075 2692118
Email: busulwas@gmail.com
Dr Megan Crawford
Director
Plymouth Institute of Education
Plymouth University
Drake Circus
Plymouth PL4 8AA`
UNITED KINGDOM
Phone: +44 (0)1752 585334
Email: megan.crawford@plymouth.ac.uk
Professor Chris James
Department of Education
University of Bath
Claverton Down
Bath BA2 7AY
UNITED KINGDOM
Phone: +44 (0) 122 538 3280
Email: c.james@bath.ac.uk
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MEMBERSHIP SECRETARIES 2015
AFRICA
Cameroon
Dickong Dickson
– CACEM
M Secretary CACEM
			
PO Box 470, Meme Division
		
Kumba, South West Region
		
CAMEROON
		
Phone: +237 7361781
		
Fax: +237 3354454
		
Email: cam_rcs@yahoo.com
2 Kenya – KAEAM
Mr. Hosea Kiplagat
		
Secretary KAEAM
		
Department of Technology Education
		
P.O.Box 1125, Eldoret, 30100
		
KENYA
		
Email: hoskiphokip@yahoo.com
3 Namibia – NEMAS
Dennis D.J. Fredericks
		
PO Box 30141
		
92 Tunschel Street
		
Pionierspark
		
Windhoek
		
NAMIBIA
		
Phone: +264 61 241868 or +264 61 207 2857 or +264 81 2615112
		
Fax: +264 886 34126
		
Email: defredericks@polytechnic.edu.na
4. Nigeria – NAEAP
Dr Gospel G. Kpee
		
Department of Educational Administration and Planning
		
Faculty of Education, University of Harcourt
		
Rivers State
		
NIGERIA
		
Phone: 08032700454
		
Email: gospelkpee@yahoo.com
5. Seychelles		
Ralph Jean-Louis Secretary SELMA
– SELMA
Ma Josephine, Mahe
		
SEYCHELLES
		
Phone: +248 283162 or +248 324958 or +248 521517
6. South Africa		Anusha Naidu
– EMASA
Chief Operations Officer
		
Matthew Goniwe School of Leadership and Governance
		
Corner Eighth and Hull Street
		
Vrededorp, 2091
		
SOUTH AFRICA
		
Phone: +27 11 830 2200
		
Mobile: +27 83 611 7147
		
Fax: +27 86 637 4853
		
Web: http://www.mgslg.co.za
7. Uganda – UCEA
Sam Busulwa
		
M Secretary UCEA
		
UGANDA
		
Phone: +2575 269 2118
		
Email: busulwas@gmail.com
1.
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AMERICAS
Barbados
– CARSEA
		
		
		
		
		
9. Canada
– CASEA/CSSE
		
		
		
		
		
		
		
10. Jamaica
		
		
		
11. St Vincent &
The Grenadines
– CARSEA-SVG
		
		
		
		
		
12. Trinidad and
Tobago – TELMAS
		
		
		
		
		
		

Maureen Yard
President CARSEA
Bert Ville 1st Avenue Rockley, Christ Church
BARBADOS
Phone: +246 427 0885
Fax: +246 427 0885
Email: mjyard@caribsurf.com
Tim Howard
Membership Secretary
CSSE Office
260 Dalhousie Street, Suite 204
Ottawa, ON
CANADA, K1N 7E4
Phone: +613 241 0018
Fax: +613 241 0019
Email: csse-scee@csse.ca
Mrs Kadia Hylton-Fraser
℅ St Jago High School
Spanish Town St Catherine Jamaica
WEST INDIES
Dr Veronica Marks
CARSEA-SVG
PO Box 2246
Kingstown
St Vincent and the Grenadines
WEST INDIES
Phone: +784 454 4709
Email: vca.marks@gmail.com
Sharon Phillip
Membership Secretary
6 Ibis Drive, Pleasantville
San Fernando
Trinidad
WEST INDIES
Phone: 18683297577
Email: sphillippeters@gmail.com

13. India – Assam
– ACEAM
		
		
		
		
		
		
		
14. India – Gujarat
– GCEAM
		
		
		
		
		

Professor Nilima Bhagabati
Secretary ACEAM
Department of Education, Gauhati University,
Guwahati
Assam 781014
INDIA
Phone: +94 35195542 or +98 64066459
Fax: +94 03612570275
Email: b_nilima@sify.com or nilimabhagabati@hotmail.com
Yogita Deshmukh
Secretary GCEAM
c/o Jaimin Purohit, B/h Nagarik Bank, Gaurav Path
Tower Road, Himatnagar, Pin- 383 001, Dist. Sabarkantha, Gujarat
INDIA
Phone: +91 02772244816 or +91 09426025391
Email: yogitajaimin@yahoo.co.in

8.

ASIA
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15. India –
Ms Sudha Sathaye
Maharashtra
President MCEAM
– MCEAM
c/o Ultimate Kitchen and Furniture
		
Ground Floor, Hema-Prabha Society
		
Chittaranjan Road Vile-Parle
		
East Mumbai 40057
		
INDIA
		
Email: sudha.shreevidya@gmail.com
16. India –
Dr Indu Kothari
Rajasthan
12- A panchwati,
– RCEAM
Udiapur (Rajasthan)
		
INDIA
		
Phone: 91 9414164761; 91 9414157857
17. India –
Dr Nasrin Nasrin
Uttarpradesh
Secretary UCEAM
– UCEAM
Reader, Department of Education
		
Aligarh Muslim University Aligarh – 20002
		
INDIA
		
Phone: +571 9297451671
		
Email: mhsiddiqui50@rediffmail.com
18. India –
Dr Ushoshi Guha
Nagpur		President, NCEAM 246 Gandhinagar
– NCEAM		Nagpur - 440010
		
INDIA
		
Phone: 919373118208
		
Email: uguha@rediffmail.com
19. India – Kerala
Dr V.M. Sasikumar
– KCEAM
Secretary General, KCEAM
		
Former Principal
		
College of Teacher Education
		
Muthukulam
		
Kerala
		
INDIA
		
Mobile: +919447246190 or +91944400701256
		
Dr D.P. Sreekanatan Nair
		
Chairman, KCEAM
		
Farook Training College
		
Kozhikkode
		
Kerala
		
INDIA
		
Mobile: +919446171079
20. Malaysia
Dato Professor Ibrahim Bajunid
		
INTI Laureate International Universities, Malaysia
		
INTI International University
		
Persiaran Perdana BBN
		
Putra Nilai
		
71800 Nilai
		
N. Sembilan
		
MALAYSIA
		
Phone: +606 798 2000
		
Fax: +606 799 7536
		
Email: iabajunid@gmail.com
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AUSTRALASIA
21. Australia – ACEL
		
		
		
		
		
22. Fiji – FPA
		
		
		
		
		
23. New Zealand
– NZEALS
		
		
		
		
24. Papua New
Guinea – PNGCEA
		
		
		
		
		
25. Tonga – TEALS
		
		
		
		
		
		
		

Stacey Stanford
PO Box 876
Strawberry Hills NSW 2012
Phone: +61 2 9213 3100
Fax: +61 2 9281 8272
Email: membership@acel.org.au
c/o Brij Deo
Principal – Tavua College
PO Box 85
Tavua
FIJI ISLANDS
Email: brij_swaroop.@yahoo.com.au
Dr Ann Briggs
87 Pine Hill Road, Ruby Bay
RD1 Upper Moutere 7173
NEW ZEALAND
Phone: 0064 (0)3 540 3702
Email: ann.briggs@ncl.ac.uk
Eva Misitom
PO Box 6974
Boroko NCD
PAPUA NEW GUINEA
Phone: +675 3214720
Fax: +675 3214668
Email: pngce@iea.ac.pg
Dr Seu`ula Johansson Fua
Director
Institute of Education
University of the South Pacific
Tonga Campus
TONGA
Phone: +676 30 192
Email: johanssonfua_s@usp.ac.fj

26. Cyprus – CEAS
		
		
		
		
		
		
		
		
27. Malta – MSEAM
		
		
		
		
		
		
		

Dr Georgia Pashiardis
Membership Secretary CEAS
22 Constantinoupoleos Street
Apt.502, 2107
Aglantzia, Lefkosia
CYPRUS
Phone: +357 2233 6807
Fax: +357 2233 8052
Email: georgia.pashiardis@cytanet.com.cy
Dr Christopher Bezzina
President MSEAM
Faculty of Education
University of Malta
Msida MSD 2080
MALTA
Phone: +356 2340 2039
Email: christopher.bezzina@um.edu.mt

EUROPE
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28. United Kingdom
– BELMAS
		
		
		
		
		
		

Richard Davis
Northchurch Business Centre
84 Queen Street Sheffield
S1 2DW
UNITED KINGDOM
Phone: +44 11427 99926
Fax: +44 11427 96868
Email: info@belmas.org.uk
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