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Abstract

Thailand is entering into a new phase of educational administration under the
new National Education Act of 1999 which requires ail educational institutions to
have internal and external quality assurance in order to ensure improvement of
educational quality and standards at all levels (Section 47). This means that all
educational institutions, especially in the private sector, have to undergo many
changes, including changes in administration, teaching and learning processes,

methods of evaluation and professional development programs.

The current study focused specifically on the transformational leadership
behaviour of principals on school culture. Culture is considered to be a key factor in
determining whether school improvement is possible (Deal & Peterson, 1999).
The study was conducted in two phases: quantitative and a qualitative, and carried out

in the secondary schools of the Brothers of St. Gabriel, in Thailand.

In the quantitative phase, the researcher used two instruments, namely the
Multifactor Leadership Questionnaire (MLQ, Short form) developed by Bass (2000)
to measure the leadership behaviour of principals, and the School Culture Survey
developed by Gruenert (1998) to measure school culture.” The results from the
quantitative study were used to select a school for the second phase of the study that

was carried out using a qualitative approach.



II

The quantitative findings provided descriptive evidence that transformational
leadership existed in the schools of the Brothers of St. Gabriel, in Thailand and the
dominant culture of the Gabrieltie schools was Professional Development. In addition,
the findings also revealed that there was a significant relationship between leadership
behaviour and school culture. In the second phase, the leadership behaviour of the
selected principal was interpreted based on transformational leadership applied in a
school setting. This process was outlined by Leithwood (1996) as frame of reference
to identify a pattern of leadership behaviour of the selected principal. The findings
revealed that the selected principal exercised the qualities of transformational
leadership to some extent. Some qualities were missing and some were practised to a

moderate degree.

The study helps provide guidance and direction to principals who wish to
exercise their leadership in a more appropriate and relevant way particularly in a

context of change.
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CHAPTER 1

BACKGROUND TO THE STUDY

1.1 Introduction

Thailand is implementing a new Education Act of 1999, which is the first
Educational Act to become law in the history of Thai education. The Act requires all
educational institutions to operate under quality assurance. It is also mandated that
parents and the local community have some part to play on the board of educational
administration. Moreover, the Act considers teaching as a professional career and
demands that all teachers practise their teaching professionally (See Appendix E,
Sections 44, 47, and 52). To respond to the requirements of the Act, all schools need
to undergo extensive changes both in structure and in internal practices. Schools of
the congregation of St. Gabriel, in Thailand are not exempted. The focus of this study
therefore has been on the appropriate type of principal leadership to respond to these
changes in an effective way. The following section includes a brief history of That
education and the Thai Education Act, which provides the background for further

development of this research.

1.1.1 Brief History of Education in Thailand

Education in Thailand has a history of eight hundred years. From 1220 to
1868, there was no formal education. Education for boys was offered in the temple
where they received moral education in an ecclesiastical context. Its aim was to

prepare the students for monastic life before they entered into secular life. Girls were



not allowed to receive education except in their households, where they were taught
the arts of handicraft, weaving, sewing, cooking and helping in the fields (Office of

National Education Commission , 1998).

In 1868, pressured by imperialism from the West, the country began to be
more open to the outside world. It traded with Western countries, such as England,
France, Portugal, and Holland. From that time formal education, along with other
services, was well established by the various groups of missionaries. In the context of
the influence of missionaries and threats from western military powers, King Rama V,
initiated education reforms. His aim was to educate a new generation to be qualified

leaders and administrators in order to anticipate and keep pace with modernisation.

Twenty years later, during the reign of King Rama V1, the country launched
its first National Education Plan and fifteen years after that, the first Private School
Act was promulgated, drawing private schools, including the missionary schools,
under the supervision of the govermnment. During this period also, a law on
compulsory primary education was issued, requiring every 7 year old child to receive

education until the age of 14 (Office of National Education Commission , 1998).

In 1932, a coup marked the end of the monarchy that had ruled the kingdom
for over 600 years. From that time on, the country was governed as a constitutional
monarchy. All previous education policies and plans were revised to suit the new

political system. In 1936, another National Scheme of Education was promulgated.



This scheme divided the education system into general and vocational education

streams and reduced compulsory education to four years.

In 1951, the country developed another National Scheme of Education. It was
the first time that "the desire for education be deflected towards that which will
contribute to the building of an independent national economy" (Watson, 1980, p.
137). In this plan, education was seen as a means of developing both the individual

and society ‘in harmony with’ the economic and political development of the country.

The 1951 Plan remained the basis of education until it was replaced and
modified by the 1960 National Scheme of Education which came into force on I
April, 1961. In general terms its objectives were much the same as those of the 1951 .
Plan with slight modification, otherwise “the objectives were deliberately vague and

broad, allowing for considerable flexibility of interpretation” (Watson, 1980, p. 138).

The Plan lasted for one year and became a platform for the draft of the First
National Education Development Plan. It was the first time in the history of Thailand
that the National Education Development Plan became an integral part of the National
Economic and Social Development Plan (Office of National Education Commission,
1998) and was assigned to assume a full functional role as an instrument for

development.

In the next 40 years (1960-2000), the country developed one education plan

after another but there was no real interest in putting the plans into action. Disparity



and inequality of educational services still exist in the society today (Chongsatityoo,
1999). For instance, Bangkok, the capital city, has an average family income of Baht
254,611 (AUSS$ 11,573), whereas that for Sri-Sa-Ket, a province in the northeast, is

Baht 19,636 (AUSS 892) which is 13 times lower (Chongsatityoo, 1999).

Research has shown that there is a high correlation between household
earnings and educational attainment; for example, the enrolment rate in primary
education in both Yasothomn and Sri-Sa-Ket, two northeastern provinces, with similar
household'earnings, is 75%, against the national rate of 92%. This also holds true for
lower secondary education whereas the participation rate in poofer provinces is below
the national average (72%). For example, Nong Khai and Nong Bua Lam Phu in the
northeast had an enrolment rate of 62% and 63%; whereas Kamphaeng Phet and Mae
Hong Son in the north had participation rates of 64% and 65% respectively (Office of

National Education Commission, 1999).

Inequality in resource allocation is another problem. Large urban schools have
far greater advantages than smaller schools (Chongsatityoo, 1999). This is partly
because the budget allocation is mainly based on existing workloads and resources
received for the preceding year. As a resulf, a number of primary school students do
not perform well in reading, writing and mathematics. As for performance at the
upper secondary level, only 27% and 32% pass academic achievement tests in
mathematics and sciences respectively. Student performance in international
languages, particularly English, which is essential in this new era, was found to be

unsatisfactory (Chongsatityoo, 1999).



The researcher is of the opmion that under the former system of education, the
problexﬁs of inequality of education and its varying quality would never have been
solved. However, a new hope has arisen with the creation of the new Education Act of
1999. This has given a boost to Thal educators as well as numerous challenges and

extensive changes that come with the Bill.

The schools managed by the Brothers of St. Gabriel in Thailand, whose
mission is to provide education for school-going youth, must face these challenges
and changes. At present, there are 12 secondary schools, one vocational centre and
one university under the supervision c_>f the Order. The researcher is convinced that
only schools that are well prepared will be able to respond to the new challenges
effectively. The researcher is also concerned about the maintenance and sustainability
of the traditions and charisma of the congregation handed down by the founder more
than two hundred years ago. Driven by these two main concerns, the researcher
intends to explore how change can be managed effectively in line with requirements

of the Act while at the same time remaining true to the mission of the Order.

1.1.2 Thai Education Act

The situation in Thai education might not have improved if the country had
not been facing an economic crisis. Dr Kaewdang, Secretary General, Office of the
National Education Commission states that “Thailand has attempted several times to
reform education in response to the changing social and economic situation but never
succeeded, due to unstable domestic politics and external threats that necessitated

more concern on national defence than on education. It was not until the economic



crisis occurred that we came to realize there had been something wrong with our

education system and reform was urgently needed” (Kaewdang, 1999, p. 1).

The new National Education Act, A.D. 1999 which took effect in August,
2002, will affect all schools including the secondary schools under the supervision of
the Brothers of St. Gabriel in Thailand. In order to maintain their educational mission
and traditions that go back over a hundred years, the Gabrielite schools need to
respond to the changes and challenges in educating young people under this new
education system, in which quality education is required and professional standards

are called for.

According to the Bill, Thai education is to be based on the following
principles: lifelong education for all; all segments of the society to participate in the
provision of education; regular and continuous development of the learning process;
religion, arts, culture, sports and Thai wisdom are essential elements of educational
provision; educational institutions will provide education for the full development of
individuals by taking into account diversification so as to meet the needs of in'dividual
groups of learners; education will be organized through formal, non-formal and
informal approaches which are interfinked and transferable, with the learner as the

centre of the educational process (Office of National Education Commission, 1999).

It is only in this National Education Act that the role and responsibilities of
Private Education have been spelled out clearly. Section 43 states that the

administration and management of education by the private sector shall enjoy



independence with the State being responsible for overseeing, monitoring, and
assessing educational quality and standards. Private educational institutions are
mandated to follow the same rules for assessment of educational quality and standards
as those for the state educational institutions (Office of National Education

Commission, 1999).

To ensure educational standards and quality assurance, the new Ministry of
Education has set up a public assessment body responsible for developing criteria and
methods of external evaluation, and conducting evaluation of educational
achievernents to assess the quality of institutions as stated in Section 47 (See
Appendix E). This means that there will be a system of educational quality assurance
to ensure improvement of educational quality and standards at all levels. Such a

system will comprise internal and external quality assurance.

In addition, an Office for National Educational Standards and Quality
Assessment has been established as a public organization, responsible for
development of criteria and methods of external evaluation as well as for conducting
the evaluation of educational achievements in order to assess the quality of
institutions, bearing in mind the objectives and principles and guidelines for each
level of education as stipulated in this Act. It recognises teachers and educational staff
as respected professionals who need to be developed and nurtured, so that their
teaching will be enhanced and be consistent with the standards prescribed by the
Ministry and stated in Section 52 (See Appendix E). The Act also ensures that the

Ministry will promote development of a system for teachers and educational



personnel, including production and further refinement of this category of personnel,

so that teaching will be further enhanced and become a highly respected profession.

Also Section 53 mandates an Organization for Teachers, Educational
Institution Administrators, and Educational Administrators (See Appendix E).
The organisation is to have the appropriate powers and duties for setting professional
standards; issuing and withdrawal of licenses; overseeing maintenance of professional
standards and ethics; and development of the profession of teachers, educational

institution administrators, and general educational administrators.

Moreover, the new National Education Act empowers local administration to
administer their local schools and ensures that parents will have a greater say in the
school policies and administration. As stated in Section 41, “ Local administration
organisations shall have the right to provide education at any or all levels of education
in accord with readiness, suitability and requirements of the local areas™. Section 44
adds that private education institutions referred to in Section 28(2) will be legal
entities and will establish their own boards, comprising private education
administrators, authorized persons, representatives of parents, of community

organisations, teachers and alumni, and scholars.

In summary, the education system in Thailand has started to undergo extensive
changes from the time the Education Act was ecnacted, in August, 2002. The new Act
ensures all educational institutions are operated on a quality assurance basis and that

parents and the public will be part of school administration. Above all, it treats



teachers as professionals, who on the basis of quality assurance, need to develop

themselves throughout their careers.

The Act requires all the schools in Thailand to implement the practices
described above. Therefore, schools will have to develop their school organization to
be consistent with the reform. A new kind of organization will be required to support

and facilitate the school to bring about this significant change educational change.

Probably there are many ways that this can be done. However, it is of interest
to the researcher to explore the relevant and appropriate types of principal leadership
that will facilitate the desired change required by the new Act while at the same time,
preserving the traditions and charisma of the congregation which is to provide

education for youth especially those who are less privileged.

The literature on principal leadership suggests that the conceptualisation of the
role of principal has evolved considerably over the past two decades (Hallinger &
Heck, 1996). Many studies also reveal that principal leadership of any type has effects
on school outcomes and improvement processes. through mission building,
influencing organisational structures and social networks, and working through people
(Hallinger & Heck, 1996). In short, the principal’s role is a key influence on school

personnel and shaping organisational processes (Hallinger, 1999).

In addition, researchers who acknowledge the role of leadership in the

organisational change process emphasise different aspects of the process through
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which leaders introduce change. For Bower and Weinberg (1988), organisational
change is viewed as predominantly political, whereas Sashkin (1992) considers it as
a process of instilling new values and organisational culture. Nadler and Tushman
(1990) regard it as a process of envisioning, energising, and enpowering

organisational members.

However, it should be noted that the role of principal is also mandated by the
new Act. The fact is fthat it affects both the administrative structure and the internal
practices of teachers in schools (Sections 44, 47, and 52), and the schools of the
Brothers of St Gabriel are no exception. If they want to get financial support from the
government, they need to undergo changes in their administration. They also need to
realise that they are mission schools, which have their own goals as well. It is these
concerns that have led the researcher, as a member of the Brotherhood, to examine the

appropriate type of leadership styles that will meet these new challenges.

In fesponse to the challenges brought about by school restructuring, some
researchers advocate transformational leadership as appropriate to initiate change in
schools. Leithwood and Janzi (1999), for example, claimed that transformational
leadership is sensitive to organisation building, developing shared vision, distributing
leadership and building the school culture necessary for current restructuring efforts
in schools. Recent studies about the effects of transformational leadership suggest 1t
contributes to restructuring initiatives and ‘teacher perceived’ student outcomes

(Leithwood, 1994; Leithwood, Dart, Janzi, & Steinbech, 1993; Silins, 1994).
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The role of the principal’s leadership in school improvement and reform is
particularly significant in Thailand, because of the highly centralised educational
system (Hallinger, & Heck, 1999; Ketudat, 1984). Moreover, the Thai people adopt a
kind of compliance culture in which orders from above tend to be followed:
without question (Wheeler, Gallagher, MacDonough, & Sookpokakit-Namfa, 1997).
This institutional culture, in fact, underlies the educational practices of teachers and
administrators in schools (Sykes, Floden, & Wheeler, 1997). Hallinger (1999)
therefore suggested that Thai principals need to be concerned about the traditional

cultural norms When they are implementing change in their schools.

Some authors have noted that leadership and culture are closely related. Peters
and Waterman (1982) stated leadership and organisational culture are purported to be
tightly intertwined. Schein (1997) also claimed that they are two sides of the same
coin in that leaders first create culture when they create groups and organisations.
Furthermore, Schein (1997) stated that leaders must have a deep understanding of the
identity and impact of the organisational culture in order to communicate and
implement a new vision and inspire follower commitment to the vision. Deal and
Peterson (1999) maintained that school culture is a key factor in determining whether

improvement is possible.

The findings cited above seem to indicate that principal leadership is a key
element in effecting school change, and the transformational type of leadership is a
leadership style appropriate to bring about change. In addition, organisational culture

is considered to be closely related to leadership. These two forces are purported to be
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tightly intertwined. For leaders to be able to create and manage culture, they must

understand and work with the culture (Schein, 1997).

Based on the above, this study is seeking to explore the effect of leadership
behaviour of principals on school culture in St. Gabriel secondary schools in
Thailand. It is expected that the findings will be of benefit to St. Gabriel principals in
Thailand. It will assist them in planning for management of change in their schools in
line with the requirements stipulated by the Education Act. The study will also
contribute to the literature on forms of leadership. However, it is important to note
that the researcher is very much concerned with the fact that most of the Thai people
are Buddhists. The discussion on Catholic leadership may not be appropriate in this

study for fear that it may cause a religion rift in the society.

Clearly, the effect of a transformed school culture on the teaching and learning
process would need to be investigated at a future point. At this point in the research,
it is suggested that the main beneficiary of such cultural transformation are the
students, and teachers whose environment, it is postulated, will be made more positive

and supportive than before.

1.2 The Purpose of this Study

The main purpose of this study was:
). To describe quantitatively the leadership behaviour of principals and

school culture in the 12 schools of the Brothers of St. Gabriel, in Thailand and
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2). To identify the pattern of leadership behaviour of the principal in the
selected school which possesses the highest significant scores on both the
transformational leadership behaviour of the principal and school culture

using ranking as a basis for selection.

1.3 Research Questions

1). Does the leadership behaviour of the principal affect school culture?
To answer the first research question, the following sub questions will be
examined:
1.1 What types of leadership behaviour do Gabrielite principals
practise?
1.2 What types of school culture exist in the Gabrielite secondary
schools, in Thailand?
1.3 Is there a relationship between the leadership behaviour of
principals and school culture in these schools?
2). How does the selected principal’s leadership behaviour strengthen school
culture? |
To answer the above, the following specific questions will be addressed:
2.1 What is the vision of the selected principal?
2.2 How does the selected principal communicate his vision?
2.3 How does the selected principal relate to teachers?
2.4 How does the selected principal develop an organisational culture
through the conduct of school activities?

2.5 How does the principal guide the implementation of vision?



14

1.4 Definition of Terms

The following terms are defined as they appear in this study:

1). The Congregation of Brothers of St. Gabriel, in Thailand - A male religious

group founded by St. Louis Mary De Montfort, a French priest, in 1716.
The main mission is to provide education for youth, especially the least
privileged. The mission was first started in Thailand, in 1901, by five
pioneer Brothers from France. At present, there are 11 schools, one
commercial school, one vocational training centre, one university, and

three houses of formation, across the country.

2). Province - The communities of the Gabrielite Brothers are grouped into an

3).

entity, competent of its own administration and carried out its mission in
line with the spirit of Gabrielite Institute.

Provincial - A perpetually professed Brother for at least five years,
appointed by the Superior General and his Council to act collegially for the

good and unity of the Institute.

4). Principal - A senior member of the Brothers of St. Gabriel, appointed by

Brother Provincial as administrator of the school under the guidelines and

policies laid down by the Province of Thailand.

5). School Culture - The guiding beliefs and expectations evident in the way a

6).

school operates, particularly in reference to how people relate to each
other.

Principal’s Leadership Behaviour - The behaviour of an individual
principal exercised in directing activities toward a shared goal and

perceived by teachers as such.
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7). Mixed methodology - The paradigm that underpins the research. Mixed -
methodology explains the differences between using mixed methods in
only the research methodology portion of a study, versus using mixed
model studies across all phases of the research process, and then presents a
typology of mixed methods and mixed model studies (Tashakkori &
Teddlie, 1998).

8). Mixed methods - Tools of data collection or techniques such as interview
and questionnaire when used within a single research study.

9). Internal activities - The seasonal and daily activities conducted in school
outside of classroom-hours which include rites, rituals, ceremonies,

meetings, and which are participated by teachers and students.

1.5 Conceptual Framework

Principal leadership behaviour is the key to this study. The conceptual
framework has been developed on three significant notions, school effectiveness,
leadership, and school culture. This conceptual framework, detailed in the review of
literature and depicted as an exploratory model, 1s used to gﬁide this research study
and provides a focus (Merriam, 1998; Miles & Huberman, 1994), to accomplish the
purpose of this study. The literature on school effectiveness provides a broad base for
understanding school effectiveness and models to understand how well a school can
perform in different aspects of its dynamic process. The literature on leadership
suggests the significant role of principal leadership in managing school change and
improvement. In addition, literature on school culture gives a knowledge base to

understand the creation of culture and its significance in relation to school change.
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1.5.1 The Conceptualisation of School Effectiveness

The study of school effectiveness has been one of the biggest growth areas in
educational research over the last 30 years (Donmoyer, Imber, & Scheurich, 1995).
The flourishing knowledge base resulting from this expansion reflects a trend toward
internationalisation and globalisation, and Thailand is not exempted (Beare & Boyd,
1993). This is due to the new National Education Act that was enacted in 2002 and
requires that all educational institutions must operate quality assurance systems, in
which assessments will be undertaken in schools every 5 years in relation to
professional standards and criteria prescribed by the law (Office of National

Education Commission, 1999, Sections 47, 49).

As a former principal, who was actively involved in school administration and
improvement, the researcher is interested in exploring alternative leadership which is
more appropriate and relevant, so as to bring about required school changes in
response to the Bill. The researcher began with an exploration of literature on school
effectiveness in order to:

1). Deepen the understanding of quality education in relation to school
effectiveness which is the term mostly used; and to

2). Develop a frame of reference for further discussion.

Research on school effectiveness originated with the influential work of
Coleman et al., (1966) and Jencks et al., (1972), who argued that the effect of schools
per se upon pupil performance had been neglected. Their work was criticised by

Carver (1975) who noted that there was a lack of relevance of the standardised tests
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on the effects of schooling. Despite the methodological weakness of some of these
early works (Goldstein, 1997), school cffectiveness research flourished during the
1980s and 1990s, and is becoming more sophisticated both in the kinds of data used

and statistical modelling techniques applied.

School effectiveness has been difficult to conceptualise. It is a complicated
and multifaceted construct, The factor of student achievement in standardized tests is
used most frequently to measure the effectiveness of schools. Also important are
administrative functioning; leadership behaviours; morale; level of trust, culture and
climate; and the commitment, loyalty, and satisfaction of teachers. The attempt to
include all of these variables to measure school effectiveness would be complicated

and difficult to administer (Ostroff & Schmitt, 1993).

Cheng (1996) suggested that to conceptualise school effectiveness is to
understand school functions. He based his argument on Conflict Theory in sociology
which classified the potential school functions into five types: technical/economic
functions, human/social functions, political functions, cultural functions, and
educational functions. From the conception of school functions, he defined school
effectiveness as the capacity of the school to maximize these functions or the degree
to which the school can perform school functions. He therefore classified school
effectiveness into five types: technical/economic effectiveness, human/social
effectiveness, political effectiveness, cultural effectiveness, and educational

effectiveness.



18

Influenced by the literature on school effectiveness, Cheng (1996) studied the
works of Cameron (1984) and Cameron and Whetten (1983), whose main concern
was a comprehensive review of the literature on organisational effectiveness.
Cameron (1984) suggested seven major models that can be used to study effectiveness
of organizations in general. They include the goal model, system-resource model,
internal process model, strategic-constifuencies model, competing-values model,
legitimacy model and ineffectiveness model. Cheng (1996) integrated the work of
Cameron (1984) and Cameron and Whetten (1983} with the concept of school
functions and added the organizational learning model into the classification of school
effectiveness models. Cheng (1996) suggested the following eight models:

1). The goal model - It reflects the importance and priorities of goals of some
powerful constituencies to be satisfied in the dynamic process in a given
period;

2). The resource-input model - The limitation of resources available for a
school restricts its ability to maximize its effectiveness on multiple goals.
Acquisition of more resources can enhance a school’s potential to pursue
multiple goals. Therefore, the resource-input model reflects the importance
of the acquisition of resources in the process of becoming effective. This
model measures the potential school effectiveness;

3). The process model - The internal constituencies are also multiple,
generating different pressures on the school’s process of achieving
multiple goals. The internal process model reflects the interactions among

internal constituencies and also the importance of internal interaction

process to school effectiveness;
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4). The satisfaction model - Pressures from different strategic constituencies
influence the survival of a school and also the priorities of goals to be
pursued. The model reflects the impact of powerful constituencies on
the dynamic process of maximizing effectiveness on multiple criteria.
It measures the relative achievement of multiple goals in terms of
constituencies’ satisfaction;

5). The legitimacy model - Environment constraints set limits to the school’s
process of struggling for survival. Whether a school can eliminate these
limits reflects its effectiveness. The legitimacy model emphasizes the
importance of environmental constraints to a school’s survival in terms of
legitimacy with external public. It measures a school’s effectiveness in
dealing with legitimate activities through marketing and public relations;

6). The ineffectiveness model - The ineffectiveness model provides a baseline
for a school to identify the ‘obvious’ unbalanced situation in the process
of achieving multiple goals;

7). The organizational learning model - In the dynamic process, the
awareness of unbalanced pressures from environmental constraints and
multiple constituencies and the dynamic adaptation to the unbalanced
situation are critical for long term effectiveness;

8). The total management model - This model is an integration of the above
models, in other words, the model emphasizes a holistic perspective of the

dynamic process of struggling for school effectiveness (pp. 38-39).
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Cheng (1996) concluded that the different models of school effectiveness are
needed to understand how well a school can perform in different aspects of its
dynamic process. The model also provides congruence in pursuing effectiveness in
the long term process. Nadler and Tushman (1983) further argued that effectiveness
of education and the school process may be affected by congruence in process.
Furthermore, based on Cheng and Chan (1987), a principle of congruence can be
proposed to predict the relationship of internal school effectiveness to the school
process, as follows: The greater the congruence in the school process, the higher the

internal school effectiveness.

Taking into account the significance of models to assess and interpret
school effectiveness, the process model was selected as a frame for discussion.
It is assumed that the process model will provide an appropriate approach in which
the alternative leadership can be developed in line with the principle of
congruence: the greater the congruence with appropriate leadership is, the greater

the school improvement will be.

1.5.2 Principal as Transformational Leader

Research reveals that school effectiveness is characterised by a variety of
factors. Wildy (1991) found that strong Ieadership? high expectation of academic
achievement, a shared sense of mission and clear goals, performance monitoring,
quality teaching and staff development, parental involvement and support, are
common characteristics of effective schools (Wildy, 1991). Reynolds, Sammons,

Stoll, Barber and Hillman (1996) identified nine key factors associated with effective
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schools. They were: professional leadership, shared vision and goals, a learning
environment, high quality teaching and learning, high expectations, positive
reinforcement, monitoring pupil progress, pupil rights and responsibilities and

purposeful teaching.

Lezotte (1997) indicated that school culture, a safe and orderly environment,
instructional leadership, a clear and focused mission, high expectations, frequent
monitoring, and time on tasks are correlates of effective schools. Furthermore,
Mortimore’s (1996) meta-analysis identified the same nine factors and added two
more key characteristics of effective schools: home-school partnership and learning

organization.

However in this study, the focus will be principal leadership and the
development of conditions conducive to creating effective school culture (Barth,
1990; Fullan & Hargreaves, 1991; Rosenholtz, 1989). In relation to this, the
researcher will also study in depth the leadership behaviour of a principal in
developing such an environment (Barth, 1990; Fullan, 1992; Sergiovanni, 1992). Itis
also important to note that the there is no best leadership style that fits all situations
and organizations (Verdugo, Greenberg, Henderson, Ubribe, & Schneider, 1997).
Verdugo et al., (1997) contended that it is not necessary to have any particular
leadership style as long as the style of the Jeader matches the expectations of the
followers. Hersey, Blanchard and Johnson (1996) reported similar findings in their

situational leadership studies.
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To respond specifically to the challenges and change stipulated by the new
Education Act of 1999, an appropriate form of leadership needs to be studied.
According to Leithwood and Janzi (1997), transformational leadership has the
potential for building high levels of commitment (in teachers) to the complex and
uncertain nature of the school reform agenda and for fostering growth in the
capacities teachers must develop to respond positively to this agenda. Moreover,
transformational leadership is seen to be sensitive to organization building,
developing shared vision, distributing leadership and building school culture

necessary to current restructuring efforts in schools (Leithwood, Janzi, & Steinbach,

1999).

The concpt of transformational leadership was first developed by Burns (1978}
who conceptualised two forms of leadership, transactional and transformational.
Transactional leadership is based on an exchange relationship in which follower
compliance is exchanged for expected rewards. Transformational leaders raise
followers” consciousness levels about the importance and value of designated

outcomes and ways of achieving them.

Bass (1985) built on the ideas of Burns (1978) and proposed that leadership
can be divided into three types: transformational, transactional and laissez faire.
Bass (1985) viewed transformational and transactional leadership as distinct and

recognised that the same leader may use both types of leadership at different times in

different situations.
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Bass’s model (Bass & Avolio, 1997) proposed that transformational leadership
can be identified by four distinct behavioural constructs. The first is idealised
influence (charisma) where leaders are role models and are respected and admired by
followers. The next is inspirational motivation, where leaders motivate and inspire
followers by providing meaning and challenge to their work. The third is intellectual
stimulation, where leaders encourage followers to think creatively and approach
situations in differeni ways. The fourth is individualised consideration, where leaders

consider each individual’s needs and assist them in their development.

Three behavioural constructs identify transactional leadership. The first is
contingent reward, where inactions befween a leader and a follower involve an
exchange. The second is management by exception (active), where a leader monitors
to make sure mistakes are not made. The last is management by exception (passive),
where a leader only intervenes when things go wrong. A non-leadership construct
known as laissez faire leadership, which reflects the absence of leadership and

avoidance of intervention are also included in the model.

The literature suggests that transformational leadership has an impact on
productivity and the development of followers and the organisation. Bass’ study
(1985) on the effect of transformational leadership on individual followers
indicated that transformational leadership influences followers’ lower level of
values for higher values beneficial to the organisation’s collective effort. Yukl
(1998) asserted that transformational approaches to leadership have long been

advocated as productive under conditions fundamentally the same as those faced
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by schools targeted for reform. Yammarino et al., (1998) supported the evidence
that transformational practices do contribute fo the development and commitment of

followers.

Transformational leaders are effective for several reasons. They are able to
unite followers and change followers® goals and beliefs (Kuhnert & Lewis, 1987).
For Conger and Kanungo (1987), transformational leaders portray vivid representations
of a future vision for followers. They are able to formulate a clear vision and they like
to motivate their followers; in sharing that vision (Singer & Singer, 1990). Pawar and
Eastman (1997) concluded that transformational leaders are effective due to the result
of three factors. These are the organisation’s relative position on the continuum of
organisational receptivity (openness to change), the degree of comespondence
between the transformational process required by the organisation’s position and the
actual transformational leadership process, and the transformational leaders’

capabilities for undertaking the appropriate transformational process.

There is however some scepticism about transformational leadership. Gronn
(1995) viewed transformational leadership as revisifing earlier notions that linked
leadership with atypical characteristics or greatness. Lakomski (1995) argued for the
replacement of transformational leadership with .the concept of organisational
learmning. For Gronn (1995), transformational leadership was ofien equated by its
proponents with charismatic leadership, while Lakomski (1995) believed that
transformational leadership is conceptually weak and is incapable of explaining the

kind of cognitive activity exemplified in being an effective practitioner or leader.
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Both Gronn (1995) and Lakomski (1995) were critical of the methodological
basis of transformational leadership research (Gurr, 1996). ILakomski’s
methodological concerns were associated with the dual issues of individual beliefs
about leadership and use of language to interpret cognitive activity. Lakomski (1995)
criticised the use of questionnaires to assess follower perceptions of leadership
behaviour as not tapping into the respondents’ mental processes and merely
uncovering fabricated views of leadership. She believed that language cannot be used

to interpret this underlying cognitive activity.

Gronn’s criticism (1995) was that the research failed to demonstrate a link
between transformational leadership and organisational outcomes. He also argued that
there was a lack of understanding of how transformational leadership was learnt and
that there was little evidence of the efficacy of training programs. However, Gurr
(1996) suggested it may be premature to abandon transformational leadership since
there is much that this conception of leadership has to offer educators, particularly

school leaders.

Considering the context characterised by the requirement of the Education Act
of 1999, this study will adopt transformational leadership as an appropriate model for
further study. This model of leadership motivates and inspires followers, and in doing
s0, it can help to bring about desired change and organisational growth (Burns, 1978

& Nanus, 1992).
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1.5.3 Transformational Leadership and Schoel Culture

Schein (1992) asserted that to bring about any desired change, the true and
primary task of an organisational leader is to create, manage, and shape the
organisation’s culture, and that the distinguishing characteristic of leadership is
the ability to understand and then work productively with organisational culture.
For Schein, culture is a relatively stable pattern or integration of phenomena that
lies outside the immediate awareness of the organisation’s members and reflects
the shared behavioural, emotional,- and cognitive learning the group has undergone

over time.

In relation to school culture, Cunningham and Gresso (1993) asserted that
schools as organizations must recognise that their structure, behaviour, and
performance all flow from the culture of the school. Maehr and Midgeley (1996) have
developed impressive empirical evidence to suggest that school culture, can make a
school a place in which téachers feel positive about their work and students are
motivated to learn. Stolp and Smith (1995) found that a positive school culture is
z;lssociated with higher student motivation and achievement, improved teacher

collaboration and attitudes of teachers toward their jobs.

A number of researchers suggested that for effective restructuring efforts to
occur, significant attention must be paid to the culture of the school (Blase & Blase,
1994; Deal, 1993; Machr & Buck, 1993). Schlechty (1997) proposed that if school

leaders wish to modify the structure of the schools, they cannot ignore the culture.
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In fact, the culture must also be modified, as it is the culture that provides the

foundations upon which structure depends.

Research has also indicated that the culture of the school affects student
outcomes (Deal, 1993; Lieberman, Falk, & Alexander, 1995; Machr & Buck, 1993;
McLaughlin & Talbert, 1993). Stolp (1996) stated that healthy and sound school
cultures correlate strongly with increased student achievement and motivation, and
with teacher productivity and satisfaction. Cheng (1993) found stronger school
cultures had better motivated teachers. He concluded that in an environment with
strong organisational ideology, shared participation, charismatic leadership, and

intimacy, teachers experienced higher job satisfaction and increased productivity.

Deal and Peterson (1999) stated that school leaders are the key to shaping
school culture. They further elaborated that it is up to principals to help identify and
shape strong, positive, student-focused cultures. Peterson (1988) suggested that in
shaping school culture, principals work closely with other members of the school.
Through their interactions with others over time, norms and values will be shaped as

leaders and followers move closer together.

The cited empirical research reflects the significant role of principals as
providers of transformational leadership in restructuring the school in relation to
school culture. In the current research, the leadership behaviour of a selected principal
will be explored from a Transformational Leadership perspective and will focus on

the conduct of the school’s internal activities. It is assumed that the greater the
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principal’s transformational leadership is exercised, the higher the effect of its
leadership will be. Therefore, it is suggested that principals in this context exercise
their transformational leadership consistently in dealing with their teachers and in
conducting school activities. The greater the congruence of their leadership, the more
effective their leadership will be on the conduct of school internal activities and thus

brings about the desired change in their school (Cunningham & Gresso, 1993).

The following conceptual diagram illustrates the relationship between the key

concepts being examined by thesis:

School Effectiveness

v

Correlates of Factors that determine
School Effectiveness

v

Leadership Behaviour

l
v v

Transformational Type Transactional Type

{ |

v

Conduct of School Internal Activities

v

School Change
School Improvement

Figure 1.1 Conceptual Model Developed for this study
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The literature on school effectiveness suggests that there are the correlates of
factors that affect school change and effectiveness. Strong leadership, high
expectation of academic achievement, a shared sense of mission and clear goals,
performance monitoring, quality teaching and staff development are common
characteristics of effective schools (Wildy, 1991). Corresponding to the interest of the
researcher, leadership behaviour was chosen for this research, specifically the type of
principal leadership style that is suitable to school restructuring. Leithwood (1996)
stated that leadership that is suitable for school restructuring is transformational
because this type of leadership has the potential for building high levels of
commitment to the complex and uncertain nature of the restructuring agenda and for
fostering growth in the capacities that school staffs must develop to respond

productively to this agenda.

School culture also is another factor that interests the researcher because
nothing can be accomplished if the culture works against needed reform (Bush, 1995).
William and Donn (1993) believed that culture is very important because it shapes the
different ways people recognise and react to events in their work life. Moreover, Beare,
Caldwell and Millikan (1989) stated that the leader has an important role in developing
the culture of the organization. The authors believed that school culture can be

established and managed.

This research will be developed in the light of this conceptual framework.
The present study will examine the relationship between principal leadership and
school culture and the pattern of principal leadership in the selected school will be

explored to see how leadership is exercised in relation to the conduct of internal
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activities are conducted as they are considered to be tools for principals to manage

and create desired change.

1.6 Significance of the Study

Schools in Thailand after the year 2002 will face enormous challenges as a
result of the enactment of the new National Education Act, which will take effect
three years after its promulgation. It is in fact the first Education bill in the history of
the country in which education is taken seriously as a means for national reform

(Kaewdang, 1599).

Under this Act private education at all levels will gain autonomy in the
administration and ma.nagemcnt-of education, with the State being responsible for
overseeing, monitoring, and assessing educational quality and standards. It is different
from the previous Act that empowered the Office of Private Education to take charge
of private education through rules and regulations which at times impeded its
development. This bill states clearly in section 45 that ...Clear-cut policies and
measures shall be defined by the State regarding participation of the private sector in
the provision of education (Office of National Education Commission, 1999).
In earlier Acts, as commented by Watson (1980), there was a lack of clear
understanding about educational planning and its purposes, too much inter-
departmental rivalry and overlap and too many vested interests and traditional

administrative processes.
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The Act not only gives independence fo private education in terms of
administration, it also includes responsibilities. After the Act takes effect, all
education institutions, either private or public, will have to operate under the same
education quality basis. This means that all educational institutions must follow the
same rules for assessment of educational quality and standards as stated in Section 43.
It also means that the administration and management of education by the private
sector shall enjoy independence, with the State being responsible for overseeing,
monitoring, and assessing educational quality and standards. Both state and private
educational mstitutions will be required to follow the same rules for assessment of

educational quality and standards.

As a consequence, private schools will undergo many changes including
changes in administration, teaching processes, methods of evaluation and professional
development. Formerly there was no requirement that private schools had to
cooperate with the School Boards. Under this new Act, all schools are required to
have Boards of Administration comprising of the following: authorised persons;
representatives of parents; community organisations; teachers and alumni; and

scholars (Section 44).

Responding to the challenges brought about by the Act, the researcher is
interested in finding appropriate approaches to principal leadership that maintain and
develop school culture through the conduct of internal activities. However, the

emphasis is not on what the principal is supposed to do, but on how the principal
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actually exercises his/her leadership in real contexts and in relation to the conduct of

school activities.

A recent review of the literature suggested that there are many “blank spots”
(i.e., shortcomings of the research) and “blind spots” (i.e., areas that have been
overlooked because of theoretical and epistemological biases) in the understanding of
leadership (Hallinger & Heck, 1998). To account for these shortcomings, researchers
recommend in-depth descriptions of how principals and other school leaders create
and sustain the in-school factors that foster successful schooling (Hallinger & Heck,
1999). With respect to blind spots, they noted that school leadership and principalship
are not synonymous terms and an in-depth analysis of the practice of school leaders is

essential to understand school leadership (Hallinger & Heck, 1999).

Moreover, some sociologists have argued that the way in which people work
is not always apparent. Too often assumptions are made as to how tasks are
performed rather than unearthing the underlying work practices (Eccles, Nohria, &
Berkley, 1992 & Heifetz, 1994). Some researchers also commented that much
attention has been paid to structures, states, and design (Eccles et al., 1992).
They concluded that to understand the reality of management, an approach to

studying leadership should centre on action.

In addition, it is assumed that educators can learn from each other in their
approach to change. As suggested by Hanson (1996, p. 307), “Educators can be

change agents by influencing others’ behaviour in desired directions”. Sarros and
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Butchatsky (1996) also stated that it is possible to receive guidance and direction from
role models in one’s field of expertise. Mortimore (1996) claimed that a most crucial
research goal is that of establishing reliable techniques for transforming ineffective
schools. He further suggested that what others do successfully can be used as criteria
for changing less effective schools, however success is dependent on factors in given

situations.

It is important to note that the Thai national culture, as well as the culture of
the Gabrielite Order, have been considered to have some effect on organisational
change and its effectiveness. Cheng (1996) stated that contextual cultures such as
classroom culture, school culture, community culture and societal culture are the
critical sources of ambient and discretionary stimuli that affect and shape school
members’ behaviour and performance. They may affect school members’ behaviour
and attitudes and some may also shape their values and beliefs. Hallinger and
Kantamara (2000) agreed that to understand organisational change, the national
culture should be employed as a conceptual framework in examining the process of
change. However, in the current study, the focus was on the analysis of leadership
behaviour in relation to school culture, and not on the contextual culture in particular.
The latter is beyond the scope of this study, where the researcher’s focus was

specifically on the aspect of leadership.

This research will attempt to open the “black box™ of principal leadership by

conducting an in-depth exploration of the selected principal’s leadership practices in
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relation to the conduct of his school’s internal activities based on transformational
leadership theory. Silverman (1993), highlighting the importance of theory, suggested
that tﬁeories provide a set of explanatory concepts. These concepts offer ways of
looking at the world which are essential in defining research problem. Without a
theory, there is nothing to research. It can also provide a frame for practitioners to
reflect and interpret their on-going practices. This study therefore sought to identify the
components that constitute transformational and transactional leadership and articulate

the relationship that may appear in the internal activities of the school.

This is important for the practice of principal leadership and future research
for the following reasons. Research on school leadership and change is less mature in
Asian countries (Cheng, 1996). In addition, the development of an indigenous

knowledge based on school leadership is needed.

Schools in Thailand have to undergo many changes to meet the requirement
of the new Education Act of 1999. An appropriate leadership style for principals
needs to be sought to copé effectively with the changes. These findings may
provide an alternative pattern of leadership for educators who wish to facilitate

change in their schools.

School culture can be created, maintained and changed by the leadership of
the principal. This findings may help interested principals to become more aware of
their leadership behaviour and pay more attention to the conduct of their school’s

internal activities.
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1.7 Outline of the Thesis

The remainder of the thesis has been structured as follows:

Chapter 2

Chapter 3

The Literature Review forms a knowledge base which helps in the
understanding of the way principals exercise their leadership to effect
change in their schools through the conduct of school’s internal
activities. The relevant literature comprises three areas: (1) school
effectiveness (2) the development of transformational leadership and (3)
school culture.

Research Methodology. The theoretical framework will be discussed.
The rationale for research design will be presented and data collection

and analysis will be explained.

Chapter 4 Presentation of the findings comprises: a quantitative part and a qualitative

part. The quantitative part will describe the types of principals’
leadership and school culture as perceived by the teachers.
The quantitative part also explores how a school is selected for further

study. In the qualitative part, the pattemn of leadership of the selected

principal will be explored.

Chapter 5 Discussion. The discussion of the quantitative findings will be presented,

followed by the interpretation of the qualitative findings.

Chapter 6 Conclusion and Recommendations. The study will be summarised in three

steps: the introduction, the overview and the implication of the both

findings. Recommendations for further study will also be included.
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1.8 Delimitations and Limitations

This study is deemed to be delimited and limited by the following factors and

conditions.

1.8.1 Delimitation

1). The study was limited to private secondary schools, supervised by
the Brothers of St. Gabriel in Thailand. It may be difficult to
generalise the results to other types of schools in other localities or
cultures.

2). The schools studied were not classified according to size, which

might impact on the results.

1.8.2 Limitation

1). The time frame during which data were collected was between the
months of July-Aﬁgust, 2002. Some principals in the schools
studied were newly posted and their leadership types may have
been difficult to identify.

2). Some teachers who participated in the research might not be part of
their school’s culture due to their lack of participation in the group.
This may cause errors in questionnaire responses.

3). The study focused only on transactional and fransformational
leadership behaviour. There were also other types of leadership in

the schools studied.
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1.9 Ethical Issues

This research was conducted in line with the Australian Catholic University’s

Human Research Ethics Committee. The following ethical procedures were adopted:

1.

2)

3).

4).

5),
6).

The working guidelines were clearly set out and explained to all the
participants.

Permission to observe and administer questionnaires in the schools

under study were obtained from the appropriate authority and the
participating principals (See Appendix B and C).

Reports on the progress of the research were disseminated to the
participants twice: once after all data were collected and after data
analysis.

The researcher observed the rights of authors cited in the study.

The researcher responsible maintained confidentiality.

The researcher endeavoured to report the findings with fairness and

accuracy.

1.10 Conclusion

The background to the study has set a stage for this research, which has its

focus on leadership behaviour of the principal. Specifically, attention has been paid to

transformational leadership, which was considered to be the relevant type for the

context, characterised by change. This research also studied the culture of the school,



38

which was regarded as another important factor that effects change. The following

chapter will explore conceptually the two factors concerned.
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CHAPTER 2

LITERATURE REVIEW

2.1 Introduction

The previous chapter has outlined a foreground for this study, which placed its
emphasis on leadership behaviour of the principal and school culture in the context,
characterised by change. In this chapter, the attempt is to synthesize various concepts
relevant to the research: school effectiveness, leadership behaviour and school culture
into a framework that will help provide a better understanding of their significance
and thus help provide a platform for principals in schools who wish to facilitate

change in their schools.

This chapter begins with a brief review of school effectiveness literature that
will underpin the correlates of school effectiveness. The review provides a framework
to understand how to interpret and assess school effectiveness. Next, the chapter
explores concepts of leadership behaviour. This includes an overview of definitions
and history of leadership, and various aspects of transformational leadership.
This section explains the development of leadership, why transformational leadership
1s significant for school change and how transformational leadership is related to
school culture. Lastly, the study focuses on the notion of school culture including the
concept of organisational cultute, the mechanism for the creation and transmission of

culture, and the implications for building school culture.
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The researcher attempts to ] demonstrate how leadership, particularly
transformational leadership, and school culture are related and thus provide a guide
for those who are interested in facilitating change in their schools. It also provides a

base for future study.

2.2 School Effectiveness

School effectiveness literature spans three decades. It began in the 1960s, with
the Coleman report that claimed the effect of schools upon pupil performance
had been neglected (Coleman et al., 1966). The report identified student background
as the most ﬁowerful determinant of achievement. Subsequent studies during the
1970s refined the list of school level process indicators, resulting in challenges to
this 'scepticism (Brookover, Beady, Flood, Schweitzer, & Wisenbaker, 1979). These
studies revealed substantial evidence that schools do, in fact, make a difference
(Stringfield & Herman, 1996). Research in the 1980s considered additional school
inputs such as enrolment, ethnic composition, the proportion of limited-English

proficient students and staff characteristics in relation to school effectiveness.

In addition, the studies included school goals, instructional leadership,
opportunity to learn, school climate, staff development, collegial teacher interactions,
shared governance, and parental involvement in the list of correlates for school
effectiveness (Purkey & Smith, 1982; David, 1989; Oakes, Quartz, Gong, Guiton, &
Libton, 1993) By the 1990s, researchers began to isolate the specific school attributes
that matter most and concluded that all those on the process side of the dynamic are,

indeed, alterable (Stringfield & Herman, 1996). They then altered their attention to
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student and classroom attributes while at the same time placing emphasis on the

school context.

Later, the effort to understand the complexities of school effectiveness
specifically has been directed to organisational culture and development of conditions
conducive to creating effective school culture (Rosenholtz, 1989; Barth, 1990; Fullan &
Hargreaves, 1991). Some researchers even identified the responsibility of leadership to

develop such environments (Barth, 1990; Fullan, 1992; Sergiovanni, 1992).

The term ‘school effectiveness’ itself however is difficult to conceptualise
because it is a complicated and multifaceted construct. Cheng (1996) therefore
suggested that to conceptualise school effectiveness, it is necessary to identify school
effectiveness with school functions. He classified school functions into five types:
technical/economic functions, human/social functions, political functions, cultural
functions, and educational functions. He defined school effectiveness as the capacity
of the school to maximize school functions or the degree to which the school can

perform school functions, when given a fixed output.

Cheng further proposed that to interpret school effectiveness and select criteria
to assess it, theoretical models are needed. He used seven models from the work of
Cameron (1984) and Cameron and Whetten (1§83) as a frame to study the
effectiveness of schools. The seven models include the goal model, system-resource
model, internal process model, strategic-constituencies model, competing-values

medel, legitimacy model and ineffectiveness model.
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In the present study, the researcher investigated the correlates of school
effectiveness in relation to the internal process mode!l. This model has been selected
because it assumes that a school is effective if its internal functioning is smooth and
healthy. It also views effectiveness in terms of a process instead of an end state which
in itself is a solution that minimizes many of the obstacles to effectiveness (Steers,

1977).

Moreover, this model considers internal activities as important criteria of
school effectiveness (Cheng, 1994). If the internal activities are the criteria that
determine the effectiveness of the school, the principal as school leader certainly has a
strong role to play in directing all the school activities toward its goals. In fact, the

principal is seen as a key leader in developing excellent schools (Anderson, 1991).

The literature also suggests that leadership behaviour must be
transformational. The literature reveals that these leaders have the ability to reshape
organisational cultures, formulate vision that is embodied in their leadership
behaviour in a way that communicates the vision to others, engages them, and
mobilises their energies toward its realisation (Burns, 1978; Tichy & Devanna, 1986;
Bennis & Nanus, 1985; Kanter, 1983). The discussion which follows attempts to
establish a link between transformational leadership and school culture in the process

of school effectiveness.
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2.3 Leadership and Its Development

Traditionally, principals have been held accountable for the effectiveness of
the schools due to the influence and interactions they exercise in schools. A great deal
of research has been conducted to discover those leadership behaviours or practices
that contribute to school effectiveness (Hallinger & Heck, 1996). Resecarch also
reveals that school culture is a key factor in determining whether improvement is
possible (Deal & Peterson, 1999). In this study, it is assumed that the knowledge of
principal leadership behaviour and school culture will be of primary use in

improving school effectiveness only if common understandings of the two concepts

are held congruently.

However, the term ‘leadership’ has already been defined in various ways
depending on researchers’ interests (Yukl, 1998) and culture has also been used
variously by scholars in different fields, such as anthropology, sociology,
psychology and education. Owen (2001) concluded that it is not surprising that there
arec a number of competing descriptions and definitions of organisational cuiture.

The following paragraph is an attempt at creating a common understanding of what

leadership means.

After a comprehensive review of the leadérship literature, Stogdill, a US
renowned theorist on leadership (1974, p. 259) concluded that “there are almost as
many definitions of leadership as there are persons who have attempted to define the
concept.” Some of the definitions that have been formulated during the last 50 years

include the following:
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1). Leadership is the “the behaviour of an individual...directing the activities
of a group toward a shared goal” (Hemphill & Coons, 1957, p. 7).

2). Leadership is directing and coordinating the work of group members
(Feidler, 1967).

3). Leadership is an interpersonal relation in which others comply because
they want to, not because they have to (Merton, 1969).

4). Leadership is the “influential increment over and above mechanical
compliance with the routine directives of the organization™ (Katz & Kahn,
1978, p. 528).

5). Leadership is “the process of influencing the activities of an organized
group toward goal achievement” (Rauch & Behling, 1984, p. 46).

6). Leaders are those who consistently make effective contributions to social order
and who are expected and perceived to do so (Hosking, 1988, p. 153).

7). Leadership is a process of giving purpose (meaningful direction} to
collective effort, and causing willing effort to be expended to achieve a
purpose (Jacobs & Jaques, 1987, p. 281).

8). Leadership is actions that focus resources to create desirable opnortunities
(Campbell, 1991).

9). Leadership... “Is the ability to step aside the culture...to start evolutionary
change processes that are more adaptive” (S.chein, 1992, p. 2).

10). Leadership is the process of making sense of what people are doing
together so that people will understand and be committed (Drath & Palus,

1994, p. 4).
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11). Leadership is about articulating visions, embodying values, and creating the
environment within which things can be accomplished (Richards & Engle,

1986, p. 206).

Although such a large number of leadership definitions may seem confusing, it
is important to understand that the definition of leadership is a complex task.
The establishment of various definitions can help generate the multitude of factors
that constitute leadership. For example, in Bennis’ definition, the word subordinate
seems to confine leadership to downward influence in hierarchical relationships and
seems to exclude informal leadership. Fiedler’s definition emphasises the directing
and controlling aspects of leadership, and thereby deemphasises emotional aspects of
leadership. The emphasis Merton places on subordinates” “wanting to” comply with
leaders’ wishes seems to exclude coercion of any kind as a leadership tool.

In Schein’s definition, leadership is concerned with the adaptability to change.

However, Yukl (1998) suggested that most definitions of léadership reflect the
notion that leadership is an influential process whereby the leader exerts intentional
influence over followers; that is to say, it is a group phenomenon involving the
mteraction between two or more persons to structure the activities and relationships in
organizations. Influence, then seems to be a necessary part of the variation in
leadership. This suggests that most variation in leadership concepts, types, or models,
can be accounted for by differences in who exerts influence, the nature of that
influence, the purpose for exercise of influence, and the outcomes of influence.

However, it is assumed that the understanding of different types of leadership will
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help determine the type of leadership that is relevant and appropriate for the leaders to
exercise their influence to achieve their organisational purpose. Therefore the
development of leadership can help us appreciate the multitude of factors that may
affect leadership, as well as different perspectives from which to view it and thus
enable us to form a framework necessary to determine the type of leadership relevant

and appropriate for organisation.

Between the 1900s and the 1950s, research on leadership had focused on the
characteristics of leaders and followers. The findings revealed that there was no single
trait or combination of traits that could fully explain the abilities of leaders.
Researchers then began to examine the influence of the situation on leaders” skills and
behaviours. Subsequent leadership studies attempted to distinguish effective from
non-effective leaders. These studies tried to characterise which leadership behaviours
were exemplified by effective leaders. The contingency model was used as a means to
examine the connection between personal fraits, situational variables, and leader
effectiveness. Research studies in the 1970s and 1980s once again shifted attention to
the individual characteristics of leaders which influence the success and effectiveness

of their organizations.

In recent research, the study of leadership examined goals held mufually by
both leaders and followers. Leadership was deemed to be a process and not a person;
a process between the leaders and the led, which put motivation at the core of the
leadership process. The studies brought into focus two vastly important dimensions of

leadership-that leadership was relational and that the motivations of leaders and
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. followers were the key factors in understanding change and leadership. This process
was termed transformational leadership. The following overview will give a clearer
picture of how the transformational leadership perspective has been developed in
research on leadership and provide a rationale for selecting it as a relevant type of

leadership for this research.

2.3.1 Traits Model

Initial investigation of leadership considered leaders as individuals endowed
with certain personality traits which constituted their ability to lead. Individual traits
such as intelligence, birth order, socio-economic status and child rearing practices
were examined (Bass, 1960; Bird, 1940; Stogdill, 1948, 1974). Stogdill (1974)
identified six categories of personal factors associated with leadership: capacity,
achievement, responsibility, participation, status, and situation but concluded that
such a narrow characterisation of leadership traits was insufficient: “A person does
not become a leader by virtue of the possession of some combination of traits”
(Stogdill, 1948, p. 64). The attempts to define specific individual traits led to the
conclusion that there was no single characteristic that could distinguiéh leaders from

non-leaders.

2.3.2 Situational

Following the investigation of “traits” came the examination of the “situation”
as the determinant of leadership abilities, leading to the concept of situational
leadership. Studies attempted to identify “distinctive characteristics of the setting to

which the leaders® success could be attributed” (Hoy & Miskel, 1987, p. 273).
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Hencley (1973) reviewed the leadership theories and claimed “leadership is
determined not so much by the characters of the individuals as by the requirements of
the social situation” (p. 38). Hoy and Miskel (1987) listed four areas of situational
leadership: “structural properties of the organization, organisational climate, role
characteristics, and subordinate characteristics” (p. 273). For research during this
period, a person could be a follower or a leader depending upon circumstances.
However, this distinction proved to be insufficient because it could not predict which
leadership skills would be more effective in certain situations. Hence, attempts were
made to examine leadership in relation to the types of leadership behaviour that

determined its effectiveness.

2.3.3 Effective Leaders

These behaviours have been categorised along two common dimensions:
initiating structures (concern for organisational tasks) and consideration (concem for
individuals and interpersonal relations). Initiating structures include activities such as
planning, organizing, and defining the tasks and work of people: how work gets done
in an organization. Consideration addresses the social and emotional needs of
individuals-their recognition, work satisfaction and self-esteem which will influence
their performance in a particular situation. Speculation about which dimension,
initiating structures or consideration was more reléyant for a particular situation,
led to the assessment of leaders’ skills along these two dimensions. Among the

assessment instruments developed to measure leadership skills, the Leader Behaviour
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Description Questionnaire (Halpin, 1966) has been the most widely used.
In summary, effective leaders are those who can address both the tasks and human

aspects of their organizations.

2.3.4 Current Research

The leadership literature of the 1970s and 1980s with its focus on effective
leaders had contributed to an understanding of the impact of personal characteristics
and individual behaviours of effective leaders and their role in making organisations
successful. The 1990s studies attempted to differentiate leaders and managers and at

“the same time introduced a new leadership characteristic - vision - and explored its
importance. Along with having vision, effective leaders are said to facilitate the
development of a shared vision and value the human resources of their organizations.

In addition to these insighis, a new theory emerged - transformational leadership.

2.3.5 Leaders and Managers

Latgar attempts were made to distinguish between leader and manager.
According to Bennis and Nanus (1985) “Managers are people whor do things right and
leaders are people who do the right thing” (p. 21). Burns described managers as
transactors and leaders as transformers. Managers concern themselves with the
procurement, coordination, and distribution of human and material resources needed
by an organisation (Ubben & Hughes, 1997). The skills of a manager facilitate the
work of an organization because they ensure that what is done is in accord with the
organization’s rules and regulations. It is not the same for leaders who would facilitate

the identification of organisational goals. They initiate the development of a vision of



50

what their organization is about. Bennis and Nanus (1985) put it this way,
“Management controls, arranges, does things right; leadership unleashes energy, sets

the vision so we do the right thing” (p. 21).

In addition, Duttweiler and Hord (1987} also stated that, “the research shows
that in addition to being accomplished administrators who develop and implement
sound policies, procedures, and practices, effective administrators are also leaders
who shape the school’s culture by creating and articulating a vision, winning support
for it, and inspiring others to attain it’ (p. 65). In this context views of leadership start
to shift from individual characteristics to the process between leaders and their

followers, with vision and shared vision playing the key role in between.

2.3.6 Vision

Literature on leadership characterises the leader as the vision holder, the
keeper of the dream, or the person who has 2 vision of the organisation’s purpose.
Bennis (1990, p. 46) stated that “All leaders must have the capacity to create a
compelling vision, one that takes people to a new place, and the ability to translate
that vision into a reality”. Manasse (1986, p. 150) defined vision as “the force which

moulds meaning for the people of an organisation”.

According to Manasse (1986), this aspect of leadership 1s “visionary
leadership”. He categorised vision into four types: organisational, future-oriented,
personal, and strategic. He defined organisational vision as a complete picture of

a system’s components as well as an understanding of their interrelationships.
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He considered future vision as a comprehensive picture of how an organisation will
look at some point in the future, including how it will be positioned in its environment
and how it will function internally. Personal vision includes the leader’s personal
aspiration for the organisation and acts as the impetus for the leader’s actions that link

organisational and future vision.

Lastly, strategic vision involves connecting the reality of the present
(organisational vision) to the possibilities of the future (future vision) in a unique way
(personal vision) that is appropriate for the organisation and its leader (Manasse,
1986). Manasse (1986) concluded that a leader’s vision needs to be shared by those

who will be involved in the realisation of the vision.

2.3.7 Transformational Theory

Transformational leadership emerged as a new model of leadership in the
1980s (Bennis & Nanus, 1985; Conger & Kanungo, 1987; Kotter, 1990; Nadler &
Tushman, 1990). In contrast to earlier approaches, which emphasised the instrumental
aspects of leadership (such as structuring the task and positive reward behaviour)
(Clover, 1990; Yukl, 1994), transformational leadership theories shifted the focus of
attention to the affective reaction of followers to their leader (Bass & Avolio, 1988;
Bass, 1985; Conger & Kanungo, 1987; House, 1977, House & Shamir, 1993).
For some authors, transformational leadership is most appropriate for organizations
that are facing dramatic changes and in need of the substantive outcomes of increased
efficiency and competitiveness (Bennis, 1990; Dunphy & Stace, 1993; Nuit &

Backoff, 1993). In these environments of change, the transformational leader provides
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a vision for subordinates to strive for, and empowers them to take ownership of the

change.

It was Bums (1978, p. 20) who introduced the concept of transformational
leadership and described it not as a set of specific behaviours but rather a process by
which “leaders and followers raise one another to higher levels of morality and
motivation”. In a series of studies, Kanter (1993) revealed how successful leaders of
change use dramatic appeals, symbolic actions and a wide range of vocal and non-
vocal characteristics to make the change of vision as compelling and appealing as

possible.

The theory of transformational leadership emphasises engaging leaders with
followers in order to inspire them to go beyond self-interest, work toward values-
driven, higher-level goals, participate in shared decision making, and develop school-
based solutions to challenges. Transformational leadership, then, seems to be a
leadership model well-suited to the changing contexts required by the Thai Education
Act of 1999. Applying the constructs of transformational leadership to principals is
therefore a preferred approach to directing desired change in schools. The following
section will further examine and discuss the concept of transformational leadership in
various aspects. It is important at this stage to illustrate at length what
transformational leadership means, the contrast -between transformational and
transactional leadership, the distinction between authentic transformational and

pseudo-transformational leadership, and the elements that constitute transformational
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leadership. It is assumed that in-depth of this subject will provide a framework for

further development of this study.

2.4 Transformational Leadership

Bums (1978) was one of the first to provide an explicit definition of
transformational leadership. He described it as a process by which leaders effect
radical change in the outlook and behaviour of followers and he characterised
transactional leadership as the exchange of valued things that served the individual

interests of participants.

Burns® work was expanded by Bass (1985) who argued that transformational
leadership is comprised ,Of charismatic leadership, individualized consideration, and
intellectual stimulation. Bass, like Burns, noted that effective transformational leaders
influence followers through both characteristics of their personalities and the purposes

for which they stand.

Bennis & Nanus (1985) conceptualised transformational leadership as a
process which changes the organisation by focusing on action, converting followers to
be leaders, and leaders to be agents of change. In their study of ninety top leaders in
both the private and government sectors, they found that in order to coordinate action
in an effective manner from the lower level, the leader must articulate vision, in which
& shared meaning and purpose can be grounded. They further stressed that it is
through a values-based and common purpose that appeals to the followers’ higher

levels of motivation and transcends lower levels of followers’ motivation.
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Burns (1978) defined transformational leadership as the process of pursuing
collective goals t&ough the mutual tapping of leaders’ and followers’ motive bases
toward the achievement of the intended change. Rouche, Baker and Rose (1989)
defined transformational leadership in terms of the ability of a leader to influence the
values, attitudes, beliefs, and behaviours of others by working with and through them
in order to accomplish the organisation’s mission and purpose. Bass, Avolio and
Goodheim (1987) looked at transformational leadership as a motivator. They
suggested that a transformational leader motivates followers to work for
transcendental goals and for higher level self actualising needs instead of working

through a simple exchange relationship.

In addition, Tichy and Devanna (1986) considered a transformational leader as
one who has a compelling vision, a holistic picture of how the organization should
look in the future when it is meeting all of its stated goals. Sashkin and Fulmer, (1987,
p. 62-63) characterised transformational leaders;hip by five specific behaviours: (a)
“focusing attention,” (b) “taking risks,” (c) “communicating skilfully,” (d)
“demonstrating consistency and trustworthiness,” and (e) “expressing active concern”

for others.

Meanwhile, Hoover (1991) contended that a transformational leader raises the

organisation’s level of consciousness about the purpose of the organization through
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his/her symbolic actions. Peters (1992) added that the transformational leader must

have a passion: a passion to achieve the goals and vision of the community.

Kouzes and Posner (1989) emphasised the importance of making followers
feel their work and contribution are larger than life. They also suggested that for
Jeaders to inspire their followers, they must be honest, competent and forward-
looking. Also Konnert and Augenstien (1990) proposed that the transformational
leader is able to inspire the members of the organization to aspire to, and achieve,

more than they thought was possible.

In relation to the change process, Tichy and Devanna (1990) focused on
transformation at the macro-level. Their interest in transformational leadership derives
from the need for contemporary organisations to change and be innovative.
They concluded that leaders who desire to be at the centre of the transformation
process that fosters organizational viability must be creative, imaginative, empathetic,

and risk-taking.

Fairhplm (1991) attached significance to vision. He asserted that the task of
the leader is to develop and define a vision for the organisation and to base its
interactions on a set of values. He continued that the thrust of Values Leadership is
attaining excellence in organizations through a conception of leadership that is values-
driven, change-oriented, developmental and based on a few unifying, founding values

that celebrate the individual.
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In regard to school change, Leithwood (1992) considered transformational
leadership as a leadership that facilitates the redefinition of a people’s mission and
vision, a renewal of their commitment and the restructuring of their systems for goal
accomplishment. He concluded that it is a relationship of mutual elevation that

converts followers into leaders and may convert leaders into moral agents.

The above overview of various aspects of transformational leadership
indicates that the concept evolves around shared goals, beliefs and values of leaders
and their followers in the same organization. Leadership in this form will occur only
when leaders are vision oriented, able to embody the shared values and provide a role
model for their followers. In this way both leaders and followers will raise one

another to higher levels of motivation and morality (Burns, 1978).

To be congruent with the prior definitions of leadership, transformational
leadership will be defined in this research as an intentional process in which leaders
exercise their leadership with passion through shared vision, values embodiment,
symbolic actions, and role modelling together with their followers to achieve a greater

purpose.

The following section will attempt to provide a more detailed picture of what
transformational leaders are, the qualities of transformational leaders, and the
elements that constitute transformational qualities. It is assumed that in this way,
greater clarity will result and lead to a better understanding of the constituenté of

transformational leadership.
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2.4.1 Ethics, Character and Authenticity

The first aspect that needs to be looked at is the long-standing literature on
virtue and moral character, as exemplified by Socratic and Confucian typologies such
as self-determination, due process and the defence of individual liberty. These are
some of the typological characteristics prescribed by Western philosophies.
Characteristics such as fidelity to traditions of authority, the preservation of

harmonious relationships and loyalty to family are the constituents of Eastern

leadership.

Transformational leadership in a real sense also includes the major themes of
modern Western ethical agendas such as distributive justice, utility of power, trust,
persuasion and cooperative action (Bass & Steidlmeier, 1998). Transformational
leadership is based on these virtues and characters. To be authentic, Bass and
Steidimeier further suggested that transformational leadership must be grounded in
moral foundations. These foundations are based on three pillars: (1) the moral
character of the leader, (2) the ethical values embedded in the leader’s vision,
articulation, and program which followers either embrace or reject, and (3) the
morality of the process of social ethical choice and action that leaders and followers

engage in and collectively pursue. 7

Both transformational and transactional leadership have strong philosophical
underpinnings and ethical components. In terms of self-interest, Bass and Steidlmeier

(1998) stated that authentic transformational leadership provides a more reasonable
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and realistic concept of self-a self that is connected to friends, family, and community,
whose affairs may be more important to oneself than one’s own obligations. One’s
obligations to others are grounded in a broader conception of individuals within a
community and are related to social norms and cultural beliefs while transactional
leadership manages outcomes and aims for behavioural compliance independent of

the ideals a follower may happen to have.

Transformational leadership is predicated upon the inner dynamics of a freely
embraced change of heart in the realm of core values and motivation, vpon open-
ended intellectual stimulation and a commitment to treating people as ends not mere
means. To bring about change, authentic transformational leadership fosters the modal
values of honesty, loyalty and faimess and the end values of justice, equality, and

human rights.

In contrast, pseudo - transformational leadership endorses perverse modal
values such as favouritism, victimization, and special interests and end values such as
racial superiority, submission, and social Darwinism (Carey, 1992 & Solomeon, 1996).
Likewise, transactional leadership is moral when the truth is told, promises are kept,
negotiations are fair and choices are free (Hollander, 1995). It is immoral when
information harmful to associates is concealed from them, when bribes are proffered,

when nepotism is practiced, and when authority is abused.

Another aspect of transformational leadership that needs to be examined is the

qualities of authentic transformational leadership. When discussing leadership in
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terms of transformation, Burns (1978) stated both the leader and the led are
transformed-sharply, changed in performance and outlook. He further stated that
Jeaders can be transformational only when they are morally uplifting. Howell and
Avolio (1993) argued that only socialised leaders concerned for the common good can
be truly transformational leaders. Personalised leaders, primarily concerned with their

own self-interest, cannot be called transformational leaders.

According to Bass (1985) transformational leadership comprises four
components: (a) idealised influence or charismatic leadership, (b) inspirational
motivation (¢) intellectual stimulation, and (d) individualised consideration.

The following is a short section on each component.

Idealised influence and inspirational motivation: A difference between
authentic transformational leadership and pseudo-transformational leadership lies in
the values for which they are idealized. Authentic transformational leaders call for
universal brotherhood-sisterhood while the pseudo-transformational leaders stand for

“we-they” differences in values and argue that “we” have inherently good values and

“they” do not.

In addition, authentic transformational leaders promote within their
organisation ethical policies, procedures and processes (Howell & Avolio, 1993).
They are also committed to a clearly stated, continually-enforced code of ethical

conduct which helps establish acceptable standards. They foster an organisational
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culture with high ethical standards by appropriate recruitment, training and rewards to

eventually internalise shared moral standards in all organisational members.

In reference to inspirational motivation, authentic transformational leaders
tend to focus on the best in people-on harmony, charity and good works, while
pseudo-transformational leadership tend to focus on the worst in people-on the

demonic plots, conspiracies, unreal dangers and insecurities.

Idealised and inspirational leaders who are pseudo-transformational may
mislead, deceive and prevaricate. They can say one thing and yet behave in an
opposing way (Bass, 1985). They pretend to give power to their followers yet they
continue to treat them as dependent children (Sankowsky, 1995). Bass (1985) claimed
that true and authentic transformational leaders are inwardly and oﬁMardly concerned
about the good that can be achieved for the group, organisation, or society for which
they feel responsible. False and pseudo-transformational leaders may publicly give
the same impression and be idealized by their followers for it, but privately be
concerned about the good they can achieve for tiemselves. They are captains who sail

under false colours. They are spiritual leaders who are false prophets (Bass, 1985).

In brief, the distinction between authentically idealised, inspirational leaders
and pseudo idealised, inspirational leaders lies in two aspects: values and motivation.
Authentic idealised, inspirational leaders aim for the goodness of society as a whole
but the false and untrue idealised, inspirational leaders are aiming at their own

achievement in disguise for the public good.
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Intellectual stimulation: According to Bass and Steidlmeier (1998) the
intellectual stimulation of pseudo-transformational leaders manifests a logic
containing false assumptions to solve the problem of uncertainty. Pseudo-
transformational leaders tend to give more importance to authority and less
importance to reason. They feed on the ignorance of their followers. Followers under
pseudo-leaders work with more ambiguities and inconsistencies and this type of

atmosphere 1s open to the opportunities for self-enhancement of false knowledge.

In contrast, authentic transformational leaders persuade others on the merits of
the issues. They openly bring about changes in followers’ values by the merit and
relevancy of the leader’s ideas and mission to their followers’ ultimate benefit and
satisfaction (Howell, 1988). Pseudo leaders like to create the impression that they are
doing the right things, but will secretly fail to do so when doing the right thing
conflicts with their own self-interests. They are less likely to listen to conflicting
views and more likely to be intolerant of the differences of opinion between their
followers and themselves. They substitute emotional argumentation for rational

discourse (Howell & Avolio, 1993).

In summary, the difference between the authentic and pseudo transformational
leadership in this regard is in being open to change for the benefit of the followers.
True transformational leaders initiate change through the recomstruction of their
followers® values while pseudo transformational will be secretly against it if it

conflicts with their own interests.



i
3

62

Individualised consideration: In the view of Bass and Steidimeier (1998) true
transformational leaders are concerned about developing their followers into leaders,
while pseudo-transformational leaders are more concerned about maintaining the
dependence of their followers. Pseudo-transformational leaders will welcome and
expect blind obedience. They will attempt to enhance their personal status by
maintaining the personal distance between themselves and their followers.
They encourage fantasy and magic in their vision of an attractive future while true

transformational leaders promote attainable shared goals.

Another difference between authentic and pseudo-transformational leaders can
also be seen in their respective utilisation of power. Authentic transformational
leaders will exercise their power in constructive ways for the service of others, while
pseudo-transformational leaders will use it primarily for self-aggrandisement and will
be contemptuous privately of those whom they are supposed to be serving as leaders

(Howell & Avolio, 1993).

Moreover pseudo-transformational leaders are very much concerned about
gaining more power. Insiders who are their close associates know well that they are
deceptive, domineering, egotistical and political agitators while their public image
may be that of saviours. They wear different masks for different occasions, believe
themselves to be high in self-monitoring but are betrayed by their non-verbal

contradictory behaviour (Bass & Steidlmeier, 1998).
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Hence, the distinction between authentic and pseudo transformational leaders
is marked by the way they utilize their power. Authentic transformational leaders
share their leadership with their followers, while pseudo-transformational leaders are

concerned about seeking more power to satisfy their own interests and needs.

2.4.2 Transactional and Transformational Leadership

Bass and Avolio (1988, p. 30-33) used as a contrast the following three factors

as the components of transactional leadership:

1). Contingent reward. The leader rewards followers for attaining common
goals and objectives. The interaction between leader and followers is one
of positive reinforcement, based on an exchange of desired items. Sample
item: ‘Make sure there is close agreement between what he or she expects
me to do and what I can get from him or her for my effort’.

2). Management-by-exception. The leader intervenes when mistakes are made
or problems occur which need correcting. The intervention is characterised

by negative feedback, punishment or disciplinary action. Sample item:
“Take action only when a mistake has occurred’.

3). Laissez-faire. This is called the non-leadership factor, because leadership is
absent. Decisions are delayed, not made or happen by accident. There is no
intervention of cither a positive or a negative kind. Sample item: ‘Doesn’t

tell me where he or she stands on issues’.

Burns (1978) argued that transactional leadership entails an exchange between

leader and follower. Bass (1985) noted that transactional leadership theories are
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founded on the idea that leader-follower relations are based on a series of exchanges,
or bargains, between leaders and followers. The general notion is that what is
expected from subordinates, and what they receive in return, are the criteria that

provide motivation for the followers to work (House, Woycke, & Foder, 1988).

In terms of motivation, transformational leaders predict followers’ emotional
attachment to the leader and emotional and motivational arousal of followers as a
consequence of the leader’s behaviour, while transactional leaders motivate
subordinates to perform as expected. The transformational leaders inspire followers to
do more than originally expected. Transactional leaders employ management-by-
exception, intervention, and correction-behaviours that can be viewed as punitive and
which can lead to negative emotions and performance on the part of subordinates
(Ball, Trevino, & Sims, 1992). In comparison, transformational leaders entail actions

that result in subordinates changing their values, goals, and aspirations (House et al.,

1988).

In summary, transformational leaders and transactional leaders are sharply
distinctive. Transformational leaders seem to be driven by a values-based style of
leadership where all members have a part in contributing and developing their
organizations. Leaders of this type strive to meet the needs of individuals and the
organisation in relation to establishing interpersonal relationships. In contrast,
transactional leaders emphasise work standards, assignments, and task-oriented goals.

Leaders of this type rely heavily on rewards and punishments to influence the

performance of members.
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2.4.3 Elements of Transformational Leadership

The last notion of transformational leadership to be discussed is the elements
of transformational leadership. There are three essential elements that constitute
transformational leadership. They are motivation, morality, and empowerment. Such
elements have been widely acknowledged by some researchers, (Wren, 1998; Kouzes
& Posner, 1993). These eclements make transformational leaders become more
morally mature, by exercising higher moral reasoning and being more obligated and

responsible for their organizations and society as a whole (Kouzes & Posner, 1993).

Motivation. Burns (1978), the originator of transformational leadership theory,
referred to two developmental continua. The first concerns follower motivation. Burns
proposed that transformational, unlike transactional leaders, motivate followers such
that their primary motive is to satisfy self-actualisation needs rather than the lower
needs in Maslow’s (1954) need hierarchy. Bass (1998) added that transformational
leaders expand their followers’ needs portfolio by raising it up Maslow’s hierarchy.
Unlike transactional leaders, who concentrate on fulfilling current follower needs,

transformational leaders arouse dormant needs.

Bass (1985) also posited that followers” extra efforts show how much a leader
motivates them to perform beyond contractual expectations. Thus, emphasis on
satisfying self-actualisation needs reflects the type of need underlying followers’

motivation, and extra effort results from generating higher levels of motivation.
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Morality. Burns' (1978) second developmental continuum is followers’ moral
development, based on Kohlberg’s (1973) theory. Bass (1998) agreed with Burns that
to be transformational, a leader should be “morally uplifting.” One of the difficulties
in investigating moral development is that, according to Kohlberg, moving from one
moral stage to the next may take years, a time span rarely encompassed in leadership
studies. Shamir, House, and Arthur (1993) provided an alternative for examining
moral development, specifying that “frame alignment,” or the creation of value
congruence between the leader/organization and followers, is one of the processes

undertaken by charismatic/transformational leaders.

Based on Kohlberg’s study, Bass (1985) emphasised the collectivistic aspect
of moral development and suggested that transformational leaders get their followers
to transcend their self-interest for the sake of the team or organization. This is similar
to Wagner’s (1994) definition of collectivistic orientation. Shamir (1991) also
suggested that follower collectivistic orientation is a transformational effect of

charismatic leaders.

Empowerment. Transformational leadership theory, in contrast to early
charismatic theories, has emphasised followers® development toward autonomy and
empowerment over automatic followership (Graham, 1988). Bass and Avolio (1988)
stated that transformational leaders enhance followers’ capacity to think on their own,
develop new ideas, and question outmoded operating rules. Avolio and Gibbon (1988)
posited that a major goal of transformational leaders is to develop follower self-

management and self-development. Shamir (1991) similarly stressed the
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transformational effects of charismatic leaders on follower independence. A critical-
independent follower as an outcome of transformational leadership is also consistent

with Kelley’s (1992} conceptualisation of styles of followership.

Kelly’s respondents described the best followers as those who “think for

*? (13

themselves,” “give constructive criticism,” “are their own person,” and “are
innovative and creative.” Kelly’s (1992) review of the best, worst, and typical
follower characteristics revealed a second dimension, namely active engagement in
the task. The best followers “take initiative,” “participate actively,” are 'self-
starters,” and “go above and beyond the job.” According to Conger and Kanungo
(1987), charismatic leadership is tied to empowerment also through self-efficacy.

Shamir et al. (1993) and Avolio and Gibbon (1988) specified increased follower self-

efficacy as a developmental effect of transformational leaders.

In summary, transformational leadership theory postulates a unique
connection between leaders and their followers that accounts for extraordinary
performance and accomplishments. Its integrity constitutes three elements:
motivation, morality and empowerment. Transformational leadership goes beyond the
attempts of leadérs who seek to satisfy their personal needs and the current needs of
their followers through transactions via contingent reward behaviour.
Transformational leaders develop their followers to the point where followers are able
to take on leadership roles and perform beyond established standards or goals (Bass &

Avolio, 1994). Authentic transformational leaders share their leadership with their



68

followers. They aim at transforming their followers to be leaders and leaders to be

agents of change.

2.4.4 Transformational Leadership in Schools

Transformational leadership was first documented in business and has become
known as the stakeholder theory. The stakeholder theory views business firms as
being composed of various constituencies (workers, managers, customers, suppliers,
and so forth), all of whom have a legitimate strategic and moral stake in the
organization but may have different values, and beliefs. Therefore in order to achieve
an organizational goal that will be beneficial to every stakeholder, stakeholders should
come together and cooperate on the basis of values, interests and social choice (Bass
& Steidlmeter, 1998). In schools, transformational leaders deal with finding a way to
become successful in collaboratively defining the essential purpose of teaching and
learning and then empowering the entire school to become energized and focused

(Liontos, 1992).

Liontos (1992) examined transformational leadership in reference to teamwork
and total school improvement and contrasted transformational leadership with other
modes of leadership, such as instructional and transactional. The findings revealed
that instructional leadership encompassed hierarchies and leader supervision to the
exclusion of teacher development. Transactional leadership on the other Hand, 1s an
exchange of services for various kinds of rewards that the leader controls, at least in

Part. Liontos (1992) confirmed that transformational leadership helps to maintain



69

collaborative and professional development, plan for teacher development and solve

teachers’ problems more effectively.

Stone (1992) also studied transformational leadership in elementary principals
and found that transformational leadership helps to stimulate and enhance teachers’
problem solving intellectually and also encourages teachers to challenge existing
policies and practices. Kirby, Paradise, and King (1992) studied extraordinary leaders
in education and reported that transformational styles of individualised consideration
and intellectual stimulation are related to subordinate satisfaction and perception of

effectiveness.

Leithwood (1992) argued that to apply the concept of transformational
leadership in schools, leaders should be in pursuit of three major goals: helping staff
members develop and maintain a collaborative, professional school environment;
fostering teacher development; and helping teachers solve problems more effectively.
To help staff members develop and maintain a collaborative, professional school
environment, Leithwood (1992) further proposed that the norms of collective
responsibility and continuous improvement should be conducted in such a way that
the staff are encouraged to teach one another and, as a result, learn how to teach
better. Regarding strategies used by leaders to build and maintain collaborative school
cultures, Leithwood (1992) also suggested two aspects: involve the staff members in
setting goals and reducing teachers’ isolation. In terms of culture building, Liontos

(1992) insisted the school leaders must be responsible for actively communicating the
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school’s cultural values, norms and beliefs and sharing leadership with others by

delegating power to specific school improvement teams.

Leithwood (1992) suggested that teachers’ motivation for development is
enhanced when they internalise goals for professional growth. This process is
facilitated when they engage in establishing a school mission to which they are
committed. Teachers’ development can be enhanced by giving them a role in solving
non-routine school improvement problems and ensuring that goals are clear, explicit

and challenging but not unrealistic.

Leithwood (1992) propesed teachers’ engagement in group discussion and in
administration. He added that school leaders should assist teachers in finding
alternative solutions, but not commit to preconceived solutions and avoid biased
perspectives by always keeping the group on task. He concluded that the most
significant belief the school leaders should have is that their staff members, as a

group, can develop better solutions than the principal alone.

In conclusion, Leithwood (1992} affirmed that transformational leadership has
a sizable influence on teacher collaboration and a significant relationship exists
between collaboration and the changes of teachers’ attitudes toward school
improvement and altered instructional behaviour. Bass and Steidimeier (1998) argued
that desired change can be brought about only if the leaders foster the modal values of

honesty, loyalty and fairness and the end values of justice, equality and human rights.
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Hence, transformational leadership will be a benchmark for principals in
Gabrielite schools who wish to mobilize staff and resources in their schools to achieve
a shared vision with stakeholders through fostering appropriate values, working
together in collaboration, and raising each other to higher levels of morality and

motivation to achieve a desired change in their schools.

2.5 Schools as Organisations with Cultures

Cunningham and Gresso (1993) asserted fhat schools as organizations must
recognise that their structure, behaviour, and performance, all flow from the culture of
the school. Deal and Peterson (1999) contended that positive and collaborative schéol
cultures strongly affect school performance by fostering school productivity and
effectiveness; improving collaboration, collegiality, communication, and problem
solving; engendering sﬁccessful change and improvement efforts; building staff,
student, and administrator commitment and identification; amplifying staff, student,
and community motivation, energy, and vitality; and increasing the focus on what is

important and valued in daily behaviour.

Therefore, any leadership efforts aimed at encouraging continuous school
improvement must be aimed primarily at the culture, rather than the structure of the
school (Deal & Peterson, 1999). Particularly in times of rapid and great change in
schools in Thailand required by the Education Act A.D. 1999, it is crucial that
principals be able to step outside of the school’s culture and initiate processes that will
enable the school to function more responsively to its changing environment and, thus

be more effective (Schein, 1992).
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The following section will attempt to examine the meaning of culture, its
significance, its creation and maintenance and various typologies of school culture.
It is expected that this framework will help increase the understanding of school
culture for principals who wish to create and maintain appropriate culture in their

schools.

2.5.1 Importance

A great deal of research reveals that culture is recognized as the central
component from which behaviour and perfonﬁance flow. This affects real change in
an organization. Howard Schulz, Chief Executive Officer of Starbucks, put it this
way: “A company can grow big without losing the passion and personality that built
it, but only if it is driven not by profits but by values and by people...The key is heart.
[ pour my heart into every cup of coffee, and so do my partners at Starbucks. When
customers sense that, they respond in kind. If you pour heart into your work, or into
any worthy enterprise, you can achieve dreams others may think impossible” (Schultz
& Yang, 1997, p. 8). Ricks (1997), in his book Making the Corps, pointed to culture
as the symbolic glue that has bonded the Marine Corps together throughout its
heralded military campaigns. He observed, “Culture that is, the values and
assumptions that shape its members is all the Marines have. It is what holds them
together” (p. 19). Cunningham and Gresso (1993) stated that culture produces the
performance and shapes the behaviour of the organization. They continued that to

improve performance and achieve excellence is a matter of changing the culture.
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Owen (2001) maintained that the culture shapes the energy of the workforce to reach

organizational goals and objectives.

The research on effective schools consistently showed that the schools with a
purposeful climate and ethos were conducive to learning (Levine & Lezotte, 1990).
Levine and Lezotte concluded that these were the places where a clear mission
focused on student learning was embedded in a culture that supported high
expectations for all students. Rutter, Maughan, Mortimore, Ouston and Smith (1979),
in a landmark British study, also established school “ethos™ as a prime contributor to
the academic achievement of students. They suggested that the underlying norms,

values, and traditions of a school contributed to achievement gains.

More recently, numerous studies of school change have identified the
organisational culture as critical to the successful improvement of teaching and
learning (Fullan, 1992; Rossman, Corbett, & Firestone, 1988). McLaughlin (1995) in
a longitudinal study, found that a school where cohesion, passion, commitment, and
extensive interactions among teachers was present had a positive, focused culture and
could perform better than other schools. In a study that compared public and private
schools, Bryk, Lee and Holland (1993) found that a sense of community was a key
factor in cultivating a sense of excellence in private schools. They argued that
teachers in these schools were more satisfied with their work, were seen by students
as enjoying teaching, and were less likely to be absent. Students in these schools
were less likely to misbehave, and to drop out, and showed higher gains in

mathematics achievement. The researchers concluded that the strength and cohesion
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of culture in private schools relative to their public counterparts was an important

factor (Bryk et al., 1993).

In short, research reveals that school culture plays a significant role in
affecting school change and achievement. In order to create change in schools
principals should pay ample attention to creating and managing culture (Schein,
1997). It is through culture that teachers’ performance “flows™ and it is also through
culture that better performance can be achieved (Owen, 1987). It is therefore essential
to understand the meaning of culture and its elements so as to be able to understand
how it is created, evolves, and changes in organisations and thus how this can be
applied in schools. The following: section will describe the meanings of culture

discussed by scholars.

2.5.2 Meaning

Schein (1992) stated that it is essential for leaders who wish to create and
manage culture of their own to first understand the concept of what culture is.
However, the concept of culture seems to be elusive and remains the subject of
academic debate (Schein, 1992). For example, Marshall (1988) defined culture as,
“.... a process of acculturation, [whereby] people learn the rules of the game,
organizational climate, norms, dominant values, and informal structures the basic
pattern of assumptions that make up the culture of an organization” (p. 262).
Writers such as Kilmann (1984) defined culture as the shared philosophies,

ideologies, values, assumptions, beliefs, expectations, and attitudes of organisations.

Sergiovanni (1993) considered culture as the organisation’s behaviours that are tightly
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linked with sets of shared values, whilst Erickson (1987) looked at culture as what

makes intuitive sense.

Louis (1983) considered culture as an expression of values or social ideals
and the beliefs that organisation members come to share. Deal and Peterson (1990)
defined culture as deep patterms of values, beliefs, and traditions that have been
formed over the course of [the school’s] history. Finally, Schein (1992) suggests that
culture is a pattern of shared basic assumptions that the group leamed as it solved its
problems of external adaptation and internal integration that has worked well enough
to be considered valid and, to be taughi to new members as the correct way to

perceive, think, and feel in relation to those problems.

Though there are different conceptualisations of culture, researchers agree
reasonably well on what culture is. Most basic is that culture is a collective
phenomenon in which people who belong to the same culture think and behave
similarly in key respects. Moreover researchers agree that organisational culture has

both ideational and observable aspects (Kopelman, Brief, & Guzzo, 1990).

Deal and Peterson (1999) believed that beneath the conscious awareness of
everyday life in schools, there is a stream of thought and activity. They further argued
that this underground flow of feelings and folkways wends its way within schools,
dragging people, programs, and ideas toward often unstated purposes. They wrote:
“This invisible, taken-for-granted flow of beliefs and assumptions gives meaning to

what people say and do. It shapes how they interpret hundreds of daily transactions.
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This deeper structure of life in organisations is reflected and transmitted through
symbolic language and expressive action. In short, culture consists of stable,
underlying social meanings that shape beliefs and behaviour over time” (Deal &

Peterson, 1999, p. 7.).

Fullan and Hargreaves (1996) applied the concept of culture to schools and
defined school culture as the guiding beliefs and expectations evident in the way a
school operates, particularly in reference to how people relate (or fail to relate) to
each other. Heckman (1988) stated that school culture consists of the commonly held
beliefs of teachers, students, and principals that guide such characteristic behaviour as
learning activities, grouping practices, and the way that teachers talk with each other

and evaluate student achievement.

Deal and Peterson (1999) defined school culture as complex webs of traditions
and rituals that have been built up over time as teachers, students, parents, and
administrators work together and deal with crises and accomplishments. Evans (1996)

-defined school culture as a system of aftitudes, actions, and artefacts that endures over

time and produces among its members a relatively unique common psychology.

The cited definitions of school culture suggest that the study of school culture
is very much related to organisational culture and can be applicable to school
administration. Culture deals with a pattern of values and assumptions that affect the

way people in the school think and act. The concept of school culture helps
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understand these varied patterns- understand what they are, how they came to be, and

how they affect performance.

In the following section, the researcher attempts an analysis of the elements of
culture, so as to better understand how it is created, maintained and transmitted and
thus to create a platform for re-shaping it into a conducive condition, in which desired

change can take place.

2.5.3 Elements of Culture

As already stated, Schein (1997) claimed that the only thing of real importance
that leaders do is to create and manage culture and that this unique talent is their
ability to understand, and work with culture. For Schein (1997) culture and leadership
are two sides of the same coin in that leaders first create cultures when they create
groups and organisations. He continued to argue that once culture exists, it determines
the criteria for leadership and thus determines who will, or will not be a leader. He
argued that the bottom line for leaders is that if they do not become conscious of the
cultures in which they are embedded, those cultures will manage them. Therefore

cultural understanding is imperative for leaders who want to lead their organisations.

Sarason (1996) agreed with Schein about this concept and maintained that
leaders who want to initiate change in their institations must have an understanding of
their organisational culture. She noted that in order to institute change in a school, one
should understand the present culture and endeavour to improve it before other

changes can be made.
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Schein (1997) portrayed culture as existing at three levels of awareness.

The most apparent are artefacts, which are visible organizational structures and

1). Artefacts would include the visible product of the group such as the

architecture of its physical environment, its language, its technology and
products, its artistic creations and its style as embodied in clothing, manner
of address, emotional displays, myths and stories told about the
organization, published lists of values, observable rituals and ceremonies,

and so on.

2). Somewhat less evident are espoused values, which are the strategies, goals,

and philosophies expressed by leaders and members of the organizational
culture. Schein (1997) pointed out that the most important point about this
level of the culture is that it is easy to observe and very difficult to
decipher. Certain values are confirmed only by the shared social experience
of a group. Such values involve the group’s internal relations, where the
test of whether they work or not is, how comfortable and anxiety-free

members are when they follow them.

3). Least evident are what he called the basic underlying assumptions. Schein

{1997) explained that basic assumptions, in this sense, are different from

what some anthropologists call dominant value orientation.

Schein (1997) suggested that a set of values that becomes embodied in an

ideology or organizational philosophy can serve as a guide and a way of dealing with
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the uncertainty of intrinsically uncontrollable or difficult events. He cautioned that in
analysing values one must discriminate carefully between those that are congruent
with the underlying assumptions and those that are either rationalisations or only
aspirations for the future. He remarked that often such lists of values are not
paiterned, sometimes they are even mutually contradictory, and often they are

inconsistent with observed behaviour.

For Schein (1997), basic assumptions are concepts about which one finds little
variation within a cultural unit. If these are strongly held in a group, the members find
behaviour based on any other premise inconceivable. These assumptions define what
to pay attention to, what things mean, how to react emotionally to what is going on,
and what actions to take in various kinds of situations. It can be thought of as
psychological cognitive defence mechanisms that permit the group to continue to
function. It provides a thought world or mental map in which people feel comfortable
with others who share the same set of assumptions and very uncomfortable and

vulnerable in situations where different assumptions operate.

Schein (1997) concluded that leaders, who want to predict the future
behaviour of their followers correctly and set out to change the culture of an

organisation, need to understand more fully the category of basic assumptions.

Other writers such as Bolman and Deal (1994) viewed culture from the
perspective of a symbolic frame. For them, symbolism relies on concepts from a

variety of disciplines and the symbolic frame distils these diverse ideas into a lens for
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viewing life in collective settings. Frames in their sense mean windows on the world
and lenses that bring the world into focus. The symbolic frame centres on the
concepts of meaning, belief, and faith. People in the organization create and use
symbols to bring meaning out of chaos, clarity out of confusion, and predictability out
of mystery. These symbols are reflected in myths, fairy tales, stories, rituals,

ceremonies, and other symbolic forms.

In myths and stories, members find cohesiveness, clarity, and direction to
events that would otherwise be confusing and mysterious. Rituals and ceremonies
provide ways of taking meaningful action in the face of ambiguity, unpredictability,
and threats. Bolman and Deal (1994) also concluded that leaders who take time to
understand symbolic forms and activities and then go on to encourage their use can
help create an effective organisation if what the organisation stands for is isomorphic

with the challenges of the environment or market place.

Other writers have applied the metaphor of layers to Schein’s basic
conceptualisation, portraying culture as consisting of successive layers, like those of
an onion (Ott, 1989; Rousseau, 1990; Hunt, 1991). Rousseau (1990) built on Schein’s
original model by distinguishing between ‘behavioural norms’ and ‘patterns of
behaviour_’, which Schein wraps into a single ‘layer’. The outer layer is composed of

the observable aspects of culture, whereas the two inner layers are ideational.

Hofstede (1991) adopted a similar conceptual framework but extended the

analogy of the ‘onion layers’ using a sociological perspective which included
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symbols, heroes and rituals, all underpinned by values with organizational practices

spanning the three uppermost levels of culture.

Hofstede’s (1991) five layers can be summarized as follows:
Symbols: Words, gestures, pictures and objects that carry a particular meaning
recognized only by those ‘inside’ the culture, for example; forms of dress, flags and

status symbols.

Heroes: Persons alive or dead, real or imaginary, who possess characteristics
which are highly valued within the culture. These often include the founder of the
organization, or other individuals who are seen as influential in the organization’s

history and development.

Rituals: Collective activities considered socially essential to the culture and
carried out for their own sake, including for example, special handshakes, social

ceremonies, and leaving/engagement/retirement presentations.

Practices: This term subsumes the levels of symbols, heroes and rituals since
these levels are all visible to the outsider, yet their significance is only fully apparent

to the insider.

Values: As with Schein’s and Rousseau’s models, values underpin culture,
holding it together. They described value preferences held by all or most employees

or individuals who are part of the culture.
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Trice and Beyer (1993) divided cultures into two elements: substance and
forms. The substance of cultures consists of shared, emotionally charged belief
systems that they call ideologies. By ideologies they mean “shgred, interrelated sets
of beliefs about how things work; values that indicate what’s worth having or doing;
and norms that tell people how they should behave” (p. 33). They defined cultural
forms as the observable entities, including actions, through which members of a
culture express, affirm, and communicate the substance of their culture to one

another.

Meyerson and Martin (1987) discussed culture in terms of paradigms.
They described three paradigms which emphasise different aspects of the subject.
In paradigm one, culture is looked at as that which is shared by, and/or unique, to a
given organization or group. It is an integrating mechanism that holds together a
potentially diverse group of organization members. The word ‘shared’ here is taken as
a code-breaker for identifying relevant manifestations of culture such as common
language, shared values, or an agreed-upon set of appropriate behaviours which is

used as normative glue to hold members in the group together.

In paradigm two, culture is considered as a composition or a collection of
values and manifestations, some of which may be contradictory. Portrayals of culture
in paradigm two often emphasise disagreement rather than consensus. It also reflects
an organisation as an organism which is complex and contains elements of
Occupational, class, racial, ethnic, and gender-based identifications that often create

overlapping, nested subcultures and diverse practices.
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In paradigm three, culture is viewed as an awareness of ambiguity and
complexity. Its manifestations are not clearly consistent or inconsistent with each
other. Instead, the relationships among manifestations are characterised by a lack of
clarity from ignorance or complexity which result in different formations of
individuals’ responses to the same view; some may agree, some may disagree and

some may simply ignore or be indifferent to them.

The previous section indicated that culture is a very complex phenomenon,
existing at different levels (Schein, 1997), presented itself in symbolism (Bolman &
Deal, 1994), being compared as onion’s layers (Hofstede, 1991) and being termed as
paradigms (Meyerson & Martin, 1987). The understanding of each view helps provide
a frame to look at culture and thus determines the approach the leaders can use to re-
shape their members’ behaviour. The following section will suggest how leaders can

create, maintain and transmit culture.

2.5.4 The Creation, Maintenance and Transmission

With all the considerable evidence from both business and education
highlighting culture as a critical aspect of organisational cohesion and performance, it
is therefore important for leaders to look at culture as a system, which leaders can
manipulate as a mechanism to communicate major assumptions and values in a vivid

and clear manner and thus bring about desired change in their organisations.

Ladriere (1977) cited in Dion (1996) has defined culture as a system including

Ieépresentations, values and norms, modes of expression and modes of action.
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According to Ladriere (1977), the cultural subsystem representations include all
concepts, ideas, beliefs, knowledge, paradigms and worldviews which people use as
tools to understand themselves and their world. To Ladriere (1977), the whole set of
repreSentations is inherently linked to the human activity of “understanding” the
reality. Abelson, Aronson, McGuire, Newcomb, Rosenberg and Tanenbaum (1968)
described this reality as the “threshold of intolerance to flimsiness” in which it
determines the birth, life and death of every system of representations. That is to say,

every representation, every pattern for understanding reality can arise, grow and die.

Dion (1996) studied the work of Ladriere and later claimed that within the
cultural subsystem of representations, ideologies play a major role in interpreting the
empirical nature of the group. These ideologies imply the adherence to a belief system
which integrates and synthesises all aspects of the cultural experience of a social
grouﬁ in a coherent and meaningful system. They provide an existential goal as well
as a collective identity to members of a social group. This system of shared ideas as
explained by Dion (1996), gave a specific view of social predicament and also an

orientation to human behaviour in the present state of cultural confusion.

Dion (1996) further stated that within the subcultural system of
representations, beliefs also play an important role in shaping the whole existence and
identity of a human being in his/her physical and social environment. Organisational
beliefs explain how to manage the organisation and how to compete with others
(Schein, 1992). They are basically implied in the core mission, the ethical documents,

the whole decision-making process, and the way the economic, social, political,
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aesthetic, intellectual and religious dimensions are taken into account (Davis, 1984).
They influence the way organisational power is shared and exerted, the kind of
organisational structures and the level of individual influence in the process of

decision making (Dion, 1996).

Values are specific desires for concrete objects that are personally considered
as important (IJion, 1996). These values are basic determinants of human behaviour
and social attitudes. They define what is desirable and acceptable to an individual
(“personal values™) or a society (“societal values”). According to Wood (1990)
values have four functions: (a) they serve as decision criteria; (b) they shape the way
people understand and interpret themselves, their world and their God; (c) they limit
available choices, by excluding what is unthinkable and totally undesirable; (d) they
define positive sanctions (rewards, bonuses, praise, respect), as well as negative
sanctions (for example; criticism, disapproval, ostracism, demotions) that are applied

to actions.

According to Ladriere (1977), values constitute the unity of conirol and
regulation in the cultural system. They give stability to the cultural system and put in
order the modes of actions. A value system is the result of historical and cultural
conditions and thus has a direct impact on the arising of specific norms of human
behaviour. Dion (1996) concluded that value systems cannot be modified without

changing normative system and vice versa.
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According to Dion (1996) norms are intrinsically linked to the existence and
growth of social institutions and groups. Norms vary in théir content and meaning.
Norms usually manifest the social expectations of human behaviour, such as
reproduction, division of labour and sharing of power (Blake & Davis, 1964). Some
norms are universally accepted, especially those which reflect human nature, and
others are accepted only in some social groups and in most cases reflect the specific

culture of those groups.

The norms that meet the internal needs of the individuals and external
reqﬁirements of a social setiing are those that can permanently survive (Dion, 1996).
Norms that are developed out of value systems shared by most of the social groups
and institutions have often led to the development and growth of social institutions
such as education systems and political systems, which in return reinforce the societal

norms (Hofstede, 1984; Wood, 1990).

The next aspect to be discussed is modes of expression. Generally, the cultural
subsystem of modes of expression includes a set of metaphors, stories and heroes,
rituals and ceremonies. An organisation uses modes of expression to share its own
values and norms and to facilitate their internalisation by every organisational

member (Dion, 1996).

Leaders can use metaphors to transfer meaning from the usual concrete to the
unusual abstract. Such a transfer of meaning is useful in the problem solving process,

sirce metaphors reduce these problems to images which are understandable and
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directly affect organisational members’ attitudes, actions, and decisions.
Organisational metaphors are required to facilitate communication in the organisation
as well as to shape the understanding and interpretation of one’s actions or decisions

in the organisation (Sims & Gioia, 1986; Mount, 1990).

Stories are told in order to gain power and influence. Leaders may use stories
to change reality. Stories are powerful ways to convey information and shape
behaviour. They can develop into an organisational culture if they are supported by
organisational actions. They are essential to maintain cohesion and to provide
guidelines of the human behaviour in the organisation. They exalt organizational
heroes as examples of values (Deal & Kennedy, 1982; Schein, 1990; Mount, 1990).
Organisational stories often serve as a stimulus to job muotivation insofar as their
heroes are presented as examples that everyone can follow (Dion, 1996). They reveal
the personal attitudes and qualities that an organisation closely relates to its success.
Organisational stories tend to improve the image of the organization in the society.

They reduce anxiety and uncertainty in the organisation (Bolman & Deal, 1994).

Organisational heroes are individuals who work determinedly to create strong
organisational cultures (Deal & Kennedy, 1982). They personify the organisational
values and define the role models in their organisations. Most strong organisational
cultures have organisational heroes (Dion, 1996). Organizational heroes function as
symbolic figures in the organisational context. They reflect that the ideal of success is

linked to human freedom. They set a standard of performance for everyone in the
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organization. They safeguard the basic characteristics of the organisation and

stimulate a sense of responsibility throughout the organization (Dion, 1996).

To internalise organisational values and norms, organisational leaders may use
rtuals and ceremonics as means to socialise their members (Dion, 1996).
Organisational rituals generally support cohesion and relieve stress within the various
social subgroups of the organisation. They tend to create pseudo-faith in the
organisation that makes possible the usual organizational behaviour and decision
process. Rituals stimulate the mental imagery of organisational members insofar as they
make the members believe that they can do the things as expected of them (p. 18).
Organisational rituals justify the organisational values and norms. They provide
security, a collective identity and a meaning of the organisational life to the members.
Organizational rituals of strong cultures tend to teach individuals how to act and react
not only in the organisation but also in the whole world (Deal & Kennedy, 1982;

Hofstede, 1984).

Organisational ceremonies help organisational members to celebrate myths,
stories, and heroes in their organisation. They reflect the performance and outcomes
that motivate people and inspire them in their work. Organisational ceremonies often
emphasise the positive role of technology for organisational growth. They reinforce
the organizational values and norms and justify the corporate code of ethics (Dion,
1996). Leaders also may use such ceremonies to convey a sense of community, create
social cohesion and the feeling of being an important part of the organisation among

the members. Ceremonies express the way the power is shared and specify the
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behaviour which is expected of every member within the organization. They also
reflect the punitive power of the organization when an individual member has

transgressed the code of ethics (Bowditch & Buono, 1985).

The last aspect to be discussed is the cultural subsystem of modes of action.
According to Dion (1996), this includes a set of patterns for action and relational
games. He further argued that a pattern for action has been formed by two types of
focus, an organisation can base its execution on: the focus on the individual and the

focus on the organisation.

The focus on the individual will aim at facilitating the search for truth and
stimulating excessive emotions and frustration. The organisational climate of such an
organization, claimed Dion (1996), will be impregnated by familiarity, trust, intensity,
energy but also a lot of conflict. He further stated that the respect of the organisational
hierarchy is not a basic norm of organisational behaviour. The individuals will be
considered in terms of their motivation and competency. Power comes from personal
success and the creation of a network of social support. Each individual member is
encouraged to participate in meetings and to voice his/her opinion. He/she is expected
to keep control of the situation and problems are considered as a normal condition of

organisational life.

When the focus is on organisation, the organisation-centred organisation
€ncourages respect for the hierarchy. It emphasises organisational planning,

Punctuality, and formal procedures in various organisational committees. Promotion
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ig linked to seniority, global performance and the academic background of the
individual. Truth is usually conceived as coming from scientific-technological reports.
Innovative ideas are hardly accepted. Individual loyalty toward the organization is

considered much more important than mdividual creativity.

In relation to games, Berne (1975) stated that people in organisations always
play games. Such games constitute the unfolding of a set of hidden and
complementary exchanges leading to a predictable outcome. Relational games are
basically dishonest and have a dramatic character (Dion, 1996). To a large extent,
they can determine what people in the organisation are and want to be in their adult
life. They are closely related to the socialisation process and context in the

organisation.

In summary, this section has endeavoured to describe a system in which
culture can be created, maintained and transmitted. It is useful in this present study as
a framework to analyse and explain how culture is maintained and created. A cultural
system consists of the subcultural system of representations, modes of action, and
modes of expression (Dion, 1996). These are means of communication that transmit
culture and influence its maintenance within the organization. The knowledge of
culture transmission can be used to facilitate and _organise desired change in the
organizations. In fact, it is a tool to understand behaviour of the people in the
organizations (Ladriere, 1977) and also can serve as mechanism to maintain and

Create desired culture.
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2.5.5 Typologies

Numerous educational practitioners and researchers have taken on the task of
studying and describing school organisational cultures. According to Ancona and
Caldwell (1992) typologies allow for the categorising of groups by the distinctive
styles, traits, and patterns they exhibit in interacting with their environments.
Some researchers are interested in examining and identifying typologies of school
culture. For example, Cooke (1989) described the following typologies of culture:
Constructive cultures are as those with members that are encouraged to interact with
others and approach tasks in ways that will help them meet their higher-order
satisfaction needs; Passive-Defensive cultures have members that believe they must
interact with people in ways that will not threaten their own security; Aggressive-
Defensive cultures have members that are expected to approach tasks in forceful ways

to protect their status and security.

Fullan and Hargreaves (1996) described five typologies that provide a broad

range of contrasting cultures in schools:

1). Fragmented Individualism. A culture where a teacher is isolated, takes
refuge in the classroom, and is somewhat protected from outside
interference. This culture reinforces uncertainty and discourages
collaboration and external support.

2). Balkanisation. A culture where the subcultures of teachers are strong and
compete for position and supremacy. There is little collective acceptance

about learning, teaching styles, discipline, or curriculum.
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3). Contrived Collegiality. A culture where the forms of collaboration are
determined and structures are created by administration, not the teachers.
The teachers are regulated and become predictable. This culture mitially
discourages true collegiality, yet is an effective beginning to a collaborative
culture.

4). Comfortable Collaboration. This culture finds teachers engaging m
conversation that is limited to the degree of inquiry and advertisement that
occurs within the faculty. It is limited to advice giving, trick-trading, and
material sharing, thus satisfying the immediate needs of individuals.

5). Collaborative Culture. A culture where teacher development is facilitated
through mutual support, joint work, and broad agreement on educational
values. In schools with collaborative cultures, the individual and the group

are inherently and simultaneously valued.

Rosenholtz (1989) presented two expressions of school culture, which she
termed ‘stuck’ and ‘moving’. Hopkins, Ainscow and West (1994) have added to
Rosenholtz’s work with the inclusion of two intermediate typologies, wandering and

promenading. The followings are typologies of their work.

Stuck schools aré often failing schools. Conditions are poor, teaching is an
isolated activity, and a sense of mediocrity and powerlessness pervades. Expectations
are very low, and external conditions are blamed for the situation. Teachers are not
responsive to change. They follow their routine of work and no initiatives come from

their side. There is little appreciation of the difference between development and
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maintenance, and in many ways the school could be regarded as inactive (Hopkins et

al,, 1994).

The wandering school has experienced and is experiencing too much
innovation. These schools have all the appearance, but little of the reality, of change,
and staff quickly become exhausted and fragmented. Overall there is movement going
on but it lacks a settled route or a clear destination. Sometimes this involves a lack of
agreement about purpose, with groups or individuals pursuing their own aims.
These activities, however, may lead to some valuable developments. Teachers claim
they have fried many new things, but nothing gets finished. This is the school that is
committed to development at the expense of maintenance and could be categorised as

hyperactive (Hopkins et al., 1994).

The promenading_school often seems to be living on its past achievements,
which may well have been substantive. The school does not move fast or far, and
when it does the movement may be for public display rather than for the benefit of
students. Promenading schools are often traditional schools with a stable staff that has
enjoyed success in more stable times and are somewhat reluctant to change. Staff
members often indicate they are pretty pleased with the way things are-there is no real
reason to change. These are very difficult schoals to change. Maintenance is
everything. Members in promenading schools believe improvement will be done

when they have time to do it (Hopkins et al., 1994).
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The moving school is an ideal type of active school which demonstrates both
change and stability, with balanced improvement and maintenance efforts. Internally
the school is relatively calm as it adapts successfully to external expectations.
It adapts its structures in line with its culture and traditions, and teachers discuss how

they are constantly trying to learn new ways of doing things (Hopkins et al., 1994).

The typologies cited above indicate that there are many possible categories of
cultures existing in schools. However, the category that seems to be relevant for
assessing and developing culture in the school is the collaborative culture. According
to Hargreaves (1991) and other researchers such as Fullan (1992), Wagner (1994),
Sarason (1996), and Schlechty (1997), the most effective type of school culture is
collaborative. Rosenholtz (1989) defined collaboration as “teachers’ requests for and
offers of, collegial advice and assistance™ (p. 41). Donaldson and Sanderson (1996)
described two fundamental components of working collaboratively: (1) there must be
mutual respect among the teachers and (2) structures in place that facilitate the
process. They also stated that collaboration in schools” can reduce isolation, build

collegial relationships, and make school work more creative and satisfying” (p. 21).

In this current study, the typology developed by Gruenert (1998), is used as
an strument to assess school culture in the schools under study. Much of the
research on school culture reveals that the most effective type of school culture is one
that promotes student achievement, and that type of culture is collaborative
(Hargreaves, 1991). The typology of Gruenert (1998) consist of six dimensions.

These include collaborative leadership, teacher collaboration, professional
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development, unity of purpose, collegial support, and learning partnership.

The following section outlines research that supports this typology.

In relation to professional development, Barth (1990) stated that true
collaboration is a means of seeking help or advice without the potential embarrassment
of appearing incompetent. It 18 a means of giving professional assistance without
appearing arrogant. Rosenholtz (1989) claimed that collaborative schools emphasise
successful teacher performance as one that requires mutual advice and assistance.
McCombs and Whistler (1997) agreed that collaborative schools provide cultures that
are supportive of the teaching process. Fullan and Hargreaves (1991) also agreed that
collaborative schools have a culture where teacher development is facilitated through

mutual support, joint work, and broad agreement on educational vahuies.

In terms of collegiality, Little (1990) agreed that the most effective
collaborative culture is in “joint™ work, where teachers work together on substantive
tasks. In so doing, strong interdependence, shared responsibility, and collective
commitment must be evident. McCombs and Whistler (1997) concluded in a shared-
influence collaborative setting, teachers have less individual autonomy because the

pressure to do things differently comes from a source that they need to respond to:

their peers.

The principal plays a crucial role in promoting norms of collaboration.
Cunningham and Gresso (1993) claimed that principals in collaborative schools are

more actively involved in observing and evaluating teachers and in working with
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teachers on curriculum and scheduling, than are principals in schools where teachers

traditionally are isolated in their classrooms. They work with teachers in planing,
designing, researching and comparing materials together. Both principals and teachers
share the burden of long-term improvement, confirm their emerging understanding of

their approach and make rising standards for their work attainable (Little, 1950).

Concerning unity of purpose, Squires and Kranyik (1995) stated that the
success of collaboration depends on the willing participation of personnel within the
school. Fullan and Hargreaves (1991) suggested that collaboration is likely to work
only when the principal and a significant number of teachers at a school become

convinced that collaboration will actually lead to improved teaching and learning.

To achieve this, Deal and Peterson (1999) claimed that collaboration shouid be
included in a mission or vision statement. Sergiovanni (1993) further suggested that
these statements need to be “understood” by the faculty. Only when staff consciously

practise collaboration will the school’s culture be transformed (Fullan, 1992).

In summary, school culture is important because it affects everything that goes
on within the school, including teaching, learning, and staff development (Hamilton &
Richardson, 1995). The school culture strongly influences the effectiveness of
structural changes made to improve and reform schools (Keedy & Achilles, 1997).
Failure to understand and work within the context of the existing school culture
usually proves fatal to the adoption of packaged reform efforts (Cunningham &

Gresso, 1993).




97

Therefore, the use of school culture typologies can help categorise school
culture in order both to assess the culture and also to develop it. However the most
effective type of school culture that promotes student achievement is collaborative
(Fullan & Hargreaves, 1991). It includes the following dimensions: collaborative
leadership, teacher collaboration, professional development, unity of purpose,
collegial support and learning partnership. In this study, the typologies of school
culture developed by Gruenert (1998) will be used as an instrument to assess the types

of school culture existing in the schools under study.

2.6 Integration

As the above explorations of literature on transformational leadership and
culture illustrate, there is a need to integrate these perspectives to gain understanding
of how transformational leadership can effectively enact change. The literature on
leadership and culture demonstrates that certain transformational leadership qualities
are appropriate for leading certain types of change. To further develop the two aspects
of leadership and culture, Bass (1991) argued that there is a constant interplay
between culture and leadership. He stated that leaders create mechanisms for cultural
development and the reinforcement of norms and behaviours expressed within the
boundaries of culture. He also noted that cultural norms arise and change because of
What leaders focus their attention on, how they react to crises, the behaviours they role
model, and whom they attract to their organizations. He concluded that the

characteristics and qualities of an organizational culture are taught by its leadership

and adopted by its followers.
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According to Beare et al., (1989), leaders have an important role in developing
the culture of the organisation. Weindling (1991) also believed that leaders are likely
to exert a greater influence on the culture than other members of the organisation.
He pointed out that considerable research has found that organizations with positive
cultures have leaders with strong visions that influence the culture. He concluded that

principals through their leadership influence mould the culture.

In relation to school culture, Maehr and Midgeley (1996) developed empirical
evidence to suggest that school culture can make a school a place in which teachers
feel positive about their work and students are motivated to learn. A positive school
culture is associated with higher student motivation and achievement, improved

teacher collaboration and attitudes toward their jobs (Stolp & Smith, 1995).

Leithwood (1994) suggested that school culfire does not operate in a vacuum
and that the leadership practices of the school principal are crucial to its creation and
maintenance. Moreover, Sergiovanni (1996) indicated that school culture and
principal leadership are critical to the reform and improvement of schools. In addition,
Sergiovanni, Burlingame, Coombs and Thurston (1999) spoke of school culture and
leadership as reacting to each other. Once a culture has been established mn a school,
the school culture can act as the determinant of thought and behaviours. They further
stated that school culture does not just happen- it is formed by the participants within

the environment.
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Snowden and Gorton (1998) also stated that a school principal has the power
to influence and mould the school culture in positive ways. School principals have the
power to create successful school cultures if they are able to work with teachers,
students and community members to form a bond with one another to create a

commitment to common values and beliefs.

The review presented above provides strong support for the claim that
leadership and culture are significantly interrelated. However, in the current study the
researcher 1s interested in investigating transformational leadership in relation to
school culture. This is because empirical evidence indicates that transformational
leadership has the potential for building high levels of commitment to the complex
and uncertain nature of the restructuring agenda (Leithwood, 1992) and for fostering
growth in their followers (Bass & Avolio, 1988). Some researchers believe that only
transformational leadership will bring about significant change. In fact, it is the only
type that is supported by empirical research (Fisher, 1994). Transformational
leadership contributes to restructuring initiatives and ‘teacher perceived’ student

oﬁtcomes (Leithwood, 1994; Leithwood et al., 1993; Silins, 1994).

The following models of transformational leadership developed as a result of
empirical research can be applied in schools:
I). Identifying and articulating a vision. Fairholm (1991) identified the
task of transformational leaders as those who develop and define a vision

of the organization based on a set of values.
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2). Fostering the acceptance of group goals. Bass et al., (1987) indicated that

3).

4).

transformational leaders motivate followers to work for transcendental
goals and for a higher level of self-actualising needs.

Providing individualised support. Bass and Steidmeir (1998) stated that
true transformational leaders are concerned about developing their
followers into leaders and promoting them to attain shared goals.
Providing intellectual stimulation. According to Bass and Steidmeire
(1998), authentic transformational leaders persuade followers on the
merits of issues. They openly bring about changes in followers” values by
the merit and relevancy of the leaders’ ideas and mission to their

followers” ultimate benefit and satisfaction (Howell, 1998).

5). Providing an appropriate model. Authentic transformational leaders are

6).

committed to clearly stated goals, they continually enforce a code of
ethical conduct (Howell & Avolio, 1993) and promote universal
brotherhood and sisterhood (Bass & Steidlmeier, 1998).

Providing high performance expectations. Authentic transformational
leaders will evaluate the potential of all followers in terms of their ability
to fulfil current commitments (Avolio & Gibbon, 1988). They expand
their followers’ need portfolio by raising levels on Maslow’s hierarchy
(Bass, 1985). Thus, emphasis on satisfying the self-actualisation needs of
their followers, results in followers’ performance going beyond

contractual expectations.
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To establish a link between transformational leadership and a positive school
culture, is to align transformational leadership behaviour with the elements of culture,
since culture is partially influenced by leaders’ behaviour (Schein, 1997) and leaders
themselves create mechanisms for cultural development and the reinforcement of
norms and behaviours expressed within the boundaries of culture (Bass, 1991).
In Dion’s view (1996), norms are developed out of a value system shared by most of
the members in the same organization. They are linked to the existence and growth of
social institutions and groups. They are expressed through a set of metaphors, stories
and heroes, rituals and ceremonies. They serve as a transfer of meaning to facilitate
communication in the organization (metaphors), a stimulus to job motivation (stories),
a set of standards of performance (heroes), and a means of socialising members

(rituals and ceremonies).

To be able to manage and develop desired school culture, Schein (1997)
suggested that leaders first understand the dynamics of culture. Then, as
transformational leaders, principals can exercise the following four components:
idealised inﬂuencé, inspirational motivation, intellectual stimulation and
individualised consideration. These transformational qualities of leaders are expressed
as:

1). School mission
2). School codes of conduct
3). Heroes’ display

4). Rituals and ceremonies
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5). Metaphors and

6). Stories.

These are the means that transfognational principals can use to express their
values and norms and enable teachers to internalise the desired behaviours (Dion,
1996). Gardner (1990) pointed out that principals as leaders should first understand
and appreciate the “interweaving of continuity and change” to re-shape the school
culture, for long-term purposes and values. He also suggested that the old values
should continue to be promoted if apparently still relevant and appropriate.
In addition, Bass and Avolio (1993) cautioned that as leaders, principals need to be
attentive to the conservativeness reflected in beliefs, values, assumptions, rites and
ceremonies embedded in the culture that can hinder efforts to change the school.
They further suggested that principals need to modify key aspects of culture so as to
maintain and create the school conditions to fit the new directions desired by the

leadership and membership in the schools.

In short, principals should be concerned about how to create positive school
culture. They can do this by identifying the category of positive school culture needed
for change and improvement through the typologies of school culture (Little, 1982;
Cooke, 1989; Rosenholtz, 1989; Fullan & Hargreaves, 1991, 1996) and exercise their

leadership in such a way that facitates collaborative culture in their schools.
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2.7 Summary

This chapter endeavoured to demonstrate the close link between leadership

and culture. Both play a significant role in making schools more effective in bringing

about desired change.

The chapter began with a discussion of school effectiveness literature, in
which a platform was built to provide an understanding of the concept of school
effectiveness and the correlates of effectiveness. In the present study, the focus is on
jeadership and school culture. The chapter then described the development of
leadership. The review of leadership showed that transformational leadership has
emerged as a model of leadership that seems appropriate for organisations facing
dramatic change and in need of the substantive outcomes of increased efficiency and

competencies.

The literature pointed to the significance of school culture in affecting the
behaviour and performance of the members of the organization. The chapter indicated
how culture is created and maintained and how important it is for leaders, who wished

to manage and change their organisation, to understand the culture in which they were

working.

Lastly, an attempt was made to show the close relationship which exists
between leadership and culture and to highlight some types of leadership that may

help shape positive school cultures. It is expected that this literature review will
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provide an adequate basis for further development of this study. The following

chapter will deal with an account of the methodology selected for this research.
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CHAPTER 3

RESEARCH METHODOLOGY

3.1 Introduction

In the previous chapter, an attempt was made to synthesize the related
concepts that formed the conceptual framework for this study. To further develop it,
this chapter outlines the research methodology and provides an account of the
rationale for the choice of the methodology employed. The chapter begins with the
paradigms that were applied as a lens to look at reality. These paradigms are
positivism and interpretivism. Guided by these paradigms, a research design has been
selected to fit the guiding beliefs of the researcher. Mixed methodology has been
used. The design calls for two phases of study: a quantitative phase, followed by a
qualitative phase. In each phase, an explanation is presented of how data were
collected and analysed and also conclusion. In addition, the chapter explains the

instruments used for data collection and analysis.

3.2 Theoretical Framework

The framework of this study is centred around the concepts of leadership
behaviour and school culture. These two concepfs have been derived from the
literature on school effectiveness that suggests the correlate of factors affecting school
change and outcomes. It is expected that the leadership behaviour of the principal will
have an impact on school culture. The following model reflects the theoretical

framework mentioned.
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Principal Leadership Behaviour
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School Culture

Figure 3.1 Theoretical Model Developed for this study

3.2.1 Ontology

Ontology refers to the nature of social reality (Burrell & Morgan, 1979).
To the positivist the social world is tangible, hard, made up of relatively immutable
structures that exist independently of individual descriptions. The social world is real
and external to the individual. The constructionist however views reality as
constructed in the names, labels and concepts that are used to structure that reality

(Burrell & Morgan, 1979).
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In this research, the ontology chosen lies in both positivist and constructionist
paradigms. According to Lincoln and Guba (1994) a research paradigm is the basic
belief system or worldview that guides the investigator, not only in choices of method
but in ontologically and epistemologically fundamental ways. The researcher in the
first place, used positivism to describe the realities studied through the observational
experiences of the participants and undertakes empirical analysis by statistical
methodology. In this study the 12 schools of the Brothers of St. Gabriel, in Thailand
took part. Empirical methods therefore were then used to select a case for further

detailed study.

In the second study, the researcher sought to understand the selected
phenomenon in terms of relativism. In this current study, it was the selected school.
Under this assumption, the selected phenomenon was muitiple, conflicting, yet
apprehendable social reality. The reality was viewed as socially constructed and

experientially based, and dependent on individual persons or groups holding a

particular construction of reality.

3.2.2 Epistemology

Epistemology refers to the nature of knowing and the construction of
knowledge (Burrell & Morgan, 1979). Since the purpose of the study is not only to
describe reality but also to understand it, the chosen epistemology for this study has to
be both empiricism and interpretivism. In the first phase, the researcher assumes that

Social reality can be known through empirical experiences, which have to be
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observable and measurable, as well as through intellectual constructions, which need

to be worked through a dialectical process.

This study takes up school change as an object of knowledge. The goal is to
generate a body of empirical generalisations that is capable of explaining and helping
to understand the factors that are related to school change. In this study these two

factors are principal leadership behaviour and school culture.

These two variables were examined, operationalised, and then tested in the
school that possessed the highest mean scores on both variables. This was done to
select an object of study for second phase of the study. The second phase of the study
was Initiated because the researcher was aware that the description of the findings was
not enough to respond to the inherent challenges of inquiry focused on human
experience. The principal concen was to understand the way, in which each
participants created, modified and interpreted their social reality. To investigate this
reality, the researcher interacted with the research participants in an attempt to
understand their positions, feelings and experiences to expand the findings. The
researcher assumes that the results of this study will be applicable to similar school
contexts in Thailand, and beneficial for other private school principals who wish to

undertake school change.

3.3 Research Design

Guided by the mentioned philosophical stance, this study was carried out

using mixed methodology. This has been derived from the mixed model studies that
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are the product of the pragmatist paradigm, by combining qualitative and quantitative
approaches within different phases of the research process (Tashakkori & Teddlie,
1998). This methodology was chosen for the current study because the researcher was
interested in the questions of “how”, instead of “why”. Slife and Williams (1995)
supported this, suggesting that the most appropriate research design is the one that

best fits the question or problem at hand.

Patton (1987) suggested that the choice of research design should be
appropriate to the subject being investigated. The subject of this study not only
consisted of a description of behavioural characteristics, elemental properties and
empirical boundaries by which quantitative inquiry could be applied, but also
described the features of the social environment in which they were constructed.
For this type of inquiry, qualitative design was more suitable. In fact, the use of

mixed methodology has been advocated by a number of authors.

From the pragmatist point of view, which is a “reactive, debunking
philosophy” that argues against domirant systematic philosophies, making mocking
critiques of metaphysical assertions such as “the grand Either-Or” (Tashakkori &
Tedddlie, 1998, p. 23), they reject the either-or of the incompatibility thesis and
embrace both poinis of view. Hence, pragmatists consider monomethods as a diversity
of imperfection. Brewer and Hunter (1989) supported monomethods as follows:

“Social science methods should not be treated as mutually exclusive

alternatives among which we must choose. Our individual methods may be

flawed, but the flaws are not identical. A diversity of imperfection allows us to
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combine methods to compensate for their particular faults and imperfections”

(pp. 16-17).

In support of mixed methodology, Cook and Campbell (1979), in a discussion
of the threats to the validity of research results, pointed out the shortcomings of
monomethods in measuring underlying constructs. They contended that if a construct
was measured using one method, then it would be difficult to differentiate the

construct from its particular monomethod operational definition.

In addition, Brewer and Hunter (1989) stated that a multimethod approach
allows investigators to attack a research problem with an arsenal of methods that
have nonoverlapping weaknesses in addition to their complementary strengths.
They suggested that a multimethod approach to research is superior to monomethéd

research in that it provides grounds for data triangulation.

Further support for the use of mixed methodology is provided by Duffy (1987,
pp. 130-133), who cited the following as the benefits of combining qualitative and
quantitative methods:

1). While the quantitative design strives to control for bias so that facts can be

understood in an objective way, the qualitative approach is striving to
understand the perspectives of the program stakeholders, looking to

experience to provide meaningful data.
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2). The accumulation of facts and causes of behaviour are addressed by
quantitative methodology as the qualitative methodology addresses
concermns with the changing and dynamic nature of reality.

3). Quantitative research designs strive to identify and isolate specific
variables within the context of the study as the qualitative design focuses
on a holistic view of what is being studied.

4). Quantitative data are collected under controlled conditions in order to rule
out the possibility that variables other than the one under study can
account for the relationships identified, while qualitative data are collected
within the context of their natural occurrence.

5). Both quantitative and qualitative research designs seek reliable and valid
results, Data that are consistent or stable, as indicated by the researcher’s
ability to replicate the findings, is of major concern in the quantitative
arena, while validity of the qualitative findings are paramount, so that data
are representative of a true and full picture of the constructs under

investigation.

According to Creswell (2002), there are three types of mixed method designs:
the triangulation mixed method design, explanatory mixed method design and
exploratory mixed method design.

1). Triangulation mixed method design is the design that aims to simultaneously
collect both quantitative and qualitative data, merge the data, and use the

results to best understand a research problem.
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2). Explanatory mixed method design consists of first collecting quantitative
data and then collecting qualitative data to help explain or elaborate on the
quantitative results.

3). Exploratory mixed method design is the procedure of first gathering
qualitative data to explore a phenomenon, and then collecting quantitative

data to explain relationships found in the qualitative data (pp. 565-567).

In this study, the researcher applied explanatory mixed method design.
Creswell (1994) called this mixed method design a two-phase design. He explained
that in the Quan/Qual secuence, the investigator starts with a quantitative method and
then proceeds with a follow-up qualitative study. He concluded that the advantage of
this approach is that it “presents a consistent pafadigm picture... and still gathers

limited information to probe in detail one aspect of the study” (p. 177).

In light of the above rationale, the research design of the current study was
carried out in two phases: the quantitative approach in the first phase and the

qualitative approach in the second phase, as shown in the Figure 3.1.

Qualitative Methods to Explain Quantitative Results

Quantitative — Results g Qualitative

Figure 3.2 Research Design
Source; Adopted from Ulin, Waszak, & Pfannenschmidt (1996).
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Similar research has also been conducted in Australia by Barnett, McCormick
and Comers (2000) with 41 randomly selected government secondary schools in the
state of New South Wales. The researchers applied both quantitative and qualitative

approaches to confirm their findings.

For the quantitative research, they used two questionnaires namely the
Multifactor Leadership Questionnaire- the MLQ 5X (short) developed by Bass and
Avolio (1997) to measure the leadership styles of the principals, and the Patterns of
Adaptive Learning Survey, developed by Machr and Midgley (1996), to measure the

dimensions of school learning culture.

The current study used quantitative methods to test a prior hypothesis that the
leadership behaviour of the principal has an impact on school culture. This hypothesis
was tested in the secondary schools of the Brothers of St. Gabriel, in Thailand.
To further develop this research, ranking was applied to select a school for qualitative
study. Once this was done, qualitative methods including observation, interview and
document search were used to collect data. The researcher applied a qualitative
approach to support and explicate the meaning of the quantitative research

(Jayarantne, 1993).

The two methodologies were combined to focus on the relevant strengths of

¢ach methodology. The researcher thus endeavoured to ensure that the final report
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would maximise the strengths of a mixed methods approach with these following
assumptions:
1). Quantitative methodologies are appropriate to measure overt behaviour.
2). They are strong in measuring descriptive aspects such as the descriptive
components of principals’ leadership and school culture.
3). They produce objective data and analysis to be used as criteria for selecting
a school for further study.
4). Reliability and validity may be determined more objectively than qualitative

techniques which results in generalisability of the findings.

The choice of qualitative methods is based on the following assumptions:

5). Qualitative methods, especially observation, or interviews allow the
researcher to develop a fuller picture of the subject under study.

6). They allow the researcher to study the subject in its natural setting.

7). They reveal how the context works to understand the subject under study

that may confirm the a priori knowledge of this study.

The researcher believed that “blending qualitative and quantitative methods of
research can produce a final product which can highlight the significant contributions
of both” (Nau, 1995, p. 1) and thus qualitative data should support and explicate the
meaning of quantitative research (Jayarantne, 1993). The following illustrates the

stages of the research process:
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MLQ = Multifactor Leadership Questionnaire

SCS = School Culture

Survey

Stage 1: Selection of school

12 Schools of the Brothers of
St. Gabriel, in Thailand

Positivism applied

Stage 2: Principal leadership

o R il s
wOw

Selected school

™~

Documentary search

¥

interpretation Selected principal
Interview Observation
Transformational leadership

Interpretivism applied

Teachers

v

School culture

Figure 3.3: Stages of Research Process Developed for this Study
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3.4 Research Procedure

The main purposes of this study are:

1). To describe quantitatively the leadership behaviour of principals and the
school culture in the twelve schools of the Brothers of St. Gabriel, in
Thailand.

2). To identify the pattern of leadership behaviour of the principal in the
school which possesses the highest scores on both the transformational
leadership behaviour and school culture. Ranking was used as a basis for

selection.

In order to do this, a number of research questions were formulated. The aim
- was to examine and describe the pattern of leadership behaviour of the selected
principal, and to explore how he successfully creates and maintains a school culture
conducive to the desired change. Thus the key research question was as follows:
. Is the transformational leadership behaviour of the principal related to
school culture?
To answer the above question, the following specific sub questions also need
to be examined:
1.1). To what extent, do Gabrielite principals practise transformational
leadership?
1.2). What types of school culture exist in Gabrielite schools?
1.3). Is there a relationship between the leadership behaviour of

principals and school culture?
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The second key question was:
2. How does the selected principal practise transformational leadership in
strengthening school culture?
In answering the above, the following specific questions also needed to be
addressed:
2.1). What was the vision of the selected principal?
2.2). How did the selected principal communicate vision?
2.3). How did the selected principal relate to teachers?
2.4). How did the selected principal develop an organisational culture
through the way he conducted school activities?

2.5). How did the principal guide the implementation of vision?

These research questions were intended to explore how the selected principal
exercised transformational leadership in creating and maintaining a school culture

conducive to the desired change, as well as to identify the pattern of leadership

behaviour of this principal.

Through the quantitative phase, the researcher investigated research question
one and the qualitative phase to examine research question two. As mentioned earlier,
the purpose of using this design was because quantitative data and results provide a
8eneral picture of the research problem. The results were then used to select a case for
further qualitative study. Through qualitative data collection and analysis, the general
picture provided by the quantitative results were refined, extended, and explained.

The following research procedure was applied in the current study:



118

1). After permission was granted by Brother Provincial, the researcher
contacted Brother principals in each school to arrange for quantitative data
collection. Five schools, namely Assumption College, Thonburi (ACT);
Assumption College, Ubolrajthani (ACU); Assumption College,
Nakornrajsima (ACN); Assumption College, Lampang (ACL); and
Montfort College (MC) allowed the researcher to collect data directly in
their schools. The remainder requested that questionnaires be mailed.
These were Saint Gabriel College, (SG); Assumption Commercial College,

(ACC); Saint Louis, (SL); Assumption College, Sriracha (ACS);

Assumption College, Rayong (ACR); Assumption College, Samrong
(ACSR); and Assumption College, (AC).

2). The sampling size was drawn using the equation of Taro Yamane (1967).
The questionnaires for each school were prepared according to the number
calculated by the prescribed equation (See p. 122) and sealed in envelopes.
Instruction letters were sent to those schools that were willing to administer
the questionnaires on behalf of the researcher.

3). After data were collected and processed, the findings indicated that Saint
Louis College had obtained the highest scores on both Principal Leadership
Behaviour and also on School Culture, therefore Saint Louis College was
selected for further qualitative study.

4). A qualitative study was conducted on site using multi sources of data
collection. The instruments included interview, observation and

documentary analysis.
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5). After all the qualitative data were collected, coding and memoing were
used to screen the materials, and data display and data reduction were
used to identify the pattern of leadership behaviour of the selected
principal. The researcher applied Transformational Leadership Theory as

a base to identify the pattern of Saint Louis’ principal leadership.

3.5 Data Collection

3.5.1 The First Phase of Study

The purpose of conducting a quantitative study in this phase was to identify
the types of principal leadership behaviour and school culture in the secondary
schools of the Brothers of St. Gabriel. Two instruments were used, namely the
Multifactor Leadership Behaviour Questionnaire, developed by Bass and Avolio
{(2002) to measure the leadership behaviour of principals, and the School Culture
Survey, developed by Gruenert (1998), to measure the school culture typology. The
study also aimed to explore the relationship between these variables in each school.
The school with the highest scores on both instruments was selected for the case study

in the second phase.

3.5.1.1 Population
The population for this study was teachers teaching in the schools of Brothers

of St. Gabriel, in Thailand.
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3.5.1.2 Scientific Estimate of Sample Size
1). This research adopted census sampling. Teachers from the sample
school were chosen by random simple sampling in their schools.
2). The sample in each school was calculated using Yamane’s method
(1967). This was to ensure that the sample iﬁ cach cluster was

sufficiently large for validity.

3). The population in 12 schools of the Brothers of St. Gabriel was
3,902. This research was intended to establish a confidence interval
at 95% or an alpha value to .05, and whose t-value has been
estimated at 1.96. The researcher had to accept the error of the study
to appear at 5% due to the variation errors from sampling elements
instead of all the population elements.

4). Thus the sample size was determined as follows:

B N
n= 1+ Ne?

n = sample size in each cluster

N = population in each cluster

il

e error estimation,

Source: Adopted from Yamane’s (1967}

The following Table indicates teacher population and the sample size for each

school.
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Table 3.1 The Sample Size Drawn from the Population

Name of the School Population Sample Size
Assumption College, Nakornrajsima (ACN) 127 96
Assumption College, Ubolrajthani (ACU) 54 47
Assumption College, Rayong (ACR) 136 101
Assumption College, Lampang (ACL) 282 165
Saint Louis College (SL) 190 128
Assumption College, Sriracha (ACS) 257 156
Montfort College (MC) 302 172
Assumption College, Samrong (ACSR) 197 131
Assumption College, Thonburi (ACT) 275 162
Assumption Commercial College (ACC) 65 55
Saint Gabriel College (SG) 255 155
Assumption College (AC) 461 214

Total 3902 1582

The total sample included 1582 teachers from the twelve schools. Schools
were located in different parts of the country. Two (Montfort College and Assumption
College, Lampang ) were located in the north, two schools (Assumption College,
Ubolrajthani and Assumption College, Nakornrajsima ) in the northeast, three (Saint
Louis College , Assumption College, Sriracha, and Assumption College, Rayong ) in
the east, one (Assumption College, Samrong ) outside Bangkok, and the remainder
(Assumption College , Saint Gabriel College, Assumption Commercial College , and

Assumption College, Thonburi ) were in Bangkok.
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3.5.1.3 Data Collection
Both surveys were sent to school principals. The required number of copies of
each instrument was sent with accompanying letter, which outlined the process for
distribution and collection. A running number was recorded on each questionnaire.
The two instruments were distributed randomly to participating teachers.
After completion, the two instruments were collected and returned to the researcher in

the stamped and addressed envelopes provided.

The results from each school were tabulated and ranked on the basis of staff
perceptions of their school culture and their principal’s leadership behaviour.
These results were analysed to determine whether there was a correlation between

these two variables.

3.5.1.4 Instruments

A. Principal’s Leadership Behaviour Questionnaire

It is important to note that cultural differences may have an impact in applying
the concept of transformational leadership in the Thai contex!. Some studies have
examined the cross-cultural applicability of transformational leadership in various
settings. Yokochi (1989) for example, found that Japanese Chief Executives of
Organisations were much more transformational than transactional. They displayed
several distinctive behaviours of transformational leadership, which had been
observed mostly in Western cultures. In Singapore, Koh (1990) found the
dugmentation effect of transformational leadership over transactional leadership for

90 secondary school principals being evaluated by their colleagues and followers.
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Similar results have been found in a wide variety of culturally different
samples, including Australian (Hede & Wear, 1993), Canadian (Howell & Avolio,
1993), and Mexican (Dorfman & Howell, 1988) samples among others. Indeed,
Dorfman (1996) found that transformational leadership behaviour was culturally
universal across the five different countries mentioned. Taking into account prior
studies on the applicability of transformational leadership in different settings,
it seemed appropriate for the researcher to employ the Multifactor Leadership
Questionnaire the MLQ 35X (short) in the present research to study the types of

principal leadership in the twelve Thai Gabrielite schools.

The questionnaire consists of 45 items and identifies five factors which

represent the behavioural components of transformational leadership:

1). Idealised Influence (II): The way leaders behave that results in their being a
role model for their followers. Idealised Influence (Attributed) (I1A) is the
ability of leadership to consider other’s needs over their own personal
needs. I[dealised

2). Influence (Behavioural) (IIB) is when a leader communicates openly about
those values and beliefs that are most important and shares the importance
and urgency of a shared common purpose that is best accomplished through
mutual trust and a collective effort.

3).Inspirational Motivation (IM): The way leaders behave that motivates and

inspires followers by providing meaning and challenge to their work.
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4). Intellectual Stimulation (IS): The way leaders behave that results in
followers’ efforts to be innovative and creative by questioning assumptions,
reframing problems, and approaching old situations in new ways.

5)- Individualised Consideration (IC): The way leaders pay special attention to
each individual’s needs for achievement and growth by acting as a coach or

mentor.

Three factors defined and identified the behavioural components of

transactional leadership:

6). Contingent Reward (CR): This style of leadership involves an interaction
between the leader and the followers that emphasises an exchange.
The leader provides appropriate rewards when followers meet agreed
upon objectives.

7). Management-By-Exception (Active) (MBEA): Leadership behaviour
where the leader arranges to actively monitor deviations from standards,
mistakes and errors in a follower’s assignments and to take corrective
action as necessary.

8). Management-By-Exception (Passive) (MBEP): leadership behaviour,
where the leader waits passively for deviations, mistakes, and errors to

occur and then takes corrective action (Bags & Avolio, 2000).

In addition to the dimensions of transformational and transactional leadership,

the model identifies a non-leadership factor which indicates the absence of leadership.

This was also included.
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The participating teachers are asked to rate their principal, judging how
frequently each statement fits the principal. The statements are evaluated on the 5-
point Likert Scale. Numerical values are given for each of the response. The values
are; 0 = Not at all, 1 = Once in while, 2 = Sometimes, 3 = Fairly often, 4 =
Frequently, if not always. A lower score indicates the leader’s behaviours were
perceived to be inconsistent with the description of the leadership factor(s) and a
higher score is indicative of the perception of the presence of behaviours consistent

with the leadership factor(s) (Bass & Avolio, 2000).

B. School Culture Survey

It 1s widely accepted that the culture of the school is the key to successful
school improvement (Hargreaves, 1991). Hargreaves concluded that the most
effective type is collaborative culture. This was supported by other researchers
(Fullan , 1992; Wagner, 1994; Newman & Wehlage, 1995; Chance, Cummins, &
Wood, 1996; Kain, 1996; Sarason, 1996; Schlechty, 1997). Based on a review of the
literature on school culture, Gruenert (1998) developed the School Culture Survey in
response to a need for a quality measure of school culture. This instrument was used

in the current study to examine the types of school culture in the twelve schools.

The instrument comprised of 35 Likert-type items organised within six factors.
The School Culture Survey measured teachers’ perceptions of the following six

factors that underlie the construct of school culture:
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1). Collaborative leadership (items 2, 7, 11, 14, 18, 20, 22, 26, 28, 32, 34)
measures the degree to which school leaders establish and maintain
collaborative relationships with school staff.

2). Teacher collaboration (items 3, 8, 15, 23, 29, 33) measures the degree to
which teachers engage in constructive dialogue that furthers the educational
vision of the school.

3). Professional development (items 1, 9, 16, 24, 30) measures the degree to
which teachers value continuous personal development and school-wide
improvement.

4). Unity of purpose (items 3, 12, 19, 27, 31) measures the degree to which

teachers work toward a common mission for the school.

5). Collegial support (items 4, 10, 17, 25) measures the degree to which teachers
work together effectively.

6). Learning partnership (items 6, 13, 21, 35) measures the degree to which
teachers, parents, and students work together for the common good of the

student (Gruenert, 1998).

The participating teachers are asked to rate their school culture, judging how
strongly each statement agrees with their school culture. The statements are evaluated
on the S-point Likert Scale. Numerical values are given for each the responses.
The values are: 1 = Strongly Disagree, 2 = Disagree, 3 = Neutral, 4 = Agree, 5 =
Strongly Agree. The instrument helps provide school leaders with a different
Perspective through which to view the context of improving schools. The findings on

®ach of the factors present cultural issues related to collaboration (Gruenert, 1998)
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which will be used together with qualitative research for taking stock of changes in

school culture.

The 79 item instrument was originally administered to 632 teachers in the state
of Missouri. An item analysis was performed to obtain descriptive statistics for the
items. Jtem standard deviations were studied to determine weak items. The seven
factor varimax rotation of 45 items was run. It yielded 35 items within six factors that
met the original criteria. Cronbach’s Alphas were computed to establish the reliability
of this instrument. The instrument’s validity was then established through

correlational analysis of the six factors with selected factors from the National

Association of Secondary School Principals (NASSP) School Climate Survey.

3.5.1.5 Instruments Tested for Reliability
The two instruments employed in this research were translated and adapted for
the Thai educational context by the researcher and then submitted for language
approval by Burapha University Language Centre (See Appendix D). Reliability tests
for both instruments were conducted in Darasamutr school, sifuated i eastern
Thailand, 80 kilometres from Bangkok. The school is run by the diocese of

Chantaburi and provides education, for students from kindergarten to the higher

sccondary level.

The results indicate a Cronbach Alpha Coefficient of Multifactor Leadership

Behaviour for the first test of 0.92 and the second test of 0.87. For the School Culture

Survey’s Cronbach Alpha Coefficient, the value for the first test was 0.94 and for the
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second test, 0.84. Nunnally (1978) indicated 0.7 to be an acceptable reliability
coefficient. The correlation of the two sets of scores of the two instruments were
above the acceptable reliability coefficient and so the instruments were accepted as

reliable.

3.5.1.6 Data Analysis

After the questionnaires were collected and returned, each questionnaire was
coded and processed using Statistical Passage for the Social Sciences (SPSS).
The composite variables for Multifactor Leadership Behaviour and School Culture
Survey were created. The responses of the individual items that created Multifactor
leadership behaviour subscales were totalled to create the leadership behaviour index
variable. Also six school culture subscale composites were created, by summing the
items from the School Culture Survey that constituted each subscale. The overall

school culture composite variable was created by totalling the six subscales.

Relative to research questions 1.1 and 1.2, means and standard deviations were

computed and reported for each of the items in both questionnaires.

Relative to research question 1.3, the statistics applied were correlation
techniques to analyse the relationship between principal’s leadership behaviour and
school culture for each school. The school with the highest values on both Multifactor

Leadership Behaviour and on the School Culture Survey was selected for further

qualitative study.
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3.5.2 The Second Phase of Study

Qualitative research was used in this study to provide a fuller picture of how
the principal in the selected school was involved in conducting the school’s intemal
activities. The researcher sought to understand the real situations in which the
observed principal carried out his duties (Baum, 1995). In addition, the researcher
explored how teachers and students constructed their meaning from the internal
activities, in which they are involved (Rice & Ezzy, 1999). The researcher studied the
case in detail, and 1 its natural setting, so as to endeavour to understand it as a total

entity and in a unitary context.

3.5.2.1 Data Collection
In this second phase of study, data were collected from a variety of sources
including in-depth interview, direct observation, and document analysis. Evicience
from these three sources was used to explore the leadership practices of the observed

principal in relation to the way internal activities were conducted.

3.5.2.2 Sampling Method
Purposive sampling method was applied to select the participating teachers.
Merriam (1988) described purposive sampling as “based on the assumption that one
wants to discover, understand, gain insight; therefore one needs to select a sample
from which one can learn the most” (p. 48). Miles and Huberman (1994) indicated
that a small group of subjects studied in their context make up a purposive sample.

In addition, they suggested that initial choices of participants in the research study
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could lead to unlike or like subjects that help the researcher further describe the entity.
participating teachers were:
1). well informed about the way the internal activities were conducted.

2). involved in these activities conducted.

3.5.2.3 Sample Size
The sample size for this part of the research was not determined by statistical
calculation; rather it was decided by the data that were fo be rich enough and covered

comprehensively the dimensions in which the researcher was interested.

3.5.2.4 In-Depth Interview
An in-depth interview was used to explore the complexity and in-process
leadership practices of the principal in the eyes of the teachers concerning how
internal activities were conducted. The goal was to elicit rich, detailed material, that
could be used in analysis (Lofland & Lofland, 1995), and to corroborate certain facts,

that had been already established, by interview protocols (Yin, 1994).

The interview was conducted face to face with individual teachers, who were
involved in the internal activities and had five years of experience in the school.
Each teacher interview lasted approximately one hour. Fifteen teachers were invited
to take part. The interviews were recorded on audiotape and transcribed for data

analysis, with the permission of the teachers concerned.



131

To ensure the validity of the transcribed interviews, the interviewed teachers
were asked to check their own transcribed interview and to sign if accurate. Since the
interviews were recorded in Thai, it was necessary fo translate them into English.
This was done by the researcher with language approval authorised by Burapha

University Language Centre (See Appendix J).

3.5.2.5 Interview Protocol
An interview protocol was used to form a conversation base for the in-depth
interview. This was developed from the related literature. Thus, the interview protocol
suggested the following questions for further conversation:
1). What is the vision of the selected principal?
2). How does the selected principal communicate vision?
3). How does the selected principal relate to teachers?
4). How does the selected principal develop an organisational culture through
conducting school activities?

5). How does the principal guide the implementation of vision?

The interview protocol encouraged informants to talk freely and openly about
what they perceived to be significant. The protocol allowed for comparison between
Tesponses and ensured that issues considered crucial to the researcher were not
neglected. The conversation base was organised so as to provide rich data and
Provided the informants with the opportunity to have a two way communication with

the researcher (Patton, 1990).
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3.5.2.6 Direct Observation
To gain first hand data, the researcher also paid field visits to the case study
“site,” observing the case in its natural setting. According to Yin (1994),
observational evidence is often useful in providing additional information about the
topic being studied. Observation itself is a process ‘by which a participant observer

gradually makes organised sense out of what he/she sees, hears and becomes a part

of (Fox, 1974, p. 230).

The researcher employed this method to collect data on 2 wide range of

behaviour, to capture a variety of interactions, to openly explore school artefacts and

to witness some school activities. The researcher thus gained a deeper understanding

of the context in which the observed leadership behaviour of the principal was

operating in relation to the way school activities were conducted.

3.5.2.7 Documentary Data
This took many forms, for example: history of the school, memoranda,
agendas, minutes of meetings, and administrative documents (Yin, 1994).
These documentary records provided a descriptive and historical context of the
school, the cultural values the insiders attached to distinct social occasions and

internal activities, and the overall social realities that existed in the school.

All the documentary data were treated as social facts that were produced,
circulated, and exchanged among the insiders in that school seiting.

These documentary data constructed particular kinds of representations with their own
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conventions (Atkinson & Coffey, 1997). They reflected a vital way in which a school

constituted ‘reality’-and the forms of knowledge appropriate to it (Bloomfield &

vurdabakis, 1994).

Documentary data were examined in order to understand the social realities
that existed in the school could be better understood. The examination was not
confined to an inspection of the documents themselves. A clear understanding of how
documents were produced, circulated, read, stored and used was also incorporated
(Atkinson & Coffey, 1997). For this purpose, the researcher visited the administrative
offices and inquired about the school’s information system so as to form a clearer
picture of how the documents were organised and disseminated.  The researcher was
well-aware that without reference to the production and use of textual materials, this

context would not be investigated adequately.

In analysing the documentary data, the researcher looked for the intertexual
relationships that were shared between the specific documents and the internal
activities conducted. Thus it could be seen that these documents were linked as series
or sequences of documents and thus formed a body of knowledge that enshrined the

social realities of the school.

3.5.2.8 Data Analysis
Data collected from the three sources, namely in-depth interviews, direct
observation and official documents, were largely in the form of field notes, tape-

Tecorded interviews, and personal recollections of the researcher. They were
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organised and interpreted by three concurrent flows of activity: data reduction, data

display, and conclusion drawing/verification (Miles & Huberman, 1994).

Data reduction is the process of selecting, focusing, simplifying, abstracting,
and transforming the data that appear in written-up field notes or transcriptions (Miles
& Huberman, 1994). Data reduction occurs continuously throughout the life of
qualitative oriented project. It is a form of analysis that sharpens, sorts, focuses,
discards, and organises data in such a way that final conclusion can be drawn and

verified. As Tesch (1990) pointed out, it also can be seen as data condensation.

Data display is a process of organising, compressing and assembling
information that permits conclusion drawing and action (Miles & Huberman, 1994).
Displaying data can be done in many ways-graphs, charts, networks, diagrams of
different types-and any way that moves the analysis forward is appropriate. Displays
were used at all stages, since they enabled data to be organised and summarised; they

showed what stage the analysis had reached (Punch, 1998).

The third analysis activity was data reduction. After data reduction and display
. Were completed, some conclusions needed to be drawn. This was in the form of

Propositions with verification (Punch, 1998). The following diagram demonstrates the

data analysis.
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Figure 3.4 Components of Data Analysis: Interactive Model
Source: Miles & Huberman (1994, p. 12)

In the application of this data analysis model, the process of data analysis
began. It started with assigning a running number to each page of the whole text of
transcribed interviews, observation materials, and related documents. The researcher
first examined the observation materials, which were in the form of observation sheets
and field notes. Then each sheet was read, while keeping research question two in
mind. These materials were written descriptively but in line with the given protocol.
The researcher continued the examination in an attempt to absorb all the details.
Gradually the clues and hunches emerged and at the end the researcher attempted to
put all the pieces of information together so as to reflect the real picture of daily

happenings at St Louis College.

Then the analysis moved on to the whole text of transcribed interviews.
This procedure began with data reduction. Transformational Leadership Theory was

applied as outlined by Leithwood (1996), as a frame of reference. The review of the
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text was carried out with an atiempt to dissect the transcribed interview into units
while keeping the relations between the parts intact. Codes then were assigned to the

inferential phrases and sentences that were related to the frame of reference.

Data display followed data reduction. At this stage the researcher attempted to
assemble organized coded umits relevant to the frame of reference and to form a
pattern of leadership behavior exercised by the selected principal. This was done so

that a justified conclusion could be drawn.

In the last stage, the researcher went over and over the sketchy pattern of
Jeadership behavior exercised by the St. Louis principal, while maintaining openness
. and skepticism to the conclusion. The conclusion gradually emerged and tt became
increasingly explicit and grounded when the related documentary analysis was done,

in response to confirmatory evidence.

The three components of data reduction, data display and drawing conclusion
were interwoven and concurrent throughout the data analyﬁs (Miles & Huberman,
1994). They formed an interactive and cyclical process. They also helped the
researcher analyse the data, refine the methods and make them more generally usable

for others.

The researcher recognised that using these methods of analysis mentioned

above would be an effective tool to integrate all data collected into a meaningful and
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coherent picture of what the selected principal had done to strengthen the school

culture.

3.5.3 Credibility and Validity

In order to strengthen the credibility and validity of the findings from the
investigation, mixed methods were utilised, including survey, interview, direct

observation and document search.

The purpose of using multi methods was to collect information from different
perspectives and to develop broader and deeper understandings of the subject.
Through the statistics generated by quantitative research, via assumptions and
theories, it was expected that the findings would be objective and reliable to select the
school for further study (Merriam, 2001). From the qualitative research, each
individual, each culture and each setting can be seen as a unigue social entity and in-
depth understanding for the meaning of events to individuals in a specific setting

could be drawn (Merriam, 2001; Patton, 1990).

3.5.4 Assumptions

It is assumed that the adapted translation of the two instruments (authorised
by Burapha University Language Centre) was valid for use with the defined sample
(See Appendix F) and that the translation of the transcribed interviews was accurate
for interpretations (See Appendix J). It is also assumed that the respondents answered

the two translated instruments honestly and to the best of their ability.



3.6 Summary

This chapter provided an account of the rationale for the choice of methods
employed to collect and analyse daté in this study. The chapter began with the
explanation of the worldviews, which the researcher adopted to look at the realities
studied. The researcher approached these realities with two worldviews: positivism
and interpretivism. Positivism was adopted in the first place because the researcher
wanted to grasp the objective meaning of the objects in a value-free way. One object
was selected for further study. Once this was done, the researcher applied

interpretivism to study it in the research situation and endeavoured to find meaning as

constructed by the individual participants.

The research design and methods used to collect and analyse data were

sclected as appropriate to the researcher’s worldview, and mixed methods were

adopted.

Finally the instruments were explained and an account of data analysis was

provided. The following chapter will present data analysis of both methods.
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CHAPTER 4

DATA ANALYSIS

4.1 Introduction

This chapter is a presentation and analysis of the data collected to evaluate the
relationship between the leadership behaviour of principals and school culture in the
Gabrielite schools, in Thailand. It also describes the process and procedures in

selecting the particular school for the qualitative data analyses.

The following are the main research questions that guided the process in
understanding the relationship between school culture and principal’s leadership
behaviour:

1). To what extent, do Gabrielite principals practise transformational

leadership?

2). What type of school culture exists in Gabrielite schools?

3). Is there a relationship between leadership behaviour of the principal and

the school culture?

Following the description and relationship of the principals’ leadership

behaviour and the school culture, qualitative data was used to address the following
Iesearch questions:
4). How does the selected principal practise transformational leadership in

strengthening school culture?
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5). What was the vision of the selected principal?

6). How did the selected principal communicate vision?

7). How did the selected principal relate to teachers?

8). How did the selected principal develop an organisational culture through
the way he conducted school activities?

9). How did the principal guide the implementation of vision?

The present study utilised both quantitative and qualitative approaches to
explore the above questions. For the quantitative research questions (1-3), the
researcher used two questionnaires. The Multifactor Leadership Questionnaire-the
MLQ 5X (short) developed by Bass and Avolio (2002) was used to measure the
principals’ leadership behaviour (See detailed information in Chapter 3). The School
Culture Survey developed by Gruenert (1998), was used to measure school culture

(See detailed information in Chapter 3).

Following the quantitative analysis the school ranked the highest on both
school culture and transformational leadership was further investigated using
qualitative methods (observation, interview, and documentary search) and guided by

the research questions 4-9.

4.2 Sample Profile

The following Table 4.1 describes the sample profile (sex, age and work

Xperience) of the participants in this study.
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Table 4.1 Demographic Data of Participating Teachers.

Variables Frequency Percentage
Gender 961 67.4
Female 407 28.5
Male 58 4.1
No response
Age
Lower than 35 years old 728 51.1
Between 36-45 years old 452 31.7
Above 45 years old 227 15.9
No response 19 1.3
Teaching Experience
5-10 years 777 544
11-15 years 213 14.9
16-20 years 134 9.4
Over 20 years 199 14
No response . 103 7.2

n=1,426

Table 4.1 also indicates that 728 or 51.1% participants were under 35 years old,
452 or 31.7 % were between the ages of 36 and 45, while 227 or 15.9 % were over 45

years of age and the remaining 19 or 1.3% did not respond.

In regards to work experience, Table 4.1 shows that the majority of the
participants, 777 or 54.4% had 5-10 years of work’s experience, 213 or 14.9 % had
between 11 to 15 years, and 9.4 % had between 16. to 20 years. A total of 199 or
14.0% had over 20 years of experience while 103 or 7.2% did not respond. Detailed

demographic data of individual schools can be found in Appendix G.
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4.3 Perceived Transformational Leadership Behaviour of

Principals

To investigate the research question “To what extent, do Gabrielite principals
practise transformational leadership”, the researcher employed the Multifactor
Leadership Questionnaire (MLQ, Form 5X-short) to measure the leadership behaviour
of principals perceived by the participating teachers. The number of respondents who
completed the MLQ from the schools of the Brothers of St. Gabriel was 1426.
The score ranged from a minimum 0 to a maximum of 4. The overall mean for the
transformational leadership was 2.42, with a standard deviation of .590; the mean for
the transactional leadership was 2.36, with a standard deviation of .607; and the mean
for non-leadership was 1.99, with a standard deviation of .525. It can be implied that
the respondents viewed the majority of Gabrielite principals as transformational
leaders. The following Table illustrates the mean scores of transformational
leadership of principals, perceived by the partiéipating teachers in each school.
(Details of descriptive statistics of Leadership Behaviour and School Culture for Each

School can be found in Appendix H).
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Table 4.2 Transformational Leadership Behaviour Mean Scores as Measured by

the Multifactor Leadership Questionnaire.

School Mean Standard Deviation
Assumption College, Samrong (ACSR) 2.34 510
Montfort College (MC) 2.70 510
Assumption College, Lampang (ACL) 2.10 621
Assumption College, Thonburi (ACT) 2.11 536
Assumption Commercial College (ACC) 2.36 .699
Assumption College, Ubolrajthani (ACU) 2.47 587
Assumption College, Nakornrajsima (ACN) 2.38 547
Saint Louis College (SL) 2.77 472
Assumption College, Sriracha (ACS) 2.52 522
Assumption College, Rayong (ACR) 2.73 370
Saint Gabriel College (SG) 2.46 561
Assumption College (AC) 2.34 546
Overall 2.42 590

*The Score ranges from 0 (minimum) to 4 (maximum).

The Table 4.2 shows the mean scores of transformational leadership of each

school. As can be determined from Table 4.2, the Saint Louis College principal

obtained the highest mean score of 2.77 on transformational leadership.

4.4 School Culture

In answering the research question “What type of school culture exists in
Gabrielite schools”, the researcher employed the School Culture Survey to measure
the existing school culture perceived by the participating teachers. The number of

fespondents who completed the SCS from the schools of the Brothers of St. Gabriel
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was 1426. The scores ranged from a minimum of 1 to a maximum of 5. The overall
mean for collaborative leadership was 3.62, with a standard deviation of .626; the
mean for teacher collaboration was 3.52, with a standard deviation of .588; the mean
for professional development was 3.98, with a standard deviation of .494; the mean
for collegial support was 3.75, with a standard deviation of .616; the mean for unity of
purpose was 3.74, with a standard deviation of .482; the mean for learning partnership
was 3.94, with a standard deviation of .533. It can be implied that professional
development predominantly existed in the culture of the Gabrielite schools with an
overall mean of 3.98. The following Table shows the overall mean scores of each

factor of school culture.

Table 4.3 Overall Mean Scores and Standard Deviations of School Culture in

each Factor
School Culture Mean Standard Deviation
Collaborative Leadership 3.62 026
Teacher Collaboration 3.5z 588
Professional Development 3.98 494
Collegial Support 3.75 616
Unity of Purpose 3.74 . 482
Learning Partnership 3.94 533
Sum of School Culture Score 3.72 473

*The Score ranges from 1 (minimum) to 5 (maximum).
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4.5 The Relationship between Principals’ Leadership Behaviuor and

School Culture

To respond to the research quesﬁon “Is there a significant relationship between
Jeadership behaviour and school cuiture?” the researcher employed Spearman Rho
(See Appendix I) to measure the association between principal’s leadership and
school culture. The result of this analysis indicated transformational leadership
behavior of principals has a significant relationship with school culture (r = .193*¥*,
p < .001). It can be implied that there is a positive relationship between
transformational leadership of principals and the school culture. In this case, the
relationship between transformational leadership behaviour of principals and school

culture is significantly related. However, the main purpose of this research is not to

study the relationship of the two variables but to explore how the principals exercised
leadership in creating the impact on their school culture. As such, only one school was

selected for this objective.  The following section will illustrate how the school is

selected.

4.6 Selection of School

To investigate further how transformational leadership of principals has created

an impact on school culture, qualitative approach had been employed. To achieve this
objective, rankings were utilised to select the school. The criteria for the selection was
that the school that obtained the highest rankings for both transformational leadership
of principal and school culture was selected for further study. The following

ustrates how the ranking was carried out.
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The following procedure was used for selection of the school.

1. The average scores of transformational leadership in each school were
computed as well as the average scores of school culture that existed in each
school.

2. Next, the Ranking was applied to the average score of each factor using
Weighting Scores of 1-12. The weighting score of 12 represented the school
that had the highest grand score, 11 represented the school that had the grand
mean score next to the highest, following through to the weighting score of
1, which represented the school that had the lowest grand mean score.

3. After ranking the average scores to each factor of both instruments in each

school, the addition of the weighting scores of each factor in each school was

made and the ranking was arranged according to the highest score each
obtained from the summation of the two factors. The school that obtained the

highest aggregate ranking was selected for further qualitative study.

The following presentation illustrates the sum of weighting score of the two

variables of each school.




! 147

Table 4.4 The Sum of the Weighting Score of Total Ranking of each School

Total Mean Weighting Total Weighting

School Scores of Score of Mean Score of Total
Tral}sfor- Transfor- Scores of School  Ranking
mational mational School Culture

Leadership  y.eadership Culture

Saint Louis College 2.77 12 3.98 12 24
(SL)

Assumption College, 2.73 11 3.97 11 22
Rayong (ACR)

Assumption College, 2.52 9 3.85 9 18
Sriracha (ACS)

Assumption College, 2.34 3 3.86 10 13
Samrong (ACSR)

Montfort College 2.70 10 3.67 6 16
(MC)

Saint Gabriel College 2.46 7 3.78 8 15
(SG)

Assumption College, 2.47 8 3.74 7 15
Ubolrajthani (ACU)

Assumption 2.36 5 3.61 4 9

Commercial College

(ACC)

Assumption College 234 4 3.67 5 9

(AC)

Assumption College, 2.38 6 3.59 3 5

Nakornrajsima (ACN)

Assumption 2.10 1 3.55 2 3

College,Lampang

(ACL)

Assumption 2.11 2 3.53 1 3

College, Thonburi

(ACT)

Table 4.4 indicates the sum of the weighting scores of each school.
The results shown in the Total Ranking Column indicates that Saint Louis College
had obtained the highest scores on both variables. Therefore, Saint Louis College was

selected for further study.
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4.7 Introduction

This second phase of study was carried out using qualitative research.
Iis intent was to explore in depth the practices of the selected individual principal,
whose school obtained the highest scores on both variables-leadership behaviour and
school culture. It is assumed that knowing what principals do is not sufficient to
understanding the role of leadership in establishing and maintaining school culture
through the conduct of internal activities. A rich understanding of how and why
principals do what they do is essential in order to fully understand and to use this

information to improve future practices (Spillane, Halverson, & Diamond, 2001).

In this study a qualitative approach was selected because qualitative research
sets a stage for identification and investigation of variables in a natural setting (Patton,
1990). 1t allows researchers:

1. To be concerned with the process, rather than the outcomes or products.

2. To be interested in meaning-how people make sense of their lives,

experience, and their structures of the world.

3. To be primary instrument for data collection and analysis.

4. To be involved in field work and

5. To be able to build abstractions, concepts, hypotheses, and theory from

details (Merriam, 1988).

The inguiry methods in this qualitative part of the research included
Observation, interview, and document search. Observation was carried out to gain first

hand data in its natural setting. A number of visits to Saint Louis College were paid to
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obtain this first hand information. The purpose was to observe a wide range of
pehaviours of students and teachers, to capture a variety of their interactions and to
openly explore school artefacts. Then interviews of participating teachers were
conducted as the main source for data analysis. The interviews were completed within
four days; each day’s interviews lasting approximately four hours, and including 15
teachers. Documents such as minutes of meetings, history of the school,
administrative documents and memos that were recorded during the mandate of the
current principal were collected. These documentary data were examined to see if
they corroborated with the interview data. The following section presents a summary

of the findings collected by the above methods.

4.7.1 Summary of Findings

4.7.1.1 Observation

To explore the day to day life of Saint Louis College, certain observations
were made on the site. Schein (1992) suggested that culture can be reflected at
different levels. These levels range from the very tangible overt manifestations that
One can see and feel fo the deeply embedded, unconscious basic assumptions, which
are the essence of culture. The level that is visible to the observer is called ‘artefacts’
(Schein, 1992, p. 17). Artefacts include the visible products of the group such as the
architecture of its physical environment, its language,-its technology and products, its
artistic creations, and its style as embodied in clothing, manner of address, emotional
displays, myths and stories about the organisation, and so on. The artefacts can lead to

the identification of major images and root metaphors that reflect the deepest level of
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the culture (Gagliardi, 1990). The artefacts also can reaffirm the portions of existing

culture that may lead to the understanding of the whole culture (Schein, 1992).

However, it 1s important to note that the main purpose of this study is to
explore the pattern of leadership behaviour of the selected principal, not to analyse
school culture. Findings from the observation therefore serve as a reaffirmation for

the themes that emerge from the interviews.

Qualities of transformational leadership of the Saint Louis principal were
evident when the life of the school was observed. Intellectual stimulation and
inspirational motivation were clearly apparent as the college offers three levels of
education on the same campus: Nursery, Primary, and Secondary. Inevitably students
at each level would be inspired daily and motivated to work harder and progressively
achieve a higher level of study as teachers were motivated and inspired by principal

leadership.

The principal tried to create an effectivé learning environment (Reynolds,
Sammons, Stoll, Barber, & Hillman, 1996) by ensuring that, on a daily basis, students
absorbed the important subjects such as science, mathematics, and English. In each
primary classroom, a corner was dedicated to one of these subject areas in order to
ncourage and motivate student interest and learning. Learning kits and tools for
various subjects were neatly put in their proper places. The library with its audio-
visual and teaching media was clearly inviting to the students. Students stood in

Queues, waiting for their turn to use various media. Special areas were arranged
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‘:. where they could watch videos or CDs and read, or make notes, in the library.

This supports Richards and Engle’s view that learning will flourish when the leader

creates a conducive leamning environment (Richards & Engle, 1986, p. 206).

AT S T A

Individualised consideration (Bass, 1985) for students was also demonstrated
as it appeared that in each of the sections, students were actively involved in the
creation of a positive school atmosphere. They were divided into groups according to

their interest in studying posters and their peers’ work, which was orderly and

attractively displayed on all class-room walls.

A strong religious culture and a respect for the local culture are instilled in
students and teachers through artifacts visible on the outside and within the school
buildings. The Thai culture is not neglected and respect is shown as is evident in the

display of pictures and statues of the present King and Queen, and the former Thai

kings in the Library.

A statute of Our Lady occupied a prominent place in the school. It was
noticeable that each building and important rooms were named after patron-Saints of
the school, for example, Assumption Building, Martin Hall, and Montfort
Auditorium. On the veranda of each building, a motto or slogan was displayed.

A cross was hung on the wall in the centre front of each classroom, above the black

board,
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Cleanliness was obvious everywhere. The school grounds were clean and
when any litter fell on the ground, it would be picked up by the staff member who
happened to pass by. All buildings were clean as students are requested to remove
their shoes before entering classrooms. Qutside the classroom, student-shoes were in
straight lines along the wall. A waste bin was in a corner of each classroom. Toilets
were not obtrusive or offensive. Hence, cleanliness is much noticeable in the school.
It can be concluded that the care from the principal has been spelled out over all the

school.

In addition, the various factors that enhance school effectiveness seem
apparent as the principal provides frequent monitoring and a safe and orderly
environment for the students (Lezotte, 1997). Moreover, the school seems to have a
strong, positive student-focused culture (Deal & Peterson, 1999). These qualities are
evident in the students who were very active. Some older students, at lower
secondary school level, were having examinations and were clearly on task.
The teachers who were proctoring did so with great attention. While proceeding to
kindergarten section, some nursery students were creativeiy exploring what they
could do with the balls or among balls, in the ball pool. They hesitated for some time
and then grasped the ball and threw it to each other laughing. The supervising
teachers, were empowered (Wren, 1998; Kouzes & Posner, 1993) to look after them
with watchful eyes but did not interfere. Hence students were able to play freely and
creatively. Two of the nursery students in the ball pool were tired and were resting
on the laps and in the arms of the two attending teachers. They seemed to feel safe

and secure in this school atmosphere. In various places in the grounds, there were
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© some students sitting in shady areas, reading and chatting. They seemed to feel safe as

~ well.

Home-school partnership (Mortimore, 1996) and parental mvolvement
(Purkey & Smith, 1982; David, 1989; Oakes et al., 1993) essential for school
effectiveness seem to exist at the college as the younger children were happily eating
with friends in the care of participative parents who volunteered for lunch

supervision.

Pupils’ responsibility (Reynolds et al., 1996) and morality (Wren, 1998;
Kouzes & Posner, 1993) were evident as shown by the fact that the older students,
who were eating in the canteen, ate quietly and those who had finished eating, tidily
and carefully put food scraps into the recycling bin and placed crockery and cutlery

into the appropriate trays. Those who were playing in groups were respectful towards

visitors.

Overall, the school was clean, in good order and shady. Buildings were named
after the patron-saints. The statute of Our Lady occupied a prominent place in fhe
school. The classrooms were attractively decorated. Students were well-disciplined.
They behaved well and appeared enthusiastic about study. Teachers were attentive to
their students. Many teachers used teaching media in classrooms. The atmosphere in

general was conducive to learning.



e g

154

It is important to note that Thailand is a Buddhist country in which 95% of the
population  are Buddhists (Office of National Education Commission, 1999).
According to the Buddhist belief, to desire and want for one self brings about hatred,
jealousy and 1ll-will, which causes misery, unhappiness and suffering. Buddhist
monks are not to accumulate wealth and are only allowed to own the barest of earthly
possessions, such as their robe and begging bowl. The monks have necessities such as
food offered to them by the laity without cost, so they are able to avoid the desire for
gains and the accompanying ills (Jumsai, 1980, pp. 2-39). According to Burstall
(1993), Thai Buddhist faith has a great influence on the culture and character
development of the Thai people. This is reflected in the following teacher interviews

when speaking about the principal of Saint Louis College.

4.7.1.2 Interviews
The following description is a summary of the interviews with the 15 teachers
who possessed the following criteria:
1. They were well informed about how the internal activities of the school are
conducted.

2. They were involved in those activities.

These teachers comprised 8 female teachers and 7 male teachers. They held
different positions ranging from the class teacher to head of department. Four were
class teachers, 5 were subject- heads, 3 were assistant-heads of department and 2 were

heads of department. Face-to-face interviews were held with the researcher, cach

terview lasting approximately one hour.
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The interview questions centred round the following five guided questions:

1. What was the vision of the selected principal?

2. How did he communicate the vision?

3. How did he relate to his teachers?

4. How did he develop the organisational culture through the conduct of
school activities?

5. How did he guide the implementation of his vision?

It is important to note that the following findings were based on the responses
of the interviewed teachers to the same, or similar, questions. The responses were
grouped under different themes that emerged from coding and memoing the interview
and are considered crucial to integrate to understand how the Saint Louis principal

managed the school and conducted school activities, as perceived by teachers.

4.7.1.2.1 Images of the Saint Louis Principal

According to the interviews, the Saint Louis principal was described m a
variety of images. Some teachers perceived him as a father, looking after his children,
or to a monk, or a religious father, who always listened tfo teachers especially if they
had problems. Some even said that he acted as both a father and a helpful older
brother. Some teachers described him as kind, always providing opportunities and
encouraging teachers to think creatively and innovatively. Some other teachers
described him as courteous, always attentive and serious about his work, and available
to provide advice to teachers. Others described him as a good role model in whose

Company they always felt comfortable.
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4.7.1.2.2 Moral Foundation of the Saint Louis Principal
Where do such images come from? This is no doubt that the Saint Louis
Principal must be acting out of some conviction and belief. The interview results
showed that he based his convictions on moral and religious grounds. Some teachers
expressed the following views:
“He sees everyone as God’s children and so he gives them opportunities for

self improvement”.

Others commented:
“He motivates teachers through religious teachings, using God as a source of

encouragement”.

Another teacher added:
“He bases his management on ethical and moral principles. He loves all the

students and teachers”.

His beliefs were manifested in the way he held meetings. One teacher stated:
“Take for example, when there is'a meeting, or a seminar he will begin a

Prayer and ask God to guide the meeting or seminar”.

In times of need, he also puts his trust in God. One teacher shared:
“When the school wished to open a higher secondary section, there was no

Money to build. The principal always said that he asked God for money by doing
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good things. He said good deeds should be rewarded. Finally, the building was built

and a new section was opened”.

4.7.1.2.3 Relationship with Teachers
His moral foundation was reflected in his relationship with teachers. One
teacher shared:
“He allows teachers to get close to him. He listens, helps, and guides them,

especially when there are problems”.

Another added:
“He is usually kind and considerate. He inquires how teachers are and is

always friendly towards them”.

One teacher agreed and commented further:
“He motivates teachers by conversing with them, inquiring about their well-

being and giving them advice”.

In addition, the Saint Louis principal seemed to be open to teachers’ opinions.
One confirmed:
“He encourages teachers to voluntarily express their views freely. He never

forces or scolds teachers in order to get things done”,
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4.7.1.2.4 Involvement in School Activities
As school activities are considered to be important tools to build up the school
culture, another aspect for consideration is the way the Saint Louis principal was
jnvolved in those activities. One teacher shared:
“I am personally very involved in stude_nt activities and I find that the

principal supports every project”.

Another teacher confirmed the above view stating:

“He supports all the activities and makes suggestions as to how the activities

could be conducted™.

One teacher clarified the extent to which the Saint Louis principal was
involved. He explained:
“He does not supervise right from the beginning, but will participate in the

opening ceremony, observing the event and giving advice, if necessary”.

| ‘Another teacher explained further:
“If activities deal with Buddhism or other religions, the principal will not get
much involved but will assign teachers to be in charge of planning. However, if
activities are Christianity, he will attend and chair meetings. He will also follow up

from time to time”.
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Agreeing with the above, another teacher added:

“Mostly, the principal will preside over the ceremony, monitor it and later

evaluate the result. The result will be used to initiate changes the next time”.

4.7.1.2.5 Lifelong Learning
The Saint Louis principal was not only kind and considerate, he also
emphasised lifelong learning. One teacher shared:
“He provides opportunities for teachers to do research and provides learning
resources for students”.
“He recommends particular teaching/learning methods and asks teachers to do

further research”, one teacher added.

Another teacher elaborated:

“He supports teachers to further their studies because he believes life long
leamning develops people. He emphasises that every one should learn all the time from
nature, documents, children, even from colleagues, and use this learning to improve

the quality of their lives".

The principal not only encouraged life long learning, but he practised it
himself. One teacher revealed:
“When he comes across documents that are useful, he photocopies them and

distributes them to teachers. In meetings, he shares his experiences and thoughts.
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Moreover, he followed up on the documents distributed to teachers. One
teacher shared:

“In the meetings, he shares some of his ideas and suggests books for teachers
to read. He occasionally asks questions and follows up about the documents he

distributed™.

4.7.1.2.6 Overall View on School Administration
In summary, the Saint Louis principal managed his school through motivation
and understanding teachers as he always encouraged teachers to think creatively and
provided them opportunities for self-improvement. His management was based on
moral principles and religious belief. He encouraged lifelong learning and treated
teachers with kindness. The following ideas were shared by teachers who were

interviewed:

One teacher shared:

“The principal motivates teachers through religious teaching, asking God to

encourage them”.

Another stated:
“He uses the carrot more than the stick. Most teachers see that he uses only the

Carrot. The stick is used very little”.

Another added:
“His management is motivational. This makes teachers willing to do their

dufies voluntarily and results in stimulating them to help develop the school”.
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Another teacher had a different view, and stated:

“The principal tries to manage by helping teachers to understand themselves

better and thus they willingly perform their duties”.

Another teacher explained how he dealt with conflict:

“If there is a misunderstanding between teachers, he will ask both parties to
come together and discuss their differences”.

“Overall, he manages like a monk. His management is based on kindness. He
believes that every one can think and recognise their faults and so to become a better

person in the future”, one teacher concluded.

4.7.1.3 Documentary Search
Documentary analysis was another means of collecting data to better
understand the realities of the school. The documents included a history of the school,
minutes of meetings, reports, and teacher development programs. The aim was to find

a link between texts that enshrined the findings from interviews.

4.7.1.3.1 History of the School
According to the history of the Saint Louis College, the present principal was
the 15% serving principal. He was appointed in May, 1999. There were 3076 students
and 196 teachers under his leadership. This included ‘29 who were Catholic, while the
remainder were Buddhist. His leadership was evident in many areas such as academic
improvement, building maintenance, and improvement of grounds. To quote a few
€xamples, he beautiﬁed the area around the statue of Our Lady and planted trees for

shade to beautify the area. He also had marble tables and seaters erected around the
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! fees for the comfort of students. He landscaped the area between

- Gatsiammaharachinee and Wantamaria Buildings to create an attractive space for

gtudents. In addition, he had a path constructed between these two buildings.

The school history described that the principal repainted and renovated the
Satsiamaharachinee building and the toilet block beside the Music Room, the Sound
Laboratory in the St. Louis Building. He had classrooms partitioned in the Montfort
Building and a new system of electrical wiring put in to supply extra power for the

computer laboratory.

In response to new requirements of the Education Act, it was reported that the
principal established a committee to oversee the improvement of the teaching and

learning of students. He commenced a Teachers and Parents’ Association.

The brief history of the school supports the findings from interviews that the
Saint Louis principal had a far-reaching and comprehensive vision. He developed the
school in many ways. He improved the school environment with building renovation
and landscaping projects, and emphasised order and cleanliness throughout the

school. He greatly improved teaching and learning, and encouraged parent

involvement.

4.7.1.3.2 Minutes of Meetings and Reports
Minutes of meetings mostly dealt with issues concerning teacher training,

academic improvement and competition, and school activities. Some issues




" demonstrated the involvement of teachers in school administration, such as open

discussion about teacher salaries and a bonus policy. Regulations and procedures were

also discussed such as the use of lifts, rules of engagement for teachers’ school
activities. Also the proposals on school development were brought in. Reports on

school activities and teacher progress had been regularly submitted in the meetings.

The following are the excerpts of the minutes of one meeting, held on the 3"

T VTR TR T A L T T A Y,

February, 2002, The following main points were noted:

School’s objectives and policies. Teachers must act ethically and not be

influenced by materialistic ideas. They were urged to remember the purpose of
existence and to endeavour at all times to contribute constructively to society.
They were urged to try to get to know students and treat them as individuals.
They were encouraged to make their classroom environment conducive to
learning, encourage students’ involvement, and engage them in the process of
learning. The school expected teachers to work as a team as the achievement

of students lay in the way teachers collaborated with one another.

Activities. The celebration of the school’s 50 annpiversary was planned and
duties and responsibilities of teachers involved were discussed and assigned.

Academic activities were also proposed.

Announcements.
The following items were an excerpt of an announcement:
1. Impending visits from the Educational Authority were announced and

preparations scheduled. At a later meeting, an announcement was made to
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staff regarding the positive response from the educational authority and the
staff involved in the visit were thanked. Requests for continued cooperation
were made and recommendations for improvement from the inspectors
were announced.

2. Education news and changes. The meeting discussed changes in instruction
from the traditional approach to one which was more student-centred.
Documents concerning this were distributed and teachers were asked to
study these documents. Teachers were also requested to keep a portfolio of
their work for later inspection. To encourage teachers to use teaching
media, a competition was held and criteria were announced.

3. Social and Moral Issues. Teachers were cautioned to be professional with
parents who came into contact with them. Be polite and kind, not angry or
harsh. Teachers also were asked not to punish students. If punishment was
necessary, ensure that it is constructive.

4. Election for new president of the Teachers and Parents Association.
The date and schedule were announced and teachers were asked to

encourage parents to participate on the election day.

Various. Problems occurring in various sections were discussed and solutions
were proposed. Teacher harmony was emphasised and a sports activity was

proposed for Friday evening.
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4.7.1.3.3 Teacher Seminars
According to records kept between 2000-2002, 185 seminars and teacher
conferences were conducted for staff inside and outside the school. The topics were
varied and included teaching and learning techniques, the use of the internet, creating
one’s own website, school management, and green classroom projects. Seminars and
teachers’ conference were conducted regularly throughout the year. Thus, teachers

had continued opportunities to improve. Examples include:

Table 4.5 Example of Teacher Seminars in the Year 2000

Order  Title of Seminar Venue Participants Date/Time

1. The processes and Sunbeach Hotel, Teacher A. 10-12 May,
development of the  Cholburi Teacher B. 2000
learning and _ Teacher C.
teaching through Teacher D.
different teaching
techniques

2. Seminar for the Brother Somporn 25 May,
St. Gabriel school 2000
administrators

3. Seminar for Centre for Teacher F. 26-28 May,
developing Personnel Teacher G. 2000
academic Development, Teacher H.
administrative work  St. Gabriel
according to Foundation,
academic Thailand

development plan
for St. Gabriel

Schools, Thailand
4. 1/2000°s Meeting Foundation Brother Meesak 29-31 May,
for Building, 2000

Rectors/Directors Bangkok
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Order  Title of Seminar Venue Participants Date/Time

5. Meeting for Green = Bangprakong Brother Sompomn 2-4 June,
Classroom, 5% Training Centre,  Teacher L. 2000
Group, Green Chachoengsao
Classroom Project

6. Workshop Seminar  Royal River Teacher J. 9 June,
on “The Arts of Hotel, Teacher K. 2000
Teaching Thai Bangkok Teacher L.
Language in the
Education Reform
Era” at the Primary
Level

7. Meeting for Rules  The Assembly Teacher M. 2-4 June,
for District Volley  Hall, Srivorakarn 2000
Ball Tournament School, Finance

Chachoengsao

8. Work Study on Assumption Teachers N. 10 June,
Accounting and University, 2000
Finance Bangkok

9. Academic Meeting  Kasetsart Teacher O. 12 June,
on Teaching of The University, 2000
Thai History at Bangkok
Primary and

Secondary School
Level

Beside seminars outside the school, experts in various subjects were invited
into the school to demonstrate and train both teachers and students from time to time.
Teachers were also encouraged to evaluate themselves for their own improvement
tvery year. As the school had provided opportunities, they were expected to perform

their duties professionally and responsibly.
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The inter-text excerpts confirmed findings from both quantitative and
qualitative data. The Saint Louis principal attached appropriate importance to all
educational aspects including teacher development, building maintenance and school
environmental surrounding. A number of seminars and conferences were conducted
indicating evidence of the Saint Louis principal’s concern. The various seminar topics
also showed that Saint Louis principal endeavoured to provide programs for the
development of teachers in response to the requirements of the new Education Act.
Improvement of the school environment and careful maintenance of buildings

indicated that his interest extended even beyond the classroom.

The following discussion chapter will explore at greater depth into the
findings of the study. The chapter will present the summary of the study and the
discussion of both quantitative and qualitative findings. The identification of a

leadership pattern of the selected principal will also be included.
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CHAPTER 5

DISCUSSION

5.1 Introduction

As stated in this research, the purpose of this study was to describe the types
of leadership behaviour of principals and the school culture in the schools of the
Brothers of St. Gabriel, in Thailand, in order to identify the pattern of leadership
behaviour of a selected principal in relation to the conduct of internal school

activities. This chapter provides a summary of the study and a discussion of the

results.

5.2 Summary of the Study

The present two phase study was conducted in twelve schools of the Brothers
of St. Gabriel. One thousand four hundred and twenty six teachers participated
voluntarily in the study. The first phase was carried out using a quantitative approach
and thé second a qualitative approach. The purpose of the first phase was to describe
the leadership behaviour of principals and the school culture existing in the Gabrielite
schools, and also to explore any relationship between the two variables. In the second
phase, the leadership behaviour of the selected principal was explored to identify the
Patterns of leadership in relation to the conduct of internal school activities, using

ranking as a selection tool.
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It is important to emphasise that the main purpose of this study was not only to
explore the relationship between the variables, but also to study in-depth what the

selected principal did and why he acted as he did.

In the following section, the findings for each research question will be
discussed:

1). What types of the leadership behaviour do Gabrielite principals practise?

2). What types of school culture exist in the Gabrielite secondary schools?

3). Is there a relationship between the leadership behaviour of principals and

school culture in these schools?

This will be followed by an interpretation of the qualitative data from the

second phase of study.

5.3 Discussion
5.3.1 Description of Leadership Behaviour of Gabrielite
Principals

The specific research question [.1 sought to explore the types of leadership
behaviour of principals in the schools of the Brothers of St. Gabriel. The Multifactor
Leadership Questionnaire developed by Bass and Avolio (2002) was used to assess
the leadership behaviour of the selected principals. The instrument contéined 45 items
that asked for a five-point Likert response, indicating the frequency with which the

principals exhibit a particular behaviour or evoke a certain response. The instrument
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comprises three types of leadership behaviour: transformational, transactional and

s non-leadership.

The results indicated that the majority of Gabrielite principals were
~ transformational leaders. The schools with transformational leaders were Montfort

College (MC), Assumption College, Lampang (ACL). Assumption College, Thonburi

. (ACT), Assumption College, Ubolrajthani (ACU), Assumption College

Nakornrajsima (ACN), Saint Gabriel College (SG), and Assumption College (AC),

while the remaining schools had transactional leaders.

It can be inferred that more than half of the Gabrielite principals exercised
transformational leadership in their dealings with teachers. The qualities of
transformational leadership are idealised influence, inspirational motivation,

intellectual stimulation and individualised consideration (Bass, 2000).

Idealised influence occurs when leaders build followers’ respect and trust by
behaving in a fair manner and doing what is right rather than what is expedient. Pillai,
Schriesheim and Williams (1999) maintained that idealised influence is envisioning,
confident and sets high standards for emulation. Hinken and Tracey (1999) defined

idealised influence as behaviour that results in follower admiration, respect, and trust.

It involves risk sharing on the part of leaders, a consideration of follower needs, and

ethical and moral conduct.
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Inspirational motivation is the second component of transformational
. jeadership. Bass (2000) stated that inspirational motivation occurs when leaders
increase followers’ awareness of the mission and vision toward which they are
. working, raise the followers’ expectations of what they can achieve, and motivate

them to pursue the group’s goals.

In addition, the leader communicates high expectations, uses symbols to focus
efforts, and expresses important purposes in simple ways. Moreover, the leader
provides followers with challenges and meaning for engaging in shared goals and
undertakings. Leaders tend to focus on the best in people - on harmony, charity, and
| good works. Lastly, leaders are concerned both inwardly and outwardly about what can

be achieved for the group, organization, or society for which they feel responsible.

The third component of transformational leadership, according to Bass (2000),
is intellectual stimulation: leaders encourage followers to question the way they do
things and look at old problems from new and differing perspectives. This gives rise
to creative thinking and innovation, which promotes intelligent rationality and careful

problem solving.

The last component is individualised consideration. Bass (2000) explained that this
tomponent describes leaders who consider the needs and abilities of followers. The leader
treats each follower as an individual and provides coaching, mentoring and growth

'  Opportunities.  Shamir (1999) concluded that leaders help develop followers into selft

- leaderg,
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In the present study, principals who displayed the qualities of transformational
1 [eadership obtained only moderate scores. Their overall score was 2.42 (See Table
42). As noted by Bass (2000), the highest form of transformational leadership is
idealised influence. From the overall score, it would seem that most of the Gabrielite
principals exhibit transformational leadership behaviour more in the components of
inSpirationai motivation, intellectual stimulation and individualised consideration and

less in idealised influence,

These findings suggest that, although most of the Gabrielite principals
exercise transformational leadership, they do not seem to do so fully. They may at
times give good example to the teachers but do not do so consistently and try to build
trust in their teachers, but do not treat all of them equally. When it comes to school
vision, they may try to motivate teachers by setting a clear vision, but occasionally
fail to implement that vision. They may encourage teachers to pursue school goals but
not always in a hannonious way. They may also encourage group achievement, but

not every group is equally encouraged.

In terms of intellectual stimulation, Gabrielite principals may encourage their
teachers to solve problems with new knowledge, but in the preferred way of principals
by looking at old problems from the perspective of the principals. When it comes to
individualised consideration, it can be inferred that principals may have consideration
for individuals, but this may not be the case for all teachers. Principals may be

¢oncerned about teacher development, but in a way the principals would like them to
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'; develop. The emphasis is likely to be placed on the traditional subjects like science,

3

. mathematics, and English, as favoured by parents.

The mean score of Gabrielite principals on transactional leadership was 2.36.
This indicated only a moderate level of transactional leadership. These principals may
also practise some aspects of transformational leadership and non-leadership, but less

than transformational principals.

It is important to note that all leaders participate in some type of exchange for
performance (Bass, 1985). Those who are perceived as transformational leaders
exhibit more transformational than transactional behaviours, and transactional leaders
display the transactional leadership behaviours (Marks, 2002). This means that the
same principal can be both transformational and transactional (Bryman, 1992).
However, Bass (1985) argued that transformational leadership builds on transactional
leadership but not vice versa. The models differ in the process by which the leader
motivates followers and in the type of goals set (Hater & Bass, 1988). Bass (2000)
concluded that every effective leader displays both transformational and transactional

behaviours, but transformational leadership goes beyond the level of exchange.

An examination of the leadership behaviour of principals is essential for
Principals who wish to facilitate desired change in their schools. This is because of the
transforming effect the principal has upon the school environment and individual
teachers (Tichy & Devanna, 1990). Specifically, studies ha{re shown that different

leEidership styles affect the level of follower performance within an organization
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(Shea, 1999; Holdnak, Harsh, & Bushardt, 1993). Alsubie (1997) argued that
jeadership behaviour has an impact on followers’ satisfaction. In addition, Butler and
Cantrell (1997) found a strong indication that leadership behaviour affects both job

g satisfaction and productivity of group members.

Other research supports these findings. According to Snowden and Gorton,

(1998}, irrespective of the type of leadership a principal exercises, teachers will be
affected by leadership behaviour. The researchers regarded a school administrator as
someone who can attempt to bring about change, but position power alone does not

determine leadership. Pounder, Ogawa and Adams (1995) found a strong relationship

between the leadership behaviour of the principal and organisational commitment, or
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loyalty and devotion to the success of the organisation.

Therefore an understanding of leadership behaviour is important for the
present Gabrielite principals who want to facilitate desired change in their schools.
Such an understanding helps determine the appropriate behaviour of principals in
strengthening the performance of teachers and also creating and improving school
conditions conducive to the desired change. This understanding also helps provide

guidance to future principals and assists them in developing their practices.

5.3.2 School Culture in Gabrielite Schools
In relation to specific research question 1.2, it is essential for principals to
understand the culture of their schools because culture is the key to successful school

change and improvement (Hargreaves, 1991). School culture is considered to be the
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guiding beliefs and expectations evident in the way a school operates in reference to

how people relate (or fail to relate) to each other (Fullan & Hargreaves, 1996). In fact,

it has an impact on the way teachers do things and relate to others around them
(Cunningham & Gresso, 1993). Dain (1993) suggested that if change is to take place,

the culture of the school must be shaped to accept the changes.

S

In addition, school culture can enhance coordination and control within the

school, improving goal alignment between the school and the members, and

increasing teachers’ motivation (O’Reilly & Chatman, 1996). Culture also plays a
major role in school restructuring and school improvement (Deal & Peterson, 1999).

Hoy and Hannum (1997) conducted research on school effectiveness and suggested

that culture is an important aspect of effective schools. They provided data to support
the theory that school culture may have a positive correlation with student
achievement. Their study concluded that healthy interpersonal dynamics within

schools are related to the academic achievement of students.

Snowden and Gorton (1998) reported that a principal has the power to
influence and mould school culture in positive ways. School principals also have the
Power to create successful school cultures if they are able to work with teachers,

Students and community members to form a bond with one another to create

commitment to common values and beliefs.

Norris (1994) suggested that to help shape a positive school culture, principals

should fearn about existing culture; tap into the formal and informal communication
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i {inks of the school; meet teacher needs and recognise accomplishments; promote
professional development; create a learning environment; mode] their vision for the

~ school; and hire the right people.

In the current research, the School Culture Survey developed by Gruenert
(1998) was used to study school culture. The results can assist principals to
understand the present culture of their school, particularly the collaborative nature of
their culture, which is considered in this study as the most effective type of school
culture. This also may aid both principals and their teachers as they work to create a
highly effective school for their students. As Prince (1989) stated, improvement can

occur as the culture changes.

Gruenert (1998) developed this instrument on school culture after reviewing
the existing literature and research concepts for an initial set of constructs and items to
be tested. His instrument contained 35 items, which were classified into six factors as
listed below:

1). Collaborative Leadership

2). Teacher Collaboration

3). Professional Development

4). Unity of Purpose

5). Collegial Support

6). Learning Partnership
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The following analysis was based on the above typologies of school culture,

developed by Gruenert (1998).

The findings in the present study showed that the dominant school culture in
the school of the Brothers is Professional Development with an average score of 3.98,
followed by Learning Partnership with an average score of 3.94. The next highest
score was Collegial Support with an average score of 3.75, followed by Unity of
Purpose with the average score of 3.74. Finally, Collaborative Culture had an average
score of 3.62, followed by Teacher Collaboration with an average score of 3.52 (See

Table 4.3).

These findings suggest that Gabrielite schools are giving due importance to
continuous personal development and school-wide improvement (Professional
Development, average score 3.98). Teachers attend seminars to update professional
knowledge and instructional practice. In addition, the results (Leaming Partnership,
average score 3.94) indicéte that teachers, parents, and students work together for the
common good of the student. Parents and teachers share common expectations and
communicate frequently about student performance. Parents trust teachers, and

students generally accept responsibility for their schooling.

Most teachers perceived the culture of their school to value Collegial Support,
with the mean score of 3.75. This suggests that teachers work together effectively.
They trust each other, value each other’s ideas, and assist each other as they work to

accomplish the tasks of the schools.
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The item Unity of Purpose obtained a mean score of 3.74, which implies that
teachers work to some degree toward a common mission for the school. They have a
moderate understanding of the mission and give support to some extent to fulfilling

the mission.

The item Collaborative Leadership obtained a mean score of 3.62, which can
be interpreted to mean that principals have established and maintain to a moderate
degree collaborative relationships with school staff. Teachers’ ideas and input are not
highly sought. They are not frequently consulted when crucial decisions are made and
their support for risk-taking, innovation and sharing of practices with the principals is
only moderate. This may be because principals still cling to their power. They believe

that teachers may not be capable of managing all their given tasks.

Lastly, the item Teacher Collaboration obtained a mean score of 3.52
suggesting that teachers do not engage in constructive dialogue that furthers the
educational vision of the school, or do so only to a minimal extent. Teachers do not
observe and discuss teaching practices, rarely evaluate programs and do not develop

an awareness of the practices and programs of other teachers.

Overall findings indicate that the Gabrielite schools are doing well in the areas
of Teacher Development (average score 3.98) and Learning Partnership (average
Score 3.94), and scoring moderately well in the areas of Collegial Support (average

Score 3.75) and Unity of Purpose (average score 3.74). However, Gabrielite schools
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are doing less well in the areas of Collaborative Leadership (average score 3.62) and

Teacher Collaboration (average score 3.52).

In general, most Gabrielite principals tend to pay attention to the development
of their teachers. As a result of the principals’ attention, teachers are alert to
improving themselves and also attentive to the needs of parents and students.
They can work together for the common good of their students. It is not surprising to
see that the majority of teachers trust each other and value each other’s ideas, since
they are very much oriented to new ideas and innovation, by attending seminars and
meetings initiated and conducted by their principals according to the mission of the

school.

However, when it comes to cooperation with department-heads and across
different departments, the scores (3.62) and (3.52) are not high. This suggests teacher-
heads may not give due importance to teachers’ ideas nor engage teachers in decision-
making. They seem to trust their professional judgement to a lesser extent and thus

cooperation across different departments is not fully realised.

These findings are consistent with those of ILeithwood et al., (1999).
They studied principals who were particularly successful at school improvement as
Compared with their less-effective peers. The researchers found these principals
strengthened their schools’ culture, used symbols to express cultural values, and

shared power. Above all, they fostered staff development.
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5.3.3 Relationship between Principal’s Leadership Behaviour

and School Culture

Schein (1992) described the relationship between leadership behaviour and
school culture as “two sides of the same coin in that leaders first create cultures when
they create groups and organisations” (p. 15). Sergiovanni et al,, (1999) spoke of
school culture and leadership as reacting to each other. They further stated that school
culture does not just happen - it is formed and school administrators play a big part in
what beliefs, values, and assumptions are the most important in the existing school
culture, as they can determine what is communicated to whom, who receives resource

allocations and who is in receipt of rewards and discipline.

Furthermore, Ortiz (1986) suggested that for leaders to succeed in creating a
positive school culture, they must bring about change through activities, relational
patterns, and attitudes. Firestone and Wilson (1984) further suggested that principals
must recognise their own values, task definitions and commitment before moving to
the type of culture they prefer. In addition, Sergiovanni et al., (1999) claimed that a
school leader must move far away from the managerial concerns, political happenings
and interpersonal psychology and move towards behaviours that centre around
“understanding, using, and, if necessary, reconstructing school artefacts, perspectives,

values and assumptions” (p. 143).

The literature cited indicates a significant relationship between leadership and
Culture. It also corresponds to the main concern of the researcher regarding how

Gabrielite principals can maintain their mission and also create desired change as
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' required by the Education Act of 1999, through the acceptance and support of

teachers and others concerned. It is for this reason that the specific question was asked

«Is there a relationship between the leadership behaviour of principals and school

. culture?”

WM@,&‘_‘.TM PP

Findings indicated that there were four schools, - Assumption College,
Samrong, Assumption Commercial College, Assumption College, Rayong and Saint
Gabriel College-where relationships between leadership behaviour and school culture
showed significant values of .34%, .50*, 38*, and .49*, respectively. (See Appendix I)
Of the four schools, Assumption Commercial College had the highest significant
value (r = .50) between transactional leadership and school culture. The results also
indicated that of the two schools whose principals were considered transformational,
namely Assumption College, Samrong and Saint Gabriel, Saint Gabriel College had

the highest significant score (r = .50).

When each school is considered individually, the teachers at Assumption
Commercial College perceived their principal as a transactional leader with the score
of 2.41. In terms of school culture, the teachers rated their school high in Learning
Partnership (average score 4.01), followed by Professional Development (average
Score 3.74). Collaborative Leadership and Unity of Purpose shared equal mean scores
0of3.56.  The teachers rated Collegial Support and Teacher Collaboration with mean

Scores of 3.54 and 3.41 respectively.
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The results suggest that transactional leadership also affected school culture.

: However, it is important to note that Assumption Commercial College teachers

perceived their school culture as a Leaming Partnership, followed by Professional
Development, while the overall results indicated that Gabrielite schools perceived
Professional Development as their top priority. It can be interpreted that Assumption
Commercial College teachers deemed working together for the good of the schools as
their top priority. Parents and teachers communicated with one another about student
performance. As a result, parents trusted teachers since both shared common
expectations. At the same time, Assumption Commercial College teachers gave

due importance to Professional Development. They attended seminars and used their

new knowledge to improve their school.

3
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Saint Gabriel College teachers considered their principal as a transformational
leader with a mean score of 2.46. They rated their school culture as high in
Professional Development (average score 4.02), followed by Learning Partnership
(average score 3.94). Collegial Support and Unity of Purpose were also perceived to
be high with the mean scores of 3.85 and 3.74 respectively. The two lowest scores
were Collaborative Leadership and Teacher Collaboration, with the mean scores of

3.68 and 3.62 respectively.

The Saint Gabriel College results confirm the work of Leithwood et al,
(1993), who studied transformational leadership within the context of school reform.
The findings suggested that transformational school leaders are in constant pursuit

of three fundamental goals:
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1). Assisting staff in developing and maintaining a collaborative and
professional school culture,
2). Fostering the development of staff skills and knowledge, and

3). Helping staff solve problems together effectively.

Considering the overall significant values shown in the findings, it can be
concluded that leadership behaviour of all types had an impact on the school culture,
while transactional leadership with the significant value of .209 seemed to have

greater impact on school culture.

However, it is important to note that transformational and transactional
leadership are not polar and essentially exclusive. According to Bass (1985), they are
actually complementary and can both be linked to the needs, wants, and motivations
of individuals, as well as the goals and objectives of the organizations. This means
those principals who were perceived as transformational leaders exercised more
qualities of transformational leadership, while principals who were perceived as
transactional leaders exercised less transformational qualities. It is also worth
mentioning that the overall mean scores of the Gabrielite principals of both
transformational and transactional types were slightly different. The overall score of
Gabriclite principals who were considered transformational leaders was 2.42, while
the overall score of Gabrielite principals who were considered transactional leaders

Was 2.36. Subsequently, their impacts on school culture were slightly different.
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Moreover, Bass and Avolio (1988) maintained that the mastery and use of

'. transactional leadership behaviour is actually antecedent and necessary to the

subsequent mastery and use of transformational leadership behaviour. The reverse,

however, is not true: while transformational leaders can, and on occasion must, act in

transactional ways, leaders who are essentially transactional are not capable of

employing transformational leadership methods.

However, while the main purpose of this study was to determine the
relationships between these two variables, it also focused on identifying a pattern of
principal leadership in the selected school. Therefore ranking was applied to select the
school with highest score on both principal leadership behaviour and school culture.
The results indicated that Saint Louis College obtained the highest scores on both

variables. Therefore Saint Louis College was selected for the second phase of study.

5.4 Discussion of Findings from the Second Phase of the

Study

The second phase of the study was carried out using multi data sources,
namely direct observation, in-depth interview, and a docurnent search as instruments
to analyse the practices of one selected principal. This qualitative study was an
important part of the research because it provided.an account of how the selected
principal worked. It is assumed that knowing what leaders do is one thing, but without

arich understanding of how and why they do it, this understanding is incomplete. It is
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i ot sufficient to simply draw a conclusion from the statistical results. What is needed

here is to observe from within a conceptual framework.

In this discussion, the prevailing framework is based on Transformational
Leadership Theory and the pattern of the selected principal leadership is identified
using the five guided questions:

1). What is the vision of the selected principal?

2). How does the selected principal communicate the vision?

3). How does the selected principal relate to teachers?

4). How does the selected principal develop an organisational culture through

the conduct of school activities?.

5). How does the principal guide the implementation of vision?

The following section presents an identification of the leadership pattern of the
Saint Louis principal. This identification is based on the guided questions mentioned
above. The themes that emerged from the analysed interview data reflect how the

selected principal exhibited leadership and thus created a positive impact on teachers.

3.4.1 Vision

Most theorists define vision as a key component in transformational or
charismatic leadership (Bass, 1985; Bennis & Nanus, 1985; Conger & Kanungo,
1987, House, 1977). Vision is seen as the essential skill for leaders to inspire
followers to perform beyond normal expectations (Kirkpatrick & Locke, 1996).

Vision usually refers to a picture, a shared and desirable mental framework of the
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future-the organisational ultimate aiming goal (Oden, 1999). The quality of leaders

depends therefore on their capacity to create and realise a vision.

Interview data suggest that the Samt Louis principal was a man of vision.
According to most of the teachers, he had a comprehensive vision. His vision was
expressed in many ways, but mostly in the way he dealt with teachers, parents and

students.

Many teachers saw him as a monk who was always kind, calm and ready to
forgive, and who always gave another chance to those who did wrong. Others
considered him like a father figure who always gave students what they wanted.
Others again considered his kindness as his weak point, through which the discipline
of the school was not well upheld. However, his ways of dealing with teachers seem
to have had a positive impact on some teachers. The following are excerpts which
teachers shared about his vision. One teacher commented:

“The principal emphasises many aspects of development, especially in teacher

development, the school environment, and technology”.

Another teacher shared a similar view:
“This can be seen from the fact that our school has developed in different
areas such as the construction of new buildings, opening up a higher secondary

section and encouraging teachers to undertake higher study”.
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Images of the principal included the following:

“He is like a father, always understanding. He also teaches us how to

- understand ourselves”.

Another teacher commented:

“He is concemned about the teachers. He teaches us to help each other. He is

~ very kind and treats teachers as if he were the father leading his children”.

Others saw him as a monk, one noting:

“He is like a monk, always listens to the troubles of the teachers. He puts them

at ease and makes them comfortable on every issue”.

There were those also who seemed to oppose his kind manner. One retorted:
“I can see the disadvantage of this. Some teachers do nothing; they will never

do anything”.

Another teacher agreed with the above stating:
“He manages like a monk, that is, his dealings with teachers are based on

kindness and he thinks that everyone can think for himself, recognise his faults and

improve”,

Over time vision becomes a source of energy and even excitement for the
group that gives meaning to their work. Burns (1978) stated that such leadership
Occurs when one or more persons engage with others in such a way that Jeaders and

followers raise one another to higher levels of motivation and morality.
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In this respect, a teacher noted:

“I try to devote myself to other areas besides my duty. This includes teaching

students to be responsible, this is the vision that the principal has for us”.

Another teacher added:
“The principal’s vision is based on good principles and this makes teachers
i willing to do their duties to the full capacity. In fact, this is the stimulation that develops

our school”.

From the above excerpts, it can be concluded that the Saint Louis principal
had a comprehensive vision, based on moral principles, which provided meaning and
direction for teachers, and focused their attention on the proposed changes.
In addition, this vision inspired and encouraged individual teachers to extra effort to

achieve beyond what was required from then.

5.4.2 Communication of Vision

A transformational principal needs to communicate and clearly articulate his
or her vision to teachers in schools to help them achieve their identity and passion
(Bass & Avolio, 1988). Passion comes from identification; without identification
there is neither passion nor commitment (Avolio,” 1999). By communicating this
vision, the transformational principal needs to make it easily understandable,

appealing to evoke commitment, and credible, realistic and sustainable.
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The principal of Saint Louis communicated his vision in a variety of ways.
It seems that he was always convinced of what he was doing and trying his best to

convince others as well. The following comments were made by teachers.

One teacher maintained:
“He uses many methods. One is to propose a plan at the teachers’ meeting, or
to the administration board, or to potential teachers whom he considers to be able to

put into practice what he envisions™.

Another way of communicating his vision was through the use of visiting
speakers. One teacher commented:
“From my experience as a class teacher, the way he conveys his vision is

through meetings, where sometimes outside speakers are invited .

The Saint Louis principal met individual teachers by chance and also by
appointment, for example, when he happened to meet teachers, he would greet them
and enquire about their well-being. One teacher noted:

“Most communication takes place when he walks around inspecting the

school™,

Another added:
“He is planning to have individual meetings with every teacher but at the

moment he is busy with fund raising”.
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The principal also used various means to explain his vision in addition to
meetings. He used professional reading, story telling, and, above all, his own
example. One teacher noted:

“Whenever he sees any relevant document or article, he will buy it to

distribute to teachers, ask them to read it and give him feedback™.

Another teacher responded:
“He communicates through narrating stories of successful people, sometimes

quoting the success of good people, as an example™.

One teacher added:

“Apart from meetings and books, his message is also conveyed by the way he
works and it is tangible. For example, whenever he comes back from a meeting
outside the school, he will not go first to his office but he will walk around the school

and share his ideas for the school with teachers™.

The above interview excerpts suggest that the Saint Louis principal used
various means to clarify and illustrate his vision. He had persuasive conversations
about what he was doing and made every effort to translate his vision into a living

reality.

5.4.3 Building Relationships

As Bass (1985) suggested, to make vision effective, leaders need to apply their

leadership behaviour in a transformational paradigm in the building up of their
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f relationship with followers. This means the Saint Louis principal needs to apply the

qualities of transformational leadership in his dealing with teachers. Examples of

leadership behaviours called transformational are intellectually stimulating followers
to find new solutions to old problems and treating followers as individuals by

attending to their developmental needs (Leithwood, 1992; Yammarino & Bass, 1990).

In simple terms, transformational leaders treat their followers as equals, give

advice, help, support and encouragement. They tend to be friendly and informal

(Pielstick, 1998). The following sharing of the Saint Louis teachers reflects how the

Saint Louis principal builds his relaticnship with his teachers. One teacher noted:

“He 1s kind, and listens to teachers, gives them opportunities and encourages

them to think creatively and innovatively”.

Another teacher commented:

“He allows teachers to get close to him. He listens, helps, and guides,

especially when there are problems™.

Another teacher shared:

“He may not have many opportunities to meet with all the teachers but when
he sees any of them, he greets them and inquires how they are. Sometimes, when he

inspects the school, he talks to the students in their classes. He is friendly. He 15 a

down to earth person”.
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One teacher added:

... He will propose a certain type of teaching, such as the use of multi media.
?. He also encourages us to do further research on teaching and to apply it in class. ...He

" tries to provide us with direction, ideas and information™.

The above shows that the Saint Louis principal tried to build relationships with
teachers through his transformational leadership style. He stimulated teachers to find
new ways of teaching by encouraging them to do research; he provided advice and
encouragement when teachers had problems; he was down to earth and ready to give
his teachers the opportunity to think and to be creative and innovative. It would
appear that he based his dealing with teachers on the Transformational Leadership

Paradigm.

5.4.4 Developing a Supporting School Culture

Recent studies of school leadership point out that shaping school culture
seems to be a key factor in school change. The impact of leadership upon student
achievement, for instance, seems to be mediated by the characteristics of school
culture (Hallinger & Heck, 1998), including the assumptions, values, and beliefs of
the school’s members as evidenced in their everyday actions (Kytle & Bogotch,
2000). Successful principals are those who create a culture that accepts and
€ncourages experimentation, risk-taking, and open dialogue that leads to norms,
Practices, and power sharing that are uniquely suited to their schools (Oakes et
al, 1993). The following excerpts from teacher interviews reflect how the Saint Louis

Principal created and managed the school culture.
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One teacher shared:

“He supports all school activities and helps in every way. For example, at the

S R

opening of the Frontier Cadet activities, our school was selected as the training site of

the whole province. [ still did not have the means to support these activities. The Saint

Louis principal provided all the means to conduct these activities™.

Another teacher also added:
“Though he is the principal, he never interferes with the work of teachers.
He even allows each unit to select its own head and to manage by themselves. Only

when problems arise, then the proposal will be forwarded to him for consideration”.

One teacher noted:

“The principal is involved in school activities in two ways; first through
meetings. He will chair the meeting, listening and giving advice. Secondly, when the
activity is over, he will evaluate the activity and use the evaluation results to conduct

the activity better the next time”.

One teacher also added:
“If any of the units does not understand each other, the principal will call a

meeting so that everyone can come together and discuss the issue”.

The Saint Louis principal places high importance on the conduct of school
activities because he considers involvement and participation as means to shaping

school culture. He supports all the activities. He himself chairs the meetings and




194

eventually evaluates them. Whether to have the activity continue or not is based on
the benefit to the students. The principal also encourages teachers to think creatively

and renders support when things go wrong.

5.4.5 Implementation of Schoel Vision

To make vision effective, besides communicating it and building up
relationships, transformational leaders guide the implementation of school vision
(Pielstick, 1998). Pielstick (1998) further stated these leaders provide opportunities
for their followers to learn and grow, often creating a learning organization.
In addition, they practise Iifélong learning personally and organisationally.
They mentor or coach their followers. They also guide by engaging in moral
reasoning and principled judgement. The following excerpts from interviews illustrate

how the Saint Louis principal guided the implementation of his school vision.

It is clear that he based the implementation of his school vision on moral
reasoning and religious teaching. One teacher cornmented:
“He manages by emphasising ethics and morality.... He also emphasises the

value and honour of being human, doing only good deeds. He himself is the model”.

Another teacher supported the above view as follows:

“ For example, the expansion of the higher secondary section. He was inspired
by the parents. At that time, there was no money, but he always said that he asked
God for money by doing good deeds. Eventually, the building was built and the

higher secondary section was opened”.
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Another teacher agreed adding:
“From my observation, when there is a gathering of teachers for meetings or

seminars he will lead with a prayer and entrust the meeting into the hands of God”.

In administration, the Saint Louis principal shared power with his colleagues.
He encouraged teachers to think and plan for themselves. However, he never left them
" alone. He monitored and provided advice when needed. One teacher shared:

“He empowers everybody so that they have the opportunity to think, analyse
and plan. He is not an administrator who only likes to give orders but also encourages
his teachers to think, initiate, and to be creative. He never says anything negative. He

is always encouraging them to think and do positively”.

The Saint Louis principal also provided opportunities for his teachers leaming
and personal development. He practised lifelong learning personally as well as
organisationally. One teacher shared:

“He encourages teachers to further their studies because lifelong study
develops people. He emphasises that teachers should never stop learning to learn,
learn from nature, from students, from documents, from colleagues and to use these

experiences as food for thought to better our lives”.

Another agreed with the above comment and added:
“He provides books for the teachers to read. He also reads and passes on
information to teachers. In each meeting, he gives tips about good thinking processes.

He also suggests books the teachers should read”.
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The above interview excerpts suggest that the Saint Louis principal based his

4 guidance on the implementation of a school vision, on moral foundations and
religious belief. He guided the implementation of his school vision through power
- sharing. He provided opportunities for teachers to further their studies and emphasised

fr lifelong learning, both personally and organisationally.

In conclusion, the principal’s vision was comprehensive and far reaching.
He seemed to base his vision on moral foundations and religious belief.
He communicated it in many ways and through various means, such as, group
meetings, walking and falking, seminars, inviting outside speakers, and personal

. encounters.

In fact, the usual way of communicating his vision was through different
levels of meetings. Above all, he communicated his vision through example. He was

kind and courteous, never angry, and always supported and encouraged teachers.

He was a skilled communicator and managed his relationships with teachers in
a very friendly and down to earth way. He met informally with teachers and listened
to them without passing judgement. Whenever teachers had difficulty solving

problems, he was there to advise and assist, if needed.

Through his communication and good relationships with teachers, the vision
Was manifested and created a better understanding of what it was to be Saint Louis

leachers. Thus the way school activities were conducted conveyed a clear message to

[ o RS
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teachers and students. Moreover, the Saint Louis principal always provided
opportunities for teachers to think and act independently. He encouraged teachers to
further their studies and to research to improve their teaching. He monitored school
activities, provided advice from time to time and always evaluated tasks when
completed. In short, he was a transforming leader, who continually endeavoured to

make the school a better place for both students and teachers.

With regard to the matter of generalisation, the following chapter will present
some implications that may be useful to the parties concerned. There are some
limitations that should be cautious of when it comes to areas of applicability.
These include the scope of the study, the different cultural context, and the nature of

schools.
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CHAPTER 6

CONCLUSION AND IMPLICATIONS

6.1 Introduction

The present study aimed to investigate the relationship between principal
leadership and school culture. In addition, it also explored the paitern of leadership
behaviour of a selected principal. This chapter presents an overview of the study,

conclusion, implications, and recommendations for future research.

6.2 Overview of the Study

It was suggested that a quantitative study alone would not be adequate to filly
explore the research objectives. Hence, the researcher conducted the study in two
phases, keeping in mind the two main purposes for this study:
1). To describe quantitatively the leadership behaviour of principals and
school culture in the twelve schools of the Brothers of St. Gabriel, in
Thailand.

2). To identify the pattern of leadership behaviour of the principal in a selected
school using ranking as a basis for selection which possesses the highest
significant scores on both the transformational leadership behaviour of the

principal and school culture.

The first phase of study was carried out using a quantitative approach. The aim

; of the quantitative phase was to examine:
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1). What types of leadership behaviour do Gabrielite principals practice?
2). What types of school culture exist in the Gabrielite schools?
3). Is there a relationship between the leadership behaviour of principals and

school culture in these schools?

Two instruments were used namely the Mulitifactor Leadership Behaviour
Questionnaire, developed by Bass and Avolio (2002) to measure the leadership
behaviour of principals and the School Culture Survey, developed by Gruenert
(1998), to measure the typology of school culture. Twelve schools of the Brothers of
St. Gabriel in Thailand participated in this study, with 1426 teachers responding to the

two questionnaires.

The findings of the first research question indicated that there were seven
schools, (namely Montfort College (MC), Assumption College, Lampang (ACL),
Assumption College, Thonburi (ACT), Assumption College, Ubolrajthani (ACU),
Assumption College, Nakornrajsima (ACN), Saint Gabriel (SG), and Assumption
College (AC)), that had principals who were perceived by their teachcrs as
transformational leaders. The other five schools, (namely Assumption College,
Samrong (ACSR), Assumption Commercial College (ACC), Saint Louis (SL),
Assumption College, Sriracha (ACS), and Assumption College, Rayong (ACR)), had
principals perceived by their teachers as transactional leaders. Hence the dominant
type of leadership behaviour of principals in the schools of the Brothers of St. Gabriel
Wwas transformational, with the average score of 2.42. This would suggest that more

than half of Gabrielite principals practise transformational leadership. This suggests
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?that these principals exercised, to some extent, certain transformational qualities in
;-their dealings with teachers. It is likely, they made their vision clear to teachers.
They exhibited a sense of purpose. They facilitated collaborative development of a

- school-wide vision and promoted this through communication to all the parties

' concerned.

In addition, these principals were involved in their schools’ internal activities.
They worked with teachers to plan and carry out special events, and expressed their
enthusiasm for their work with the teachers. They felt the need to provide an
appropriate role model for teachers (Leithwood, 1996). They demonstrated their
values in examining perspectives through school decision-making processes and

model problem-solving techniques that others could use in their work.

Moreover, these principals attached significance to the process of establishing
" and reviewing schools goals, facilitated consensus and made explicit use of goals
- when initiating changes. They also supported individual teachers. They treated every
- one equally: by being friendly towards them, accessible and approachable.
They supported teachers in trying new methods of teaching consistent with teachers’
| interests. They demonstrated sensitivity towards the anxiety of teachers about the
 difficulty of implementing changes. They also strived to instil into everyone a sense

- of belonging.

It was also found that these principals brought their teachers into contact with

New ideas by stimulating the search for discussion of ideas and knowledge relevant to
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the school’s direction. They allowed teachers to use their judgement within the

context of the school’s overall goals and plans.

However, it is important to note that transformational leaders and transactional
leaders do exist even though most leaders exhibit behaviours from more than one
leadership style. Those who are called transformational leaders exhibit more
transformational behaviours than transactional, and transactional leaders display more
transactional leadership behaviours. Bass (1985) noted that transformational and
transactional leadership is actually complementary and both can be linked to the
needs, wants, and motivations of individuals, as well as the goals and objectives of the
organization. It is left to individual principals to decide which form of leadership

behaviour, they were to exhibit, and also when and where in terms of the goals and

needs of schools.

The findings for the second research question showed that the culture of most
of Gabrielite schools was characterised by Professional Development, with the
highest score of 3.98, followed by Learning Partnership, with a mean score of 3.94

and, finally Teacher Collaboration, with the lowest score of 3.52.

These findings indicate that the dominant culture existing in the schools of the
Brothers St. Gabriel was Professional Development. This obtained the highest mean
Score of 3.98, while Learning Partnership was perceived to be the next dominant

culture with a score of 3.94, followed by Collegial Support with a score of 3.75.
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The last three categories were Unity of Purpose, Collaborative Leadership and

: Teacher Collaboration, with scores of 3.74, 3.62, and 3.52 respectively.

These results suggest that in Gabrielite schools, teachers valued their own
professional development as well as the improvement of the school as their highest
concern. To a lesser degree, teachers were able to work together effectively in order to
promote the common good of the school. They shared common expectations for
students’ achievement. As a result, parents trusted teachers, and students exhibited
responsibility for their schoolwork. The findings indicate that Gabrielite teachers
worked together effectively to a moderate degree. They trusted each other and valued
the ideas of their colleagues. A lesser concemn for them was the school’s mission.
They worked towards its accomplishment with only a moderate understanding.
Teachers valued each other to an extent and exhibited some trust in their colleagues’
professional judgement. They gave least emphasis to dizlogue with their colleagues as a

means to furthering the educational vision of the school.

The findings for question three indicate that the overall relationship- between
leadership behaviour of principals and school culture in the schools of Brothers of St.
Gabriel was significant to the value of .01 (r =.18; p < .01). This means that principal
leadership had an impact on school culture. This impact was clearly perceived by the
Gabrielite teachers, who were aware of the qualities of principal leadership and its

effect on the existing school culture.
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For example, transformational principals provide itellectual stimulation.
They bring teachers into contact with new ideas and knowledge relevant to the

school’s direction. This quality of leadership was seen in the Gabrielite schools and

was reflected in the fact that teachers valued professional development as their top
priority. Another quality of a transformational principal is to identify and articulate a
vision. Transformational principals help their colleagues develop an understanding of
the school mission and actively promote the school’s vision through communications
to teachers, parents, and students. The Gabrielite teachers saw themselves as working
toward the school’s mission. They communicated with parents and worked together to
fulfil common expectations. Thus it can be concluded that leadership behaviour has

an impact on school culture.

In order to gather richer data, a school was selected. The criterion was the
school which had the highest scores on leadership behaviour and school culture.
Ranking was applied to identify it. Saint Louis College obtained the highest scores on

both variables, hence Saint Louis was selected for further study.

The second phase of the study was carried out using a qualitative approach.
This included observation, documentary search and interviews. The aim was to
explore the transformational leadership of the Saint Louis principal, with particular

teference to the way he dealt with teachers and the impact of this on school culture.

From the qualitative findings presented in chapter 5, it can be concluded that
the Saint Louis principal exercised several qualities of transformational leadership,

however these were only to some degree. Interview data showed that the Saint Louis
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principal had a comprehensive vision. He based his vision on moral principles and
religious beliefs, communicated his vision in many ways and through various means,
encouraged teachers to express their views. He developed formal structures for
participation, and encouraged power sharing with teachers. He also treated teachers as
equals, and in a friendly manner. He provided opportunities for teachers to undertake

further studies and encouraged life-long learning.

To provide evidence of the pattern of leadership behaviour of the Saint Louis
principal, the six dimensions of transformational practices outlined by Leithwood
(1996) were applied to match those of the principal. The findings of the qualitative
phase suggest that the Saint Louis principal demonstrated transformational leadership
in:

1). Identifying and articulating a vision. The principal was perceived by
teachers as a man of action as well as words. He was seen as a principal
who had a comprehensive vision. He emphasised many aspects of
development, especially teacher development, school environment, and
innovative technology. He expressed his vision in various ways, mostly
through the different levels of meetings. He met teachers in groups and
individually. He also used books, stories, and outside speakers to help
strengthen the communication of his vision.

2). Providing individualised support. This quality can be scen in the way he
related to teachers. He treated teachers as equals and in a friendly manner.
He might not have had enough time to meet them all individually, but

whenever he saw them, he greeted them first and inquired about their well
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-being. Whenever teachers had some problems, he was ready to provide

advice and encouragement.

BB SR

3}. Providing intellectual stimulation. The Saint Louis principal was interested
in reading books, especially religious books and academic documents.

He distributed motivational leaflets, or documents that stimulated his

A T A ST

teachers’ thinking in meetings. He also encouraged teachers to think

creatively and to do research. In addition, he used stories to teach them.

4). Providing an appropriate model. The Saint Louis principal was regarded as
a monk who always listened to teachers’ problems. He was seen also as a
 father who understood and taught them to understand themselves. He was
kind, never angry; and always provided opportunities for them for self-

development.

It is important to note that the two qualities of transformational leadership:
fostering the acceptance of group goals, and holding high performance expectations,
were not mentioned because they were hardly raised, or not raised at all, by the
interviewed teachers. It can be assumed that the Saint Louis principal practised these
leadership behaviours only to a minor extent, if at all. Quantitative findings indicated
that the Saint Louis principal obtained a score of 2.77 for transformational leadership.
This is above average, but not high. A possible interpretation is that the principal
applied the qualities of transformational leadership in some areas such as articulating
Vision, providing individualised support, providing intellectual stimulation, and
providing an appropriate model, but not in other areas, such as fostering the

aCceptance of group goals, or holding high performance expectations.

PRI A L
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6.3 Conclusion

As stated at the beginning of this study, the focal point of this research is

educational change, which has become expedient for Thailand's educators, who are
mandated by the new education act. This act requires all educational institutions to
operate on a quality assurance basis, which includes the representation of parents and
the public on the school boards and treats teachers as professionals (Sections 47, and
52). This implies that Thai schools will have to undergo extensive changes,
particularly in the administrative structure and in the internal practices of teachers in
order to comply with the requirements. The schools of the Brothers of St. Gabriel are
not exempt. At the level of senior management, the Brothers of St. Gabrie! therefore
need to develop appropriate and relevant leadership practices and structures to bring

these mandated changes about.

Bolman and Deal (1994) suggested that a context like this, characterised by
the requirements of the new Education Act, A.D. 1999, the role of the principal is the
key to effective change in schools. School principals who employ transformational
practices are able to facilitate the development of urﬁque, school-based solutions to
the challenges and opportunities that arise in their schools (Goldman, Dunla &
Conley, 1993). In addition, there is a great deal of research about successful school
change and improvement which points to the need for principals to encourage teacher
expression, develop formal structures for participation, and encourage collegiality and

Partnership in their interactions with teachers (Blase & Blase, 1999).
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Besides the principal-teacher collaborative leadership, recent studies have
increasingly focused on the importance of the school’s culture in helping to bring
gbout positive change. Hallinger and Heck (1998) proposed a holistic framework in
which the principal’s leadership and its impact on student achievement is mediated by
intervening variables such as other people, events, and organisational factors that
include the commitment of teachers, their instructional practices, and the culture of

the school.

The literature points out that not all Principals can successfully manage
change in their schools. Those who do so seem to be those who recognise the unique
nature and culture of their schools, and who try to create a culture of experimentation,
risk-taking, and open dialogue that engenders norms, practices, and power
relationships that are uniquely suited to their schools (Oakes et al., 1993).
Unique solutions to educational problems need to be developed at each school site,
and the complexity and difficulty of this task requires a new form of leadership
(Rothberg & Hill, 1992). Since the early 1990s, transformational leadership has been

increasingly proposed as a leadership model that may be well suited for this task.

According to Leithwood and Janzi (1997), this type of leadership has the
Potential to build high levels of commitment (in teachers) to the complex and
uncertain nature of the school reform agenda and to foster growth in followers {Bass
& Avolio, 1988). Moreover, transformational leadership is seen to be sensitive to

Organization building, developing shared vision, distributing leadership and building
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school culture necessary for current restnicturing efforts in schools (Leithwood et al.,

1999).

Evidence provided by quantitative studies of principal leadership effects,
indicated that there was significant relationship between principal leadership and
school culture. The results shown in Table 4.6 showed that the leadership behaviour
of Gabrielite principals and school culture was related at the significant value of .01.
Further qualitative studies revealed that the selected principal studied exercised
transformational leadership moderately to enhance his management. Teachers were
apparently satisfied with his leadership and thus rendered their cooperation willingly

to facilitate change in their school (See Discussion Section 4.5).

The findings from the present study offer research~based data regarding the
significant relationship between principal leadership behaviour and school culture,
where the focus was on the exploration of the pattern of principal leadership based on
Transformational Leadership Theory. The conclusions of the current research suggest
a framework for future administrators who wish to create and manage desired change

in their schools through vision development and implermentation.

6.4 Implications

The new Education Act of 1999 places an increased emphasis on school
change and improvement. Gabrielite schools must also meet these requirements.
As the key agent for change in a school s its principal, the importance of principal

leadership has increased. Principal leadership behaviour in shaping school culture is
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of critical importance as culture affects everything that goes on within the school

(Hamilton & Richardson, 1995). Determining the specific leadership behaviour of

principals that can bring about the desired change is therefore deemed to be essential.

Transformational Leadership emerged as the prominent leadership model in
the late 1980s and was researched in educational settings by Leithwood and his

colleagues from the Ontario Institute for Studies in Education in the early 1990s.

Leithwood’s extensive research (Leithwood, 1990, 1992, 1994, 1995, 1996;

Leithwood et al., 1999; Leithwood, Leonard, & Sharratt, 1998; Leithwood &

Steinbach, 1995) was concerned not only with the nature of transformational school
leadership, but also with the internal processes of transformational school leaders and
the effects of such leadership on the school and teacher performance. Few studies
offered a direct correlation between principal leadership and school culture, even

fewer when related with principal leadership alone (Leithwood, 1996).

This study focused on these two factors, i.e., the effect of principal leadership
upon school culture, and the way a selected principal exercised his leadership.
The study concludes that leadership behaviour significantly affects school culture.
It also investigated how the selected principal used his leadership behaviour in
relation to the conduct of school activities. Based on the findings of this study, the

following recommendations are made:
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For future school administrators :

1). Leadership Behaviour. A principal's role is strategic in that his/her
leadership behaviour, in many ways, affects teachers’ performance and
that of the rest of the school. Hallinger and Heck (1996) suggested that
principal leadership of any type had an effect on school outcomes and
improvement processes. Describing leadership behaviour may also help
principals who want to provide appropriate and relevant practices to suit
the context and needs of their particular schools. Verdugo et al., (1997)
argued that not all types of principal leadership are appropriate and

relevant to suit the needs of all schools.

In this study, the focus was on leadership behaviour that is predominantly
related to organisation building, developing shared vision, sharing leadership, and
building school culture. Many recent studies suggest that transformational leadership
has such an effect and contributes to restructuring initiatives and cuItufal reform

(Leithwood, 1994; Leithwood et al., 1993; Silins, 1994).

In light of this, Transformational Leadership was used as a framework to
explain the leadership behaviour of the schools studied. This study was conducted in
two phases: one using a quantitative approach and_ the second using a qualitative
approach. The quantitative phase was conducted to assess the leadership behaviour of
Gabrielite principals using the Multifactor Leadership Questionnaires developed by

Bass (2000). Next, ranking was applied to select a case for further qualitative study.
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EThe results indicated that the Saint Louis principal should be chosen for further

i rescarch and this was done using multi methods to identify a pattern of leadership.

The Saint Louis principal obtained a mean score of 2.77 for the transformational

Jeadership and a mean score of 2.80 for transactional leadership. Thus his leadership

- was a mixture of both transformational and transactional. The findings suggest that he

exercised both types of leadership, at a moderate level. The qualitative findings based

on the framework of transformational leadership as outlined by Leithwood (1996)

also supported this study. The quantitative findings indicate the Saint Louis principal

- did not emphasise all dimensions of transformational leadership, such as fostering the

acceptance of group goals, and holding high performance expectations (See Chapter

- 5, summary of the second phase).

According to Saros and Butchatsky (1996) leaders can receive guidance and
direction from role models in their field of expertise. They can learn from each other.
Mortimore (1996) also suggested that what some do successfully can be used as
criteria or benchmarks for others. The study suggests that the Saint Louis principal
could be a guide and role model for future principals who wish to exercise leadership
behaviour appropriately. They could do this by first assessing their leadership type

and then adapting their leadership behaviour appropriately to the context.

2). Description of School Culture. Because the culture of the school affects
everything that goes on within it, principals wanting to bring about change

need to understand its significance (Hamilton & Richardson, 1995).
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According to Fullan and Hargreaves (1996) a school’s culture consists of

“the guiding beliefs and expectations evident in the way a school operates,

particularly in reference to how people relate or fail to relate to each
other” (p. 37). This suggests that principals who seek to understand their
school culture must leam the guiding beliefs and expectations evident in
their schools. They should fry to create cultures characterised by
experimentation, risk-taking, and open dialogue that, in turn, engender
norms, practices, and power relationships that are uniquely suited to the

contexts and needs of their schools (Oakes et al., 1993).

Schein (1992) suggested that leaders who wish to bring about change in their
organizations, must first understand the dynamics of culture. Some educational
practitioners and researchers have proposed the use of typology to assess and interpret
school culture (Dalin, 1993; Hopkin et al., 1994; Fullan & Hargreaves, 1996). In the
present study, the School Culture Survey, developed by Gruenert (1998), was adopted
to assess the culture of Gabrielite schools. This instrument was selected because it
measures the degree to which schools exhibit characteristics of collaborative cultures,
which is considered to be the main clement for a successful school (Hargreaves,
1991). A deep understanding of school culture will certainly help principals to plan
different strategies that eventually bring about the desired change over a period of
time.

3). Transformational Leadership Theory in practice requires that such leaders
are able to motivate and inspire followers to share the vision, and in doing

so bring about organisational growth (Bass, 1985 & Nanus, 1992).
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The present study showed that the Saint Louis principal had a

comprehensive vision. He encouraged teachers to research their teaching
and then to apply it in practice. He also provided opportunities for further

study and supported them to think and act positively.

He articulated vision to teachers in many ways such as through meectings,

L
)

distribution of documents, inviting guest speakers, and seminars. He treated teachers
as equals and in a friendly manner. He rarely used command; on the contrary, he was
always polite and courteous. He wanted teachers to learn and to grow in self-
understanding. Despite all this, 1t was surprising that not a single teacher could state

what his vision really was. The findings imply gaps in the articulation of vision.

It is therefore suggested that the implementation of vision for school change
would be more effective, if the principal applied transformational leadership more
fully to develop school vision and also developed vision in a more systematic way.
The following process is proposed:

1). In establishing vision, the principal needs to ensure that the vision is clear,
credible, and unique to the school (Nanﬁs, 1992). To ensure this, the
history and culture of the school should be studied, and constant
assessment of school strengths and weaknesses made. Once the vision has
been established, the principal must be sure that it is communicated to all
constituents and understood by them. This will require the use of both oral
and written communication. Formulating a meaningful vision motivates

teachers to become more involved in the vision (Conger, 1989).
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2). At the stage of sharing the vision, the principal should attempt to secure

teachers’ involvement and commitment. This promotes action, which

facilitates the implementation of the dream (Nanus, 1992). In addition, the
principal should act as a role model in the implementation of vision, so
that the vision continues to be undersicod and shared by all the
constituents (Rouche et al., 1989).

3). At the stage of accomplishing the vision, time is a major factor.

The principal needs to realise that it is a gradual and incremental process
in which established vision is eventually transformed into institutional
reality, and demonstrated by positive organisational growth (Chance,
1992). This stage in fact, is a reflection of how effectively the vision 1s
formulated, how it is communicated and how it is implemented. Based on
a process model that presumed the greater the internal school activities are
functioning, the more effective the school will be (Cheng, 1986), the
expected growth of the school therefore depends on the qualities of
leadership applied during these stages and also on the confext.
The knowledge of one’s leadership behaviour, combined with a thorough
knowledge of one’s context, will be a helpful guide in drawing up a

development plan to formulate vision and implement it in the school.

For the Brothers of St. Gabriel
[t is evident that most of Gabrielite principals exercised transformational
1f:adership at a moderate degree with the average score of 2.46 (See Table 4.4). The

| Tesults also indicated that there was a correlation between Principal Leadership
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.. Behaviour and School Culture at the correlation ¢coefficient of .182 (See Appendix I).
This seems to suggest that Principal Leadership Behaviour strengthens the culture of
the Gabrielite schools. However, its impact could be greater if the Province would
. ground current and future principals in strong, research-based theory and practice so

{‘ as to be able to exercise appropriate leadership in the changed context.

It is proposed that the Province should set up a leadership development

program for all Brother principals. The course work could focus on the general

. background of research-based leadership theory with school leadership at the centre.

In this study, the qualitative findings suggest that the Saint Louis principal exhibited

. some qualities of transformational leadership. Research-based leadership theory may

- help to provide professional knowledge that leads to the identification of relevant

types of leadership and thus helps to improve practice. It is recommended that the
emphasis be placed on analysing, and interpreting leadership that is relevant and
appropriate to the context. Action research projects, which include observing
principals of successful schools, should also be initiated. The knowledge and

experience from such projects could form the basis for the practical application of

leadership theory.

For Gabrielite Teachers

The results indicate that the dominant culture of Gabriclite schools was

~ Professional Development, with an average score of 3.98, followed by Learning

PRRAETEs et s

Partnership, with an average score of 3.94. The least dominant culture was Teacher

Collaboration, with an average score of 3.52 (See Table 4.3). This seems to suggest
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" that Gabrielite teachers valued continuous personal development and school-wide

jmprovement as their top priority. However, when it comes to providing collaboration
among themselves and across departments, Gabriclite teachers seemed less

responsive.

It is proposed that staff development programs be initiated for heads of subject
departments and that leadership behaviour forms the basis of such programs, which
are theoretical and also practical. Subject department heads and the future heads
should attend these programs to get a common understanding of leadership and thus

improve dialogue.

For I;olicy Makers
It is suggested that planners adopt guidelines for government school
administrators’ practice and evaluation which promotes the following fundamental
goals:
1). Assisting staff in developing and maintaining a collaborative and
professional school culture;
2). Fostering the development of staff skills and knowledge; and

3). Helping staff solve problems together collaboratively.

The results of this study suggest that the selected principal was able to
facilitate positive change through transformational practice, which promoted a

Collaborative culture. The researcher believes that the changes required by the

Education Act, A.D. 1999 will result in government schools only if government
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school administrators commit themselves to promoting and building collaborative

cultures in their schools.

6.5 Recommendations for Further Study

1). This study was focused on identifying patterns of principal leadership in
relation to the conduct of school activities. It is recommended that school
culture is also studied in greater depth.

2). The results suggest that a relationship exists between principal leadership
behaviour and school culture. Further research on the alignment of
principal’;s leadership behaviour and communication with teachers, may
improve both teachers’ performance and students’ behaviour.

3). The study investigated the effect of leadership behaviour of a selected
principal on teachers’ performance. Further research which examines the
cffect of leadership behaviour on student outcomes could provide further

useful findings.
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2, Bof Thong-Loh 25, Sukhumvit 65, Wettana, Bangkok 10110, Thatland. Tel: 66 0-2712-6010 Fax: 66 0-2380-2242

August 14, 2002.
Dear Rev. Bro. Provincial

;. As our country has a new National Education Act which will be enacted in the year

§ 2002, it is advisable for us, Private educators to be cautious of what is going o come
5o as 1o be ready and well prepared to face the changes with confidence. This new Acl
as we know, requires all the educational institutions to operate under the basis of

quality assurance,

with the intention of finding ways and means to enable our schools 1o run effectively
and at the same time, respond to the requirements of the new Act, 1 Asa Ph.D.
student, at Australian Catholic University would like to seek an access to collect data
in our schools. My research topic is: The Effect of Principal Leadership Behaviour in
Shaping School Culture and I work under the guidance of Dr. Helga Neidhart. In this
research, I assume that principal leadership and school culture have the effect on the
school results. With your consent, I therefore would like to seck cooperation from our
teachers teaching in our schools to complete the two sets of questionnaires. The two
questionnaires are the Multifactor Leadership Questionnaire and School Culture

" Survey. .

] assure you that individual results will be not be disclosed to the public.

Thank you for your consideration and best wishes for your successful mission.
- Most respectfully yours;

Bro. Phiranant Numkanisomn
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b St. Gabriel' s Foundation, Thailand \..f:A
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S
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2, 6ol Thong-Leoh 25, Sukhumvit 55, Watlans, Bangkok 10110, Thatand. Tel: 66 0-2712-8010  Fax: 66 0-2390-2292

f jaovary, . 2002

Dear Principal

1

As our country has a new National Education Act which will be enacted in the year
2002, it is advisable for us, Private Educators to be cautious of what is going to come
<0 as to be ready and well prepared to face the changes with confidence. This new Act
as we ourselves know requires all educational institutions to operate under the basis of

quality assurance.

with the intention of finding ways and mieans to énable our religious schools to run
effectively and at the same time, correspond to the requirements of the new Act,l as a
Ph D student, at Australian Catholic University would like to'seek an access to doa
research on Leadership area in our schools. My research title is: A Study of the
Relationship between Principals’ Leadérship Behaviour and School Culture in the
Schools of the Brothers of St. Gabriel, in Thailand and I work under the supervision
of Dr. Helga Neidhart. In this research, 1 assume that principal’s leadership behaviour
and séhool culture are the main factors that affect the school results. With your
consent, I therefore would like to seek cooperation from your teachers to complete the
two sets of questionnaires, attached in this envelope. The research needs

" teachers who have taught at least 5 years in your school to participate in this study.

The two sets of questionnaires are the Multifactor Leadership Questionnaire and

" School Culture Survey.

k. assure you that individual results will not be disclosed in this study.

Thank you for your consideration of this request, and best wishes for your successful

[ mission,

- Sincerely,

Bro. Phiranant Numkanisomn,

(Student Researcher)
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AUSTRALIAN CATHOLIC UNIVERSITY

- INFORMATION LETTER TO PARTICIPANTS

E 1ITLE OF PROJECT: THE EFFECT OF PRINCIPAL’S LEADERSHIP
® BEHAVIOUR IN SHAPING SCHOOL CULTURE

NAMES OF SUPERV]SORS: DR. HELGA NEIDHART and DR. KEN SMITH

- AND NAME OF PROGRAMME IN WHICH ENROLLED: DOCTOR OF
. PHILOSOPHY | - .

"~ Dear Participants

A}low me to introduce myself to you. I am Bro. Phiranant Numkanisorn, a former
principal in one of the schools under supervision of the Brothers of-St. Gabriel in
Thailand. At present, I am a Ph D student, in the School of Educational Leadership, at
. Australian Catholic University, Australia. As a former principal and educator, I am
‘very much concemed with how to provide education for our children in the most
effective way. That is why I have chosen to do my research in the School of
Educational Leadership. Since I deem that the most vital factors, that effect the school
- change and outcomes are nonetheless than Principal Leadership Behaviour and
:«;J'School Culture. ' ’ ’

In my research, I would like to find out the followings:

What type of principal’s leadership behaviour exists in the school?
What type of school culture prevails in the school?

Is there a relationship between these two variables?

How does the selected principal practise his leadership behaviour in
strengthening his school culture?

N FLEE NG R
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INFORMATION LETTER TO PARTICIPANTS

E This research will be carried out using a quantitative approach. Two scparate

£ (nstruments selected as tools to measure the variables of leadership and school

E culture. They are in the form of questionnaires. The participant teachers will be

- [cquested to complete each questionnaire which may take 20 minutes each of your
E (ime. The responses in the questionnaires will be treated confidentially or if they are
b (0 be disclosed, it will be done with your permission. While you are engaged in

E responding the questionnaires, if you come across some of the ilems that irntate you
L or you don’t feel like answering them, you are free to skip them or even you feel you
E like 10 withdraw in between you can do so in full freedom. But your full cooperation
L will contribute a great deal to the completeness of this research. The benefits of this
b research cerlainly will enhance the performances of principals who wish to make a
';' difference in their schools and result in re-shaping school culture that are conducive {0
£ siudents’ development which is the sole aim of this research.

Any guestions regarding this project should be directed to the Supervisor and the
Student Researcher

| Dr. Helga Neidhart
School of Educational Leadership

W 115 Victoria Parade, Fitzroy Vic 3065 Australia.

Bro. Phiranant Numkanisorn

i Gabrielite Provincial Centre

- 2 Soi Saeng Ngern, Sukhumvit 55 Rd,,

.. Khet Wattana, Bangkok 10110

E Tel. 712 9010

Also any feedback you may have regarding this research, you are encouraged to do

0. The researchers hope that your full understanding of the significance of this study

will lead to your full cooperation and participation in this research,

g;he Study has been approved by the Human Research Ethics Committee at Australian
atholic University.
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INFORMATION LETTER TO PARTICIPANTS

In the event that you have any complaint or concern about the way you have been
treated during the study, or if you have any query that the Supervisor and Student
Researcher has not been able 1o satisfy, you may write to the Chair of the Human

Research Ethics Committee,

Chair, HREC

C/o Research Services
Australian Catholic University
Locked Bag 4115

FITZROY VIC 4115
FITZROY VIC 3065

Any complaint or concern will be treated in confidence and fully investigated and you
will be informed of the ouicome,

If you agree to participate in this project, you should sign both copies of the Consent
Form, attached to this letter, retain one copy for your records and return the other

copy to your principal’s secretary.
Yours sincerely,
(Dr. Helga Neidhart)

Principal Investigator

(Bro. Phiranant Numkanisorn)
Student Researcher
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Appendix E

National Education Act B.E. 2542 (1991)
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Section 28  Curricula at all levels of education and those for the persons
referred to in the second, third, and fourth paragraphs of section 10 shall be
diversified and commensurate with each level, with the aim of improving the quality

of life suitable for each individual’s age and potentiality.

The substance of the curricula, both academic and professional, shall aim at
human development with desirable balance regarding knowledge, critical thinking,

capability, virtue and social responsibility.

Apart from the characteristics referred to in the first and second paragraphs,
higher education curricula shall emphasise academic .development, with priority given
to higher professions and research for development of the bodies of knowledge and

society.
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Section 44  Private education institutions referred to in section 18 (2) shall
be legal entities and shall establish their own boards comprising private education
administrators; authorised persons; representatives of parents; those of community

organizations; those teachers and alumni; and scholars.

The number of board members, their qualifications, criteria, nomination
procedures, selection of chairperson and members, term and termination of office

shal] be as stipulated in the ministerial regulations.
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Section 47  There shall be a system of educational quality assurance to
ensure improvement of educational quality and standards at all levels. Such a system

shall be comprised of both internal and external quality assurance.
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The system, criteria, and methods for quality assurance shall be as stipulated

in the ministerial regulations.
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Section 52  The Ministry shall promote development of a system for
teachers and educational personnel, inciuding production and further refinement of
this category of personnel, so that teaching will be further enhanced and become a
highly respected profession. The Ministry shall, in this regard, take a supervisory and
coordinating role so that the institutions responsible for production and development
of teachers, faculty staff and educational persomnel shall ready and capable of

preparing new staff and continually developing in- service personnel.

Sufficient funds shall be allocated by the state for the budget required and for
establishing the Fund for Development of Teachers, Faculty Staff and Educational

Personnel.
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Section 53  There shall be an Organization for Teachers, Educational
Institution Administrators, and Educational Administrators. The Organization shall
enjoy the status of an independent body administered by a professional council under
supervision of the Ministry. The Organization shall have the powers and duties for
setting professional standards; issuing and withdrawal of licenses; overseeing
maintenance of professional standards and ethics; and development of the profession

of teachers, educational institution administrators, and educational administrators.

Teachers, administrators of educational institutions, educational
Administrators, and other educational personnel of both the state and private sectors

shall have professional licenses as provided by the law.

In establishing the Organisation for Teachers, Educational Institution

. Administrators and Educational Administrators and other educational personnel,
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determination of qualifications required, criteria and procedures for issuing and

withdrawal of licenses shall be as stipulated by the law.

The provision in the second paragraph shall not apply to educational
institutions referred to in section 18 (3), administrators at the educational levels above

education service areas, and specialised educational resource persons.

The provision in this section shall not apply to the faculty staff, educational
institution administrators and educational administrators of higher education at the

degree level.
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‘Appendix F

Letter of Certification for Translated Instruments
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BURAPHA UNIVERSITY LANGUAGE CENTER, FACULTY OF HUMANITIES AND SOCIAL SCIENCES,

BURAPHA UNIVERSITY, Muasog, Chunburl, 20131
Tel. 0-3874-5900 cxt. 2344, 2382 or 0-3693-499

Kl

Letter of Certification

4 This document is to certify that “School Culture Survey™ and “Multifactor

.
B

Leadership”™ questionnaire is correctly translated and equivalent in meaning.

Issued on 12‘h April 2002

(Asst. Pfof. Booncherd Nuim)

Director of Language Center
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MLQ Multifactor Leadership
Questionnaire

Permission Set

Leader Form, Rater Form, and Scoring
Key for MLQ Form 5x-Short

Permission to reproduce 600 copies in one year

from date of purchase:
October 18, 2001

by Bernard Bass and Bruce Avolio

4 Published by Mind Garden
690 Woodside Road Suite 202, Redwood City CA 94061 USA (650) 261-3500
www.mindgarden.com

t® 1935 by Bernard Bass and Bruce Avolio. All rights reserved.

legal responsibility to compensate the copyright holder of this work for any reproduction in any medium. If any part of
K{e.g., scoring, itemns, etc.) is put on an electronic or other media, you agree to remove this Work from that media at the

IS license, The copyright holder has agreed to grant permission to reproduce the above number of copies of this work for
.fl'Om the date of purchase for non-commercial use only. Non-commercial use means that you will not receive payment for
"3 this document. If you need to make additional copies than the above stated, please contact Mind Garden.
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: Multifactor Leadership Questionnaire
' Rater Form

Date:

¥ me of Leader:

:,ganization 1D #: Leader ID #:

tionnaire is used to describe the leadership style of the above-mentioned individual as you

=T S

fihis QUE . . i . )

P ceive Il. Answer all ilems on this answer sheet. If an item is irrelevant, or if you are unsure or
f. o1 know the answer, leave the answer blank. Please answer this gueslionnaire anonymously.

\ “CRTANT (necessary for processing): Which best describes you?

| am at a higher organizational level than the person | am rating.
The person [ am rating is at my organizalional level.

| am at a lower organizational level than the person | am rating.
| do not wish my organizational level lo be known.

’ny-ﬁve descriptive statements are listed on the following pages. Judge how frequenlly each
ement fits the person you are describing. Use the following rating scale:

BNot 2t all Once in a Sometimes Fairly often Frequently,

A while . if not always
; ¢] 1 2 3 4
B PERSON | AM RATING. . .
Provides me with assistance in exchange for my eHors ... 20 1 2 3 4
.if  Re-examines critical assumptions lo question whether they are appropriate v 1203 4
-' . Fails 1o interfere until problems become SEMAOUS (v evcsieeec ittt e et e s ¢ 1 2 3 4

. Focuses attention on irregularities, misiakes, exceptions, and devialions

QIR 1O SLANABIAS ... creereeeeee s 0 1 2 3 4
B Avoids getting involved when IMPOrant ISSUES @TISE ..vciuincineererinns s s 0 1 2 3 4
] Talks about their most imponant values and BElIES ... e s 6 1 2 3 4
1S AbSENt WHEM NEEUEM ..ot eee et e e v e smabr e e e n e e saa e s b s e ar st 0 1 2 3 4

. Seeks differing perspectives when SoIVINg ProfemMS ... riieeren e ssarseas 0 1 2 3 4

Y Talks optimislically about (€ fUIUME ... s 0 1 2 3 4

0 instills pride in me for being associaled Wilh RIMRET .........oveme i s 0 1 2 3 4
Discusses in specific 1erms who is responsible for achieving performance largel§ .............. 0 1 2 3 4

}'- Waits for things to go wrong before laking BOLOM e ereee e reseneensssres e seaeseeent st snesscnaes s 6 1 2 3 4

3 Talks enthusiastically aboul what needs to be acCOMPHSHEd ........oovvoviviceiirei s sernisans 0 1 2 3 4

" Specifies the imporiance of having a sirong $ense of PUPOSE ... 0 1 2 3 4

5. Spends lime 18aCHING BNG COBCRING.......v.vverreersereseessessresreseneeras oo 0 1 2 3 4

' Continused =
SPYlighl 1995, 2000 by Bernard Bass and Bruce Avolio All nghts reserved. MLORP

by Mind Garden, Inc . Redwood City, CA. www mindgatden.com
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ot at all Once in @ Sometimes fairly often .Frequently,
4 while . if not always
0 1 2 3 4
;*6- Makes clear what one can expect {o receive when performance goals are achieved ... .0 1 2 3 4
f; shows that hesshe is a firm believer in “If it ain't broke, dONUIX " eveevcesriniesose 0 1 2 3 4
g Goes beyond sell-interest for the good of the QrouR ... 0 1 2 3 4
§9, Treals me as an individual rather than jusl as @ member of @ groUp ... e, a4 1 2 3 4
l pemonsliates that problems must become chronic before taking aclion...........cueen 0 1t 2 3 4
| Acts in ways that builds my FESPECL...... oo 0 1 2 3 4
, Concentrates his/her full attention on dealing with mislakes, complaints, and failures ......... 0 1 2 3 4
Considers the moral and ethical consequences of deCiBiONS. ... 0 1 2 3 4
‘ Keeps track of all MISIaKeS ... 0 1 2 3 4
;, Displays a sense of power and Confidence ... 0 1 2 3 4
Adiculates a compelling vision of the fUlUre ..o c 1 2 3 4
3 ; Directs my atiention loward failures 10 meet standards.. ... 0 1 2 3 4
AVOITS MAKING DECISIONS ¢.v.vvvsisveeresaecevescsese s essos e ssssssesssssssssessess e sressess sessasseseresensecassin D 1 2 3 4
' Considers me as having different needs, abilities, and aspirations from others. .................. 0 1 2 3 4
3 ' Gets me to took at problems from many different angIes ... e c 1 2 3 4
_ Helps me to Aevelop MY SIFENGINS .....vei ottt s ss s snss s se s 0 1 2 3 4
: Suggests new ways of looking at how to complele assignments 1 2 3 4
i 1.2 3 4
 Emphasizes the importance of having a colleclive sense of MisSioN...........covvniiicnins 0 1 2 3 4
Expresses satisfaction when | meel eXpectalions ... s 0 1 2 3 4
.; ‘Expresses confidence that goals will be achieved ... 0 1 2 3 4
:Is effective in meeting my job-related Needs ... e e 0 1 2 3 4
.‘_‘ B Uses methods of leadership that are Satisfying. ........o.cc.cvcerrcrecrennesecreecennne et eeene e 0 1 2 3 4
ets me to do more than | @xpected 10 do ... 0 1 2 3 4
elffective in representing me 10 higher authority ..., 0 1 2 3 4
orks with me in a satisfaciory way............ ke eear e heere st e ae nea e e e ser e o s ek e e 0 1t 2 3 4
BHei0h tens My dESife 10 SUCCEET ..c.vcvsesri st s 0 1 2 3 4
1 effective in meeting organizational reQUINEMENES ..o T 0 1 2 3 4
eras&s My Wilingness 10 1y RBFART ..o eiiis e sniircrmrcsieeeennn O 1 2 3 4
:' ) ET_Eads 8 GrOUD (AL IS @IFECHIVE . .ocvoivivieieeiees e et see et e ars st et ch s sa s rens sobars s 0 1 2 3 4
: b 1555, 2090 by Bernard Bass and Bruce Avoko, Alf rights reserved MLORP

i_t_’y Ming Garden, Inc.. Redwood Cily, CA www mundparden com
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Schocl Culture Survey

: £ School Cultare Survey provides insight about the shared values/beliefs, the patierns of

- vior, and the relationships in the school. Each factor measures a unique aspect of the

3 fool's collaborative culture. The factor definitions are underlined; the additional sentences
F . de more detail about the concepts associated with each factor.

Biahorative Leadership (items 2, 7, 11, 14, 18, 20, 22, 26, 28, 32, 34) measures the degree to
Ech school leaders establish and maintain collaborative relationships with school staff. The
. value teachers’ ideas, seek input, engage staff in decision-making, and trust the

dfessional judgment of the staff. Leaders support and reward risk-taking and innovative ideas
Bigned to improve education for the students. Leaders reinforce the sharing of ideas and

Eclive practices among all staff.

scher Collaboration (items 3, 8, 15, 23, 29, 33) measures the degree to which teachers

fge in constructive dialogue that furthers the educational vision of the school. Teachers

s the school plan together, observe and discuss teaching practices, evaluate programs, and
belop an awareness of the practices and programs of other teachers.

ffessional Development (items 1, 9, 16, 24, 30) measures the degree to which teachers value
jtinuous personal development and school-wide improvement. Teachers seek ideas from

1 ars, colleagues, organizations, and other professional sources to maintain current

pwledge, particularly current knowledge about instructional practices.

'.f'_i egial Support (items 4, 10, 17, 25) measures the degree to which teachers work together
ictively. Teachers trust each other, value each other’s ideas, and assist each other as they
Pk to accomplish the tasks of the school organization.

ity of Purpose (items 5, 12, 19, 27 31) measures the degree to which teachers work toward a

Bimon mission for the school. Teachers understand, support, and perform in accordance with
mission.

-;: ing Partnership (items 6, 13, 21, 35) measures the degree to which teachers, parents, and

geuts work together for the common good of the student. Parents and teachers share common
¥etations and communicate frequently about student performance. Parents trust teachers and
is generally accept responsibility for their schooling.

hool Culture Survey was developed by Steve Gruenert and Jerry Valentine at the Middle
Leadership Center, 1998. For more information about the SCS, contact Jerry Valentine,
or of the Middle Level Leadership Center, 218 Hill Hall, University of Missouri,

bia, MO 6521 or email him at Valentinel@missouri.edu.
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af dogree do these statemenis descrlbe the conditions at your school?
W
each statement on the following scale:

‘nle Dleagree  2=Disagree  3=Neutral 4=Agree 5=5trongly Agree

classroom instruction.
_7 Leaders value teachers’ ideas.
. Teacher have opportunities for dialogue and planning across grades and subjects.
) Teachcxs trust each other.
E - Teachers support the mission of the school.
¢ Teachers and parents have common expectations for student performance.
LeadC]S in this school trust the professional judgments of teachers.
=* Teachcrs spend considerable time planning together.
E Teachers regularly seek ideas from seminars, colleagues, and conferences.
® Teachers are willing to help out whenever there is a problem.
|_3' Leaders take time to praise teachers that perform well. .
i The school mission provides a clear sense of direction for teachers.
jf' Parents trust teachers’ professional judgments,
[ Teachers are involved in the decision-making process.
;. i Teachers take time to observe each other teaching.
¥ Professional development is valued by the faculty.
& Teachers' ideas are valued by other teachers.
_Leaders in our school facilitate teachers working togcthcr
"; Teachers understand the mission of the school.
'5’; Teachers are kept informed on current issues in the school.
I Teachers and parents communicate frequently about student performance.
£ My involvement in policy or decision making is taken seriously.
¥ Teachers are generally- aware of what other teachers are teaching.
. Teachers maintain a current knowledge base about the learning process.
¥ Teachers work cooperatively in groups.
| Teachers are rewarded for experimenting with new ideas and techniques.
The school mission statement reflects the values of the community.
§ Leaders support risk-taking and innovation in teaching. -
§ Teachers work together to develop and evaluate programs and projects.
- The faculty values school improvement.
' Teaching performance reflects the mission of the school,
. Administrators protect instruction and planning time.
 Teachi ng practice disagreements are voiced openly and discussed.’ SO
Teachers are encouraged to share ideas.
‘Students generally accept responsibility for their schooling, for example they
‘engape mentally in class and complete homework assignments.

I Teachers utilize professional networks to obtain information and resources for

e T T e S T e T S T e S e S A O B i T T S o R O e I~ T

Strongly Disagrae
N
Strongly Agree

Disagrae
Agree

MNatrtre!
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Table 1 Frequencies and Percentage of Demographic Data of Assumption

College Samrong.

Demographic Frequency Percentage

Male 35 27.6
Female 91 71.7
Not response 1 0.8
Age

35 Years old and Lower 51 402

Over 46 Years Old 18 142

Not response 1 0.8
Teaching Experience

5-10 Years 60 472

11-15 Years 36 283

16-20 Years 12 9.4

Over 20 Years 18 14.2

Not response i 0.8
n=126

Demographic Background of Respondents.

Most of the teachers, 91 (71.7 %), who responded from ACSR were female
and 35 (27.6 %) male. There was only one respondent, (0.8 %) who did not indicate
gender. 57 of them (44.9%) were 36-45 years old. Next, there were 51 respondents,
(40.2%) between 35 years old and lower while there were 18 responded teachers

(14.2 %) who were 46 years and upper. One respondent (0.8 %) did not disclose age.

Most of the respondents of ACSR, 60 (47.2%) had 5-10 of work experience.
The second most, 36 (28.3%) had 11-15 years of experience. Next, 18 (14.2%) of all
valid respondents had more than 20 years of work experience and 12 respondents
(9.4%) had 16-20 years of work experience. There was 1 respondent (0.8%) who did

not state their work experience.
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Table 2 Frequencies and Percentage of Demographic Data of Montfort College.

Demographic Frequency Percentage

Male 82 50.0
Female 79 48.2
Not response 3 1.8
Age

35 Years old and Lower 102 62.0

35-45 Years Old 36 22.0

Over 46 Years Old 26 15.9

Not response

Teaching Experience

5-10 Years g7 53.0

11-15 Years 24 14.6

16-20 Years 9 5.5

Over 20 Years 27 16.5

Not response 17 10.4
n=164

Demographic Background of Respondents.

Most of the teachers 82 (50%) who responded from MC were male and 79
(48.2%) female. There were 3 respondents, (1.8%) who did not define gender. 102 of
them (62.2 %) were 35 years old and lower. Next, there were 36 respondents (22.0%)
between 36-45 years old while there were 26 responded teachers (15.9%) who were

46 years old and upper.

Most of the respondents of MC, 87 (53.0%) had 5-10 years of work
experience. The second most, 27 (16.5%) had more than 20 years of work experience.
Next, 24 (14.6%) of all valid respondents had experience of 11-15 years and 9
respondents (5.5%) had 16-20 years of work experience. There were 17 respondents

(10.4%) who did not state their work experience.
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Table 3 Frequencies and Percentage of Demographic Data of Assumption

College Lumpang.
Demographic Frequency Percentage

Male 36 22.1
Female 124 76.1
Not response 3 1.8
Age

35 Years old and Lower 96 58.9

35-45 Years Old 48 29 4

Over 46 Years Old 16 9.8

Not response 3 1.8
Teaching Experience

5-10 Years 116 712

11-15 Years 10 6.1

16-20 Years 10 6.1

Over 20 Years 16 0.8

Not response 1 6.7
n=163

Demographic Background of Respondents.

Most of the teachers, 124 respondents (76.1%) who responded from ACL
were female, 36 (22.1%) were male. There were 3 respondents who did not define
gender. 96 of them (58.9%) were 35 years old and lower. Next there were 48
respondents (29.4%) between 36-45 years old while 16 respondents (9.8%) were 46

years old and upper and three respondents (1.8%) did not disclose their age.

Most of the respondents of ACL, 116 (71.2%) had 5-10 years of work
€xperience between 5 to 10 years. The second n;ost, 16 (9.8%) had more than 20
Years of work experience. Next, .the respondents who had 11-15 years of work
€Xperience and 16-20 years of work experience were equally 10 each (6.1%) and the

Iespondents who did not identify their work experience were eleven (6.7%).
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Table 4 Frequencies and Percentage of Demographic Data of Assumption

College Thonburi.
Demographic Frequency Percentage

Male 37 24.5
Female 109 72.2
Not response 5 33
Age

35 Years old and Lower 63 41.7

35-45 Years Old 58 384

Over 46 Years Old 28 18.5

Not response 2 1.3
Teaching Experience

5-10 Years 77 51.0

11-15 Years 30 19.9

16-20 Years 15 9.9

Over 20 Years 22 14.6

Not response 7 4.6
n=151

Demographic Background of Respondents.

Most of the teachers 109 (72.2%) who responded from ACT were female, and
37 (24.5%) men. There were 5 respondents (3.3%) who did not define gender. 63 of
them (41.7%) were 35 years old and lower, 58 respondents (38.4%) were between 36-

45 years old while 28 respondents (18.5%) were 46 years old and upper.

Most of the respondents, 77 (51.0%) had 5-10 years of work experience, The
second most, 30 respondents (19.9%) had 11-15 S/ears of work experience. 22
respondents (14.6%) had more than 20 years of work experience and there were 15
respondents (9.9%) who had 16-20 years of work experience. 7 respondents did not

disclose their work experience.
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Table 5 Frequencies and Percentage of Demographic Data of Assumption
Commercial College.

Demographic Frequency Percentage

Male 13 28.3
Female 32 69.6
Not response 1 2.2
Age

35 Years old and Lower 24 52.2

35-45 Years Old 13 28.3

Over 46 Years Old 7 15.2

Not response 2 4.3
Teaching Experience

5-10 Years 14 304

11-15 Years 15 32.6

16-20 Years 9 19.6

Over 20 Years 6 13.0

Not response 2 4.3
n=46

Demographic Background of Respondents.

Most the teachers, 32 respondents (69.6%) who responded from ACC were
female and 13 (28.3%) male. There was 1 respondent (2.2%) who did not define
gender. 24 of them (52.2%) were 35 years old and lower. Next, there were 13
respondents (28.3%) between 36-45 years while 7 respondents (15.2%) were 46 years

old and upper.

Most of the respondents of ACC teachers 14°(30.4%) had 5-10 years of work
experience. The second most, 15 (32.6%) had 11-15 years of work experience. Next,
9 (19.6%) of all valid respondents had work experience of 16-20 years and there were
6 respondents (13%) who had work experience of more than 20 years. 2 respondents

(4.3%) did not disclose their work experience.
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Table 6 Frequencies and Percentage of Demographic Data of Assamption
College Ubolrajthani.

Demographic Frequency Percentage

Male 5 10.9
Female 41 89.1
Not response - -
Age

35 Years old and Lower 25 543

35-45 Years Old 13 28.3

Over 46 Years Old g 17.4

Not response - .
Teaching Experience

5-10 Years 29 63.0

11-15 Years 3 6.5

16-20 Years 5 10.9

Over 20 Years 6 13.0

Not response 3 6.5
n=46

Demographic Background of Respondents.

Most of the teachers, 41 respondents (89.1%) who responded from ACU were
female and 5 (10.9%) male. 25 of them (54.3 %) were 35 years old and lower. Next,
there were 13 respondents (28.3%) between 36-45 years old while 6 respondents

(17.4%) were 46 years old and over.

Most of the respondents of ACU, 29 (60.3%) had 5-10 years of work
experience. 6 respondents (13.0%) had more than iO years of work experience. 5
respondents (10.9%) had 16-20 years of work experience and three respondents
(6.5%) had their work experience between 11-15 years Only three respondents

(6.5%) did not mention their work experience.
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Table 7 Frequencies and Percentage of Demographic Data of Assumption
College Nakornrajsima.

Demographic Frequency Percentage

Male 23 24.2
Female 71 74.7
Not responise 1 1.1
Age

35 Years old and Lower 47 49.5

35-45 Years Old 28 29.5

QOver 46 Years Old 19 20.0

Not response 1 1.1
Teaching Experience

5-10 Years 52 54.7

11-15 Years 5 53

16-20 Years 13 13.7

QOver 20 Years 18 18.9

Not response 7 7.4
n=295

Demographic Background of Respondents.

Most of the teachers 71 respondents (74%) who responded from ACN were
female and 23 (24.2%) male. 47 of them (49.5%) were 35 years old and lower, 28
respondents (29.5%) were in between the age of 36 and 45. 19 respondents (20.0%)
were between 46 years old and upper and one respondent (1.1%) did not identify

oneself,

Most of the respondents of ACN, 51 respondents (54.7%) had 5-10 years of
work experience, 18 respondents (18.9%) had more than 20 years of work experience.
Next, 5 (5.3 %) had 11-15 years of work experience and 7 respondents (7.4%] did not

mention their work experience.
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Table 8 Frequencies and Percentage of Demographic Data of St Louis College.

Demographic Frequency Percentage

Male 20 16.1
Female 98 79.0
Not response 6 4.8
Age

35 Years old and Lower 79 63.7

35-45 Years Old 36 29.0

Over 46 Years Old 9 7.3

Not response - -
Teaching Experience

5-10 Years 81 65.3

11-15 Years 11 8.9

16-20 Years 4 3.2

Over 20 Years 11 8.9

Not response 17 13.7
n=124

Demographic Background of Respondents.

Most of the teachers, 98 respondents (79.0%) who responded from SL were
female and 20 (16.1%) male. 79 of them (63.7%) were between the age of 35 and
lower while 36 respondents (29.0%) were between 36-45 years. 9 respondents (7.3%)

were between 46 years old and upper.

Most of the respondents of SI., 81 respondents (65.3%) had 5-10 years of
work experience. 11 (8.9%) had 11-15 years of work-experience. The same number
also had more than 20 years of work experience. 4 respondents (3.2%) had their work
experience between 16-20 years and 17 respondents did not identify their work

. €Xperience.
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Table 9 Frequencies and Percentage of Demographic Data of Assumption
College Sriracha.

Demographic Frequency Percentage

Male 38 26.0
Female 95 65.1
Not response 13 8.9
Age

35 Years old and Lower 69 473

35-45 Years Old 54 37.0

Over 46 Years Old 20 13.7

Not response 3 2.1
Teaching Experience

5-10 Years 64 43.8

11-15 Years 26 17.8

16-20 Years 20 13.7

Over 20 Years 22 15.1

Not response 14 5.6
n=146

Demographic Background of Respondents.

Most of the teachers, 95 respondents (65.1%) who responded from ACS were
female and 38 (26.0%) male. There were 13 respondents (8.9%) who did not define
gender. 69 of them (47.3%) were between the age of 35 years old and lower while 54
respondents (37.0%) were between 36-45 years old. 20 respondents (13.7%) who
were between 46 years old and upper while 3 respondents or 2.1% did not want to

disclose their age.

Most of the respondents of ACS 64 (43.8%) had 5-10 years of work
experience. 26 respondents (17.8 %) had 11-15 years of work experience. 22
respondents (15.1%) had more than 20 years of work experience and 20 respondents

(13.7%) had 16-20 years of work experience. The rest (14 respondents or 9.6%) did

2
E,

not identify their work experience.
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Table 10 Frequencies and Percentage of Demographic Data of Assumption
College Rayong.

Demographic Frequency Percentage

Male 17 23.0
Female 54 73.0
Not response 3 4.1
Age

35 Years old and Lower 41 554

35-45 Years Old 24 324

Over 46 Years Old 8 10.8

Not response 1 1.4
Teaching Experience

5-10 Years - 53 71.6

11-15 Years 10 13.5

16-20 Years 2 2.7

Over 20 Years 4 54

Not response 5 6.8
n=74

Demographic Background of Respondents.

Most of the teachers, 54 respondents (73%) who responded from ACR were
female and 17 (23.0%) male. 3 respondents (4.1%) did not reply for their gender. 41
of them (55.4%) were between the age of 35 years old and lower while 24
respondents (32.4%) were between 36-45 years old. 8 respondents (10.8%) were

between 46 years old and above and one respondent (1.4%) did not disclose their age.

Most of the respondents of ACR, 53 respondents (71.6%) had 5-10 years their
work experience. 10 respondents (13.5%) had 11-15 years of work experience. 4
respondents (5.4%) had 16-20 years of work experience and 5 respondents did not

define their work experience.
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Table 11 Erequencies and Percentage of Demographic Data of St. Gabriel
College.
Demographic Frequency Percentage

Male 47 412
Female 64 56.1
Not response 3 2.6
Age

35 Years old and Lower 45 39.5

35-45 Years Old 34 29.8

Over 46 Years Old 35 30.7

Not response - -
Teaching Experience

5-10 Years 41 36.0

11-15 Years 24 21.1

16-20 Years 14 12.3

Over 20 Years 29 254

Not response 6 5.3
n=114

Demographic Background of Respondents.

Most of the teachers, 64 respondents (56.1%) who responded from SG were
female and 47 (41.2%) male. 3 respondents (2.6%) did not define gender. 45 of them
(39.5%) were between 35 years old and lower, while 35 respondents (30.7%) were

between 46 years old and upper. 34 respondents (29.8%) were between 36-45 years

old.

Most of the respondents of SG, 41 (36.0%) ha-d 5-10 years of work experience
and 29 respondents (25.4%) had more than 20 years of work experience. 24
respondents (21.1%) had 11-15 years of work experience, 14 respondents (12.3%) had
16-20 years of their work experience and 6 respondents (5.3%) did not disclose their

work experience.
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Table 12 Frequencies and Percentage of Demographic Data of Assumption
College.

Demographic Frequency Percentage

Male 54 30.7
Female 103 58.5
Not response 19 10.8
Age

35 Years old and Lower 86 48.9

35-45 Years Old 5 29.0

Over 46 Years Old 33 18.8

Not response 6 34
Teaching Experience

5-10 Years 103 58.5

11-15 Years 19 10.8

16-20 Years 21 11.9

Over 20 Years 20 11.4

Not response 13 7.4
n=176

Demographic Background of Respondents.

Most of the teachers, 103 respondents (58.5%) who responded from AC were
female and 54 (30.7%) male. 19 respondents (10.8%) did not disclose gender. Among
all the respondents, 86 (48.9%) were between the age of 35 years old and lower. 51 of
them (29.0%) were 36 —45 years old while 33 respondents (18.8%) were between 46

years and upper.

Most of the respondents of AC, 103 respond'ents {58.5%) had 5-10 years of
work experience between 5-10 years. 21 respondents (11.9%) had 16-20 years of
work experience. 20 respondents (11.4%) had more than 20 years of work experience.
While 19 respondents (10.8%) had 11-15 years of work experience and 13

respondents (7.4%) did not mention their work experience.
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Appendix H

Principal Leadership Behaviour and School Culture, in the
Schools of the Brothers of St.Gabriel,

in Thailand




284

Table 1 Leadership Behaviour Mean Scores as Measured by Multifactor
Leadership Questionnaire. .

Leadership Behaviour of Principals

School Transformational Transactional Non —
Leadership Leadership  Leadership

Assumption College, Samrong 2.34 2.35 2.05
(ACSR)
Montfort College (MC) 2.70 2.42 2.10
Assumption College, 2.10 1.93 1.76
Lampang (ACL) : '
Assumption College, Thonburi 2.11 2.04 1.78
(ACT)
Assumption Commercial 2.36 2.41 1.95
College (ACC)
Assumption College, 2.47 243 1.97
Ubolrajthani (ACU)
Assumption College, 2.38 2.31 1.88
Nakornrajsima (ACN)
Saint Louis College (SL) 2.77 2.80 2.29
Assumption College, Sriracha 2.52 2.60 2.11
(ACS)
Assumption College, Rayong 2.73 2.75 2.18
(ACR)
Saint Gabriel College (SG) 2.46 2.40 2.02
Assumption College (AC) 2.34 2.25 1.87
Overall 2.42 2.36 1.99

The following Table describes the types of principals’ leadership behaviour
exercised in the schools of the Brothers of St. Gabriel. The findings from mean scores
indicated that there are seven schools namely MC (2.70), ACL (2.10), ACT (2.11),
ACU (2.47), ACN (2.38), SG (2.46) and AC (2.34) that have their own principals
Perceived by their teachers as transformational leaders. While the other five schools
namely ACSR (2.35), ACC (2.41), SL (2.80), ACS (2.60), and ACR (2.75) have their

Principals perceived by their teachers as transactional leaders.
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Table 2 Mean Scores of School Culture in each School as Measured by School
Culture Survey.

Collabo- Teacher Profess Collegial Unityof Learn-
rative  collabo-  sional support purpose ing  Total

School leader- ration develop- partner-
ship ment ship

Assumption College, 379 367 406 389 384 408 386
Samrong (ACSR)
Maontfort College 359 346 393 361 375 387 367
MC)
Assumption College, 3.16 336 397 381 3.65 395 355
Lampang (ACL)

Assumption College, 340 328 3% 347 3.60 377 353
Thonbur (ACT)

Assurmption 356 341 374 354 356 401 361
Commercial College

(ACC)

Assumption College, 370 346 397 364 379 398 374
Ubolrajthani (ACU)

Assumption College, 343 326 394 364 372 384 359
Nakomrajsima

(CAN)

Saint Louis College 405 381 409 396 390 406 398
(SL)

Assumption College, 384 368 406 3.86 3.81 394 385
Stiracha (ACS)

Assumption College, 396 3.77 4.11 393 397 414 397
Rayong (ACR)

Saint Gabriel College 368 362 402 3.85 374 394 378
G

Assumption College 352 351 3.88 374 365 388 367
(AC)

Table 2 shows that the mean scores of each factor of school culture perceived by
the participating teachers of each school. It also showed the sum scores of school

culture of each school.
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Descriptive Statistics of Principals’ Leadership Behaviour as Measured by
Multifactor Leadership Questionnaire and School Culture As Measured by School

Culture Survey of Assumption College Samrong.

MLQ Results

School 1. (ACSR) The number of respondents who completed the MLQ from
ACSR was 127. The scores ranged from a minimum of 0 to a maximum of 4.
The mean for transformational leadership was 2.34 with a standard deviation of .510;
the mean for transactional leadership was 2.35 with a standard deviation of .534; and
the mean for non-leadership was 2.05, with a standard deviation of .469. According to
the perception of most respondents of ACSR, they rated their principal as a

transformational leader with the highest mean of 2.34.

SCS Results

School 1. (ACSR) The number of respondents who completed the SCS from
ACSR was 127. The score of SCS ranged from 1 the minimum to 5 the maximum.
The mean for collaborative 'leadership was 3.79, .with a standard deviation of .415; the
mean for teacher collaboration was 3.67, with a standard deviation of .463; the mean
for professional development was 4.06 with a standard deviation of .392; the mean for
collegial support was 3.89 with a standard deviation of .507; the mean for unity of
purpose was 3.84 with a standard deviation of .433; and the mean for learning

partnership was 4.08 with a standard deviation of .426. According to the perception of

the ACSR respondents, the dominant culture of ACSR was learning partnership.
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Descriptive Statistics of Principals’ Leadership Behaviour as Measured by
Multifactor Leadership Questionnaire and School Culture As Measured by School

Culture Survey of Montfort College.

MLQ Results

School 2. (MC) The number of respondents who completed the MLQ from
MC was 164. The score ranged from a minimum of 0 to a maximum of 4. The mean
for the transformational leadership was 2.70, with a standard deviation of .593; the
mean for transactional leadership was 2.42, with a standard deviation of .593; and the
mean for non-leadership was 2.10, with a standard deviation of .331. According to the

perception of the respondents, they rated their principal as a transformational leader

with the highest mean of 2.70.

SCS Results

School 2. (MC) The number of respondents who completed the SCS from MC
was 164. The score ranged from a minimum of 1 to a maximum of 5. The mean for
collaborative leadership was 3.59, with a standard deviation of .644; the mean for
teacher collaboration was 3.46, with a standard deviation of .604; the mean for
professional development was 3.93, with a standard deviation of .546; the mean for
collegial support was 3.61, with a standard deviation of .681; the mean for unity of
purpose was 3.75, with a standard deviation of .470; and the mean for learning
Partnership was 3.87, with a standard deviation of .575. According to the perception
of the respondents, it indicated that MC had professional development dominantly

in its culture at the score of 3.93.
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Descriptive Statistics of Principals’ Leadership Behaviour as Measured by
Multifactor Leadership Questionnaire and School Culture As Measured by School

Culture Survey of Assumption College Lampang.

MLQ Results

School 3. (ACL) The number of respondents who completed the MLQ was
163. The score ranged from-a minimum of 0 to a maximum of 4. The mean for the
transformational leadership was 2.10, with a standard deviation of .621; the mean for
transactional leadership was 1.93, with a standard deviation of .625; and the mean for
non—leadefship was 1.76, with a standard deviation of .545. It can be implied that the
respondents from ACL viewed their principal as a transformational leader with a

score 0of 2.10 (See Table 4.2).

SCS Results

School 3. (ACL) The number of respondents who completed the SCS from
ACL was 163. The score ranged from a minimum of 1 to a maximum of 3. The mean
for collaborative leadeiship was 3.16, with a standard deviation of .763; the mean for
teacher collaboration was 3.36, with a standard deviation of .600; the mean for
professional development was 3.97, with a standard deviation of .515; the mean for
collegial support was 3.81, with a standard deviation of .542; the mean for unity of
purpose was 3.65, with a standard deviation of .533; and the mean for learning
partnership was 3.95, with a standard deviation of .571. It can be implied that ACL

had professional development dominantly in its culture with the score of 3.97 (See

Table 4.3).
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Descriptive Statistics of Principals’ Leadership Behaviour as Measured by
Multifactor Leadership Questionnaire and School Culture As Measured by School

Culture Survey of Assumption College, Thonburi.

MLQ Results

School 4. (ACT) The number of respondents who completed the MLQ from
ACT was 151. The score ranged from a minimum of 0 to a maximum of 4. The mean
for the transformational leadership was 2.11, with a standard deviation of .536; the
mean for transactional leadership was 2.04, with a standard deviation of .576; and the
mean for non-leadership was 1.78, with a standard deviation of .505. It can be implied
that the respondents viewed their principal as a transformational leader with the

mean score of 2.11 (See Table 4.2).

SCS Results

School 4. (ACT) The number of respondents who completed the SCS from ACT
was 151. The score ranged from a minimum of 1 to a maximum of 5. The mean for
collaborative leadership was 3.40, with a standard deviation of .598; the mean for
teacher collaboration was 3.28, with a standard deviation of .625; the mean for
professional development was 3.94, with a standard deviation of .495; the mean for
collegial support was 3.47, with a standard deviation of .709; the mean for unity of
purpose was 3.60, with a standard deviation of .518; the mean for learning partnership
was 3.77, with a standard deviation of .627. It can be implied that ACT had professional

development dominantly in its culture with the score of 3.94 (See Table 4.3).
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Descriptive Statistics of Principals’ Leadership Behaviour as Measured by
Multifactor Leadership Questionnaire and School Culture As Measured by School

Culture Survey of Assumption Commercial College.

MLQ Results

School 5. (ACC) The number of respondents who completed the MLQ from
ACC was 46. The score ranged from a minimum of 0 to a maximum of 4. The mean
for the transformational leadership was 2.36, with a standard deviation of .699; the
mean for transactional leadership was 2.41, with a standard deviation of .679; and the
mean for non-leadership was 1.95, with a standard deviation of .476. It can be implied

that the respondents viewed their principal as a transactional leader with the highest

mean of 2.41 (See Table 4.2).

SCS Results

School 5. (ACC) The number of respondents who completed the SCS from
ACC was 46. The score ranged from a minimum of 1 to a maximum of 5. The mean
for collaborative leadership was 3.56, with a standard deviation of .774; the mean for
teacher collaboration was 3.41, with a standard deviation of .711; the mean for
professional development was 3.74, with a standard deviation of .673; the mean for
collegial support was 3.54, with a standard deviation of .772; the mean for unity of
purpose was 3.56, with a standard deviation of .646; the mean for learning partnership
was 3.61, with a standard deviation of .628. It can be indicated the dominant culture that

exist in ACC was learning partnership with the highest mean 0f 4.01 (See Table 4.3).
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Descriptive Statistics of Principals’ Leadership Behaviour as Measured by
Multifactor Leadership Questionnaire and School Culture As Measured by School

Culture Survey of Assumption College Ubolrajthani.

MLQ Results

School 6. (ACU) The number of respondents who completed the MLQ from
ACU was 46. The score ranged from a minimum of 0 to a maximum of 4. The mean
for transformational leadership was 2.47, with a standard deviation of .587; the mean
for transactional leadership was 2.43, with a standard deviation of .641; the mean for
non-leadership was 1.97, with a standard deviation of .527. It can be implied that the

respondents viewed their principal as transformational leader with the highest mean of

2.47 (See Table 4.2).

SCS Results

School 6. (ACU) The number of respondents who completed the SCS from
ACU was 46. The score ranged from a minimum of 1 to a maximum of 5. The mean
for collaborative leadership was 3.70, with a standard deviation of .650; the mean for
teacher collaboration was 3.46, with a standard deviation of .636; the mean for
professional development was 3.97, with a standard deviation of .605; the mean for
collegial support was 3.64, with a standard deviation of .678; the mean for unity of
purpose was 3.79, with a standard deviation of .558; tl;le mean for learning partnership
was 3.98, with a standard deviation of .547. It can be implied that ACU had learning

Partnership dominantly in its culture with the highest mean of 3.98 (See Table 4.3).
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Descriptive Statistics of Principals’ Leadership Behaviour as Measured by
Multifactor Leadership Questionnaire and School Culture As Measured by School

Culture Survey of Assumption College, Nakornrajsima.

MLQ Results

School 7. (ACN) The number of respondents who completed the MLQ from
ACN was 95. The score ranged from a minimum of 0 to a maximum of 4. The mean
for transformational leadership was 2.38, with a standard deviation of .547; the mean
for transactional leadership was 2.31, with a standard deviation of .590; the mean for
non-leadership was 1.88, with a standard deviation of .515. It can be indicated that the
respondents of ACN viewed their principal as a transformational leader with the

highest mean of 2.38 (See Table 4.2).

SCS Results

School 7. (ACN) The number of respondents who completed the SCS from
ACN was 95. The score ranged from a minimum of 1 to a maximum of 5. The mean
for collaborative leadership was 3.43, with a standard deviation of .709; the mean for
teacher collaboration was 3.26, with a standard deviation of .673; the mean for
professional development was 3.94, with a standard deviation of .571; the mean for
collegial support was 3.64, with a standard deviation of .681; the mean for unity of
purpose was 3.72,with standard deviation of .499; the mean for leaming partnership

was 3.84, with a standard deviation of .542. It can be implied that ACN had

?. _ professional development dominantly in its culture with the highest mean of 3.94 (See

Table 4.3).
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Descriptive Statistics of Principals’ Leadership Behaviour as Measured by
Multifactor Leadership Questionnaire and School Culture As Measured by School

Culture Survey of Saint Louise.

MLQ Results

School 8. (SL) The number of respondents who completed the MLQ from SL
was 124, Tﬁe score ranged from a minimum of 0 to a maximum of 4. The mean for
transformational leadership was 2.77, with a standard deviation of .472; the mean for
transactional leadership was 2.80, with a standard deviation of .465; the mean for non-
leadership was 2.29, with a standarﬁ deviation of .468. It can be implied that the
respondents viewed their principal as a transactionai leader with the highest mean of

2.80 (See Table 4.2).

SCS Results

School 8. (SL) The number of respondents who completed the SCS from SL
was 124. The score ranged from a minimum of 1 to a maximum of 5. The mean for
collaborative leadership was 4.05, with a standard deviation of .370; the mean for
teacher collaboration was 3.81, with a standard deviation of .433; the mean for
professional development was 4.09, with a standard deviation of .415; the mean for
collegial support was 3.96, with a standard deviation of .484; the mean for unity of
purpose was 3.90, with a standard deviation of .366; the mean for Jearning partnership
was 4.06, with a standard deviation of .437. It can be implied that SL had professional

development dominantly in its culture with the highest mean of 4.09 (See Table 4.3).
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Descriptive Statistics of Principals’ Leadership Behaviour as Measured by
Multifactor Leadership Questionnaire and School Culture As Measured by School

Culture Survey of Assumption College Sriracha.

MLQ Results

School 9. (ACS) The number of respondents who completed the MLQ from
ACS was 146. The score ranged from a’ minimum of 0 to a maximum of 4. The mean
for the transformational leadership was 2.52, with a standard deviation of .522; the
mean for the transactional leadership was 2.60, with a standard deviation of .498; the
mean for non-leadership was 2.11, Qith a standard deviation of .464. It can be implied
that the respondents of ACS viewed their principal as a transactional leader with the

highest mean of 2.60 (See Table 4.2).

SCS Results

School 9. (ACS) The number of respondents who completed the SCS from
ACS was 146. The score ranged from a minimum of 1 to a maximum of 5. The mean
for collaborative leadership was 3.84, with a standard deviation of .414; the mean for
teacher collaboration was 3.68, with a standard deviation of .485; the mean for
professional development was 4.06, with a standard deviation of .412; the mean for
collegial support was 3.86, with a standard deviation of .560; the mean for unity of
purpose was 3.81, with a standard deviation of .379; the mean for learning partnership
was 3.94, with a standard deviation of .486. It can be implied that ACS had
professional development dominantly in its culture with the highest mean of 4.06 (See

Table 4.3).
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Descriptive Statistics of Principals’ Leadership Behaviour as Measured by
Multifactor Leadership Questionnaire and School Culture As Measured by School

Culture Survey of Assumption College, Rayong.

MLQ Results

School 10. (ACR) The number of respondents who completed MLQ from
ACR was 74. The score ranged from a minimum of 0 to a maximﬁm of 4. The mean
for the transformational leadership was 2.73, with a standard deviation of .370; the
mean for the transactional leadership was 2.75, with a standard deviation of .374; the
mean for non-leadership was 2,18, with a standard deviation of .312. It can be implied
that the respondents of ACR viewed their principal as a transactional leader with the

highest mean of 2.75 (See Table 4.2).

SCS Results

School 10. (ACR) The number of respondents who completed the SCS from
ACR was 74. The score ranged from a minimum of 1 to a maximum of 5. The mean
for collaborative leadefship was 3.96, with a standard deviation of .378; the mean for
teacher collaboration was 3.77, with a standard deviation of .462; the mean for
professional development was 4.11, with a standard deviation of .375; the mean for
collegial support was .393, with a standard deviatioﬁ of .513; the mean for unity of
purpose was 3.97, with a standard deviation of .420; the mean for learning partnership
was 4.14, with a standard deviation of .364. It can be implied that ACR had learning

partnership dominantly in its culture with the highest mean of 4.14 (See Table 4.3).
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Descriptive Statistics of Principals’ Leadership Behaviour as Measured by
Multifactor Leadership Questionnaire and School Culture As Measured by School

Culture Survey of Saint Gabriel.

MLQ Results

School 11. (SG) The number of respondents who completed the MLQ from
SG was 114. The score ranged from a minimum of 0 to a maximum of 4. The mean
for the transformational leadership was 2.46, with a standard deviation of .561; the
mean for the transactional leadership was 2.40, with a standard deviation of .557; the
mean for non-leadership was 2.02, with a standard deviation of .466. It can be implied
that the respondents viewed their principal as transformational leader with the highest

mean of 2.46 (See Table 4.2).

SCS Results

School 11. (SG) The number of respondents who completed the SCS from
SG was 114. The score ranged from a minimum of 1 to a maximum of 5. The mean
for collaborative leadership was 3.68, with a standard deviation of .532; the mean for
teacher collaboration was 3.62, with a standard deviation of .569; the mean for
professional development was 4.02, with a standard deviation of .488; the mean for
collegial support was 3.85, with a standard deviation of .543; the mean for unity of
purpose was 3.74, with a standard deviation of .428; the mean for learning partnership
was 3.94, with a standard deviation of .497. It can be implied that SG had professional

development dominantly in its culture with the highest mean of 4.02 (See Table 4.3).
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Descriptive Statistics of Principals’ Leadership Behaviour as Measured by
Multifactor Leadership Questionnaire and School Culture As Measured by School

Culture Survey of Assumption College.

MLQ Results

School 12. (AC) The number of respondents who completed the MLQ from
AC was 176. The score ranged from a minimum of 0 to a maximum of 4. The mean
for the transformational leadership was 2.34, with a standard deviation of .546; the
mean for the transactional leadership was 2.25, with a standard deviation of .515; the
mean for non-leadership was 1.87, with a standard deviation of .500. It can be implied

that the respondents of AC viewed their principal as a transformational leader (See

Table 4.2).

SCS Results

School 12. (AC) The number of respondents who completed the SCS from
AC was 176. The score ranged from a minimum of 1 to a maximum of 5. The mean
for collaborative leadership was 3.58, with a standard deviation of .566; the mean for
teacher collaboration was 3.51, with a standard deviation of .551; the mean for
professional development was 3.88, with a standard deviation of .481; the mean for
collegial support was 3.74, with a standard deviation of .577; the mean for unity of
purpose was 3.65, with a standard deviation of .485; and the mean for leamning
partnership was 3.88, with a standard deviation of .447. It can be implied that AC had
professional development and learning partnership dominantly in its culture with the

equal scores of 3.88 (See Table 4.3).
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Appendix I

Relationships between Principal Leadership Behaviour and

School Culture
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Table 1 Relationships between Leadership Behaviour of Principals and School

Culture.
School Total Mean Score of Total Mean Score * Rho
Transformational of School Culture
leadership Survey

Assumption College, 2.34 3.86 399%*
Samrong (ACSR)
Montfort College 2.70 3.67 -.020
MC)
Assumption College, - 2.10 3.55 -.002
Lampang (ACL)
Assumption College, "
Thonburi (ACT) 2.11 3.53 -.028
Assumption
Commercial College 2.36 3.61 AS0™
(ACC)
Assumption College, 2.47 37
Ubolrajthani (ACU) 374 -192
Assumption College, 238 3.50 122
Nakornrajsima (CAN) )
Saint Louis College 2.77 3.98 -031
(SL)
Assumption College, 2.52 3.85 048
Sriracha (ACS) ’
Assumption College, 573 -
Rayong (ACR) 3.97 294
Sai i 1 2.46 3.78

aint Gabriel College Prom
(SG)
Assumption College 2.34 3.67
(AC) 129
Overall 2.42 3.72 182%%

* p<.05, ** p< .01

* Spearman's rho is a measure of the linear relationship between two variables.

It differs from Pearson's correlation only in that the computations are done after the

numbers are converted to ranks.
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Table 1 indicated that transformational leadership behavior of principals has a
significant relationship with school culture (r = .182, p < .01). Table 1 also showed
that the school that obtained the highest correlation coefficient of .489%%*, followed by
Assumption Commercial College with a correlation coefficient of .450** and the least

correlation coefficient of -.002.
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Letter of Certification for Translated Interviews
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R

I would like to ask you about the director’s vision for management, how does he
manage?

The Rector has a progressive and forward looking vision. For example, he
gives opportunities to teachers to show their work and gives guidance with problems

arise. He supports the teachers’ work.

What are meetings like?

When he is the Chairperson of the meetings, there are agendas for the normal
meetings. Proposals are made. Apart from this, there is also information given for
reading and further research. In addition, the teachers are also to read on topics of
their interests to become better teachers. The contents of what has been read are

concluded. The teachers are to develop themselves all the time.

How does he behave to teachers?
He is usually kind and considerate. He inquires about how the teachers are

and is friendly with the teachers.

In what direction does he encourage work atmosphere?
First, it is according to the line of work that reports to him. Otherwise, he

would walk around and look while the teachers are teaching and visit different points.

In general, what are the teachers here like?

The teachers think he is kind, has vision for work, is easy to work with.



Does this support the way teachers work?
I think so because he gives opportunities for everybody to work and show

their capability. This makes us want to work and work whole heartedly.

Are there frequent rites or ceremonies?

According to the different seasons.

What are the directions for these activities?

There are divisions of work responsibility. A special unit is directly
responsible for the rites/activities. This unit takes work from the Rector or from the
projects that he has approved. The teachers will prepére special arrangements for

him.

How much is he involved in these activities?

I think nearly 100%. Only when he is engaged elsewhere could he miss any

activity. Normally, he always participates.

How does he participate?

He participates from the beginning to the end of the activities. At the end of

the ceremonies, there are evaluations and the foliow up reports to be made.

I would like you to conclude Brother Meesak’s direction of management.

He has ethics in managing the school with fairness.
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1 would like to know what kind of vision the Director has in managing the school.

Brother Meesak, the Director, has a vision with which he looks at the work of
the personnel to get them to participate and tries to find a direction for development to
correspond to the Education Act. For example, for him, his vision is in encouraging
the personnel to continue their education. He gives opportunity to everyone even if
they do mot have any financial support. Even though he may not have the
scholarships for all but he will give the opportunity to all. He will make the absolute
that these people must develop for their own advancement and not for rewards. Their

advancement will benefit the organization in the future.

The vision of the Director, how does he convey his vision to the teachers?
He conveys it through the meeting, by setting the plan together. The board of

administration will make an announcement for the administrators and the teachers

who are the practitioners.

From here, I would like to ask whether the Director himself explains this directly

to the teachers?

Yes, through the monthly meeting.

Apart from the meetings, are there any additional methods of conveying his
vision?

To the teachers individually, as far as I can remember.



For informing individually, how does he do this?
By working together, whether with the Deputy Directory down to the teachers
who are the practitioners. Brother will make himself available when some teachers

have problem and they are asking for advice.

Does he meet the teacher s individually?
Yes, and he has a plan to meet everybody, but he cannot do it at the moment

as he still needs to find funding.

The Director supports positive cooperation, can you picture this clearly?

He himself always gives opportunity. This is considered positive to the
teachers. He gives moral support and encouragement without any bad words to the
teachers. Even though sometimes he listens to a negative story that the téacher did
not intend to tell, for example, in punishing the children he will give positive re-

enforcement all the time. He is highly ethical and moralistic.

How does the Director follow up the work according to his vision?
The follow up normally goes through meetings through the different levels, to
the co-administrators, to the branch/line of work or work administrators. He follows

up from bottom up.

Is this a follow up in talking or documented follow up?
The head of the division will prepare both oral and written reports and agendas

for meeting. This is from both bottom up and top down .
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Who sets the agendas for the meetings?

The four parties set the agendas to see what issues need to be included in each

meeting.

How enthusiastic are the teachers on the whole?

For my part, as a teacher here and working in this area, if you ask me about
enthusiasm, | do have. In my personal opinion, the teacher should have more
enthusiasm because the teachers are still very much confused about the direction of
the new Education Act. However, Brother Meesak always will explain and acting as

a consultant all the time.

Does this mean that the fact that the teachers are still do not follow the school
policy is due to the fact that they do not understand the policy rather than the
administrators not supporting the policy? |
He does support the policy. However, some of the teachers are still confuse
with certain parts. At the same time, the board administrator would follow up
through the different lines of work to explain, to have meetings and to pat in the

policy at every meeting.

What are the clear changes that have taken place since the arrival of this Rector?

There are developments. Changes in looking after the children. However,
there wee not many changes though the former Director gave many opportunities for
this. Earlier, the rules that the children had to follow were stricter apd not as many

opportunities were given. The Former Director saw that the children were at fault but
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he gave them more than one opportunity to amend. The present Director tries to get
the children to think for themselves, act by themselves, and solve problems
themselves so that they can see their own faults and how to solve the problems. The
same thing is true for the personnel. The teachers are to find out for themselves what
faults they have. At whatever points that they have not yet fully developed, they are

to think and develop to the full through the system of work.

In term of incentive and motivation for the teachers, what special characteristics
does the new Director have that makes the teachers see more than just giving
oppoﬁunities for the teachers to get involved?

He emphasizes morality and ethicality as thé man principles. He is truly a

Father figure for St.Louis.

Please give examples for what you mean by Father figure.
His an administrator and a monk that is a model of sacrifice. He has good

ethics and morality.

For cooperation that you see teachers have, are they totally and fully cooperative
or are they hesitanf?

I am a teacher or whom sharing is easy to accept. That is, if sharing is
compared to having friends. Teachers do vary in their thinking. For St.Louis

teachers, what vision Brother Meesak has, what policy he has, or what he will share
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with us, we do consider about. If these are good, we cooperate. This is part of being

teachers.

So far, how has this been?
It has been a good picture. However, some of the teachers still do not
understand why Brother Meesak has a vision with which he gives opportunities. They

think Brother is always very kind.

For rites and ceremonies, what are they like and do they take place frequently?
These take place all the time by they for Christianity or Buddhism. Brother
never stops any and will put in ethics and morals and points out the goodness of all
religions. He persuades teachers to follow his thinking such as what people get when
they act the Buddhist way or the Christian way. The final results/goals are the same

for both.

In rites and ceremonies and activities, how much does Brother participate?

At every event.

How?

For school rites, and activities, Brother has assistants in the four divisions.
Should the activities coincide with whichever branch/division, that branch/division
would consult with him. -After that, the staff follows Brother’s official order and
reports to the Director. Sometimes, the Director also has a part in the activities.

Sometimes, he gets involved himself, such as on Father’s Day. The Students’ Affairs
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division looking after the students’ activities, held meeting and made plans. Brother
participates in the ceremonies if he is not held up by some other businesses that
cannot be avoided. He will always attend, even teaching the children. Brother will
stay and find time to meet both the teachers and the students. He will give them

thoughts and share ideas with them.

Could you tell me what distinguishing characteristic the teachers here have?
The teachers here highly agree with Brother. They do not oppose his ideas.
They are ready to cooperate. For looking after the children here, the teachers look

after them and take care of them closely, even though this is not so for 100%.

I would like to know how you would conclude about what our Director i; like.
Brother himself is full of goodness, ethics, and is a good example for
everybody in the organization. He is also a brother who is very generoud, and likes
to help. Whoever is in trouble, Brother is willing to give even of himself. For
example, children made mistakes again and again but Brother still gives them
opportunity. Brother sacrifices even to the point that if the children still do not think
of being good, and still misbehaves, Brother is willing to not eat one meal in
exchange for their good behavior. This is so that the children will see the value of
goodness. This is considered a good example for the school personnel and should be
taken as an example not only academically but also morally. Brother has a far vision.
Even to teachers with bachelor’s degrees, he tells them to continue with their

education should opportunity arises. This is to use the value of learning. This is,
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getting many things from studies to adapt to the school and to make their learning

useful to the organization.

From what you see in the administrator, do you want to devote yourself or
sacrifice more or not?

Here, whenever I come to work t St.Louis, I want to work at my fullest
capability even if that piece of work is very tiring or very time consuming.

Personally, I fully give my all to come to work early or to go home late at night.

And does the example from the Director make you more enthusiastic or not?

Yes, very much so. For example, the expansion of the final years of the
secondary school, Brother has inspiration from the parents. At that time there was no
money, but Brother always says that he asks for money from God by doing good
deeds. As a son, when good deeds are done, rewards should be given. Brother is
very determined to do good deeds. Even though at the time the building was being
constructed, there was no money, Brother still overcame that difficulty. We can see
that Brother had to move, but we were the teacher there. We have to fry to make our
organization accepted by the parents and by the alumni in order to survive. This is so
that once the school is open, it could continue and not be shut down as we have often
heard of such stories in other places. This is what inspired and motivated us. Brother

has come and he also has to go.
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May 1 start with the first question, in your opinion and feelings, what kind of
vision does Brother Meesak have in his administration of the school?

During the first period that he has been here, he looked at the trend of the
school. He did not dig deep into any administrative work. He waited to see what he

could best give to the school before forming his vision.

In your feeling, what kind of vision do you think Brother Meesak has?
He develops everything and in all aspects and places high value on being in
touch with the community. He very much encourage the community to become

involved in school activities and the school.

What do you understand by the word “development”?
Development in both the tangibles and the intangibles. For example, for the
tangible, it is the buildings and the place. With this, whoever wants any thing that

will be supportive of the students, he gives.

How about the intangibles?
He gives moral support and talks in the name of God. He does not give severe

punishment but gives warnings.

In what ways do you think Brother Meesak communicates what he wants?
He olds monthly meetings and gives explanations. He always announces what
the school is doing and how he wants the teachers to be. He always gives small

points of thought/sayings that he comes across in his reading.
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Apart from meetings, are there any other methods that Brother Meesak uses?

He calls for individual meetings with the teachers.

Apart from individual meetings, are there any other methods?

He gives documents.

How does Brothes Meesak act when he meets a teacher?
He smiles and is very friendly. Teachers can see him whenever they want.

He is not reserved.

How does Brother Meesak support and motivate the teachers in their work apart
from talking positively?

By his actions. He comes down and works. He intends to build so many
things so it is not in us to destroy. This is looking from his creating things, his actions

and his looking after the whole process himself.

How many things are you impressed with Brother Meesak?
His is very kind, does not often scold. However, this is not so good for some

people.

For you, do you think his kindness and moral support affect the way teachers
work?

For administration, he cannot be decisive because he is kind. Sometimes,
when we propose something, it does not get carried out because of his kindness. He

allows us to think for ourselves and to improve ourselves.



Do you think this is good or not good?

Good for some people but I think there should be other ways also.

On the whole, how do the teachers work?
Now and before, they are different. Now, they do whatever their duties
require. Before, even if it is not their duty, they still feel the need to get involved and

participate.

Is it better now than before?

No, not better. Considerations have disappeared.

Why do you think their considerations have disappeared?
Looking at the whole picture, before students and teachers work together.
Now, that picture does not happen because the teachers just do what they have to do

and no more.

Why do you think the teachers are just doing their duties?

The incentives have disappeared. There are only negative thoughts from
below. Brother Meesak does not know the results of some things that happened in
the school. He cannot get down to this point. - This is why negatives happen.
Teachers are scolded and pressured but he cannot see this. If you do research, you
will know why teachers go home earlier. Some teachers used to go home in the

evening but now after the extra hours of teaching, they all go home.



If you would conclude, what would you say about Brother Meesak’s direction of
administration?

He manages like a monk. That is, his management is based on kindness and
he thinks that every one can think and recognize their faults and can improve

themselves.

In this manner, in general, do you think this is good for the school or not?
Half-half because some people are used to this kind of behavior so that it has

become their nature. Some recognize their faults. " For some, words alone are not

enough. They need to be ordered and conditions have to be made as to what would

happen if they do not follow the orders.
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What kind of vision for management do you think Brother Meesak has?

He has a far vision and gives all teachers opportunities. He persuades or
invites people to do things but he does not force them. He points out what shold be
done and allows the teachers to think for themselves. But for every thing, he tries to
ge the teachers to think well, be it the teacheres’ own education, self-development.
He encourages all aspects. Should there be anything new about education, he would
provide these for the teachers. So that they have more opportunities than teachers in
other organizations. From my conversations with teachers of different institutions,

both private and government’s, mostly we are ahead of them.

What do you think Brother Meesak’s direction for conveying what he wants the
teachers to do is?
The way he conveys what he wants, from my experience as a class teacher, is

from meetings and sharing. For other occasions, outside speakers are invited in.

How does Brother Meesak treat you?
If it is for giving work responsibility, he never orders but will give suggestions

and allows teachers to meet him at any time.

How does he carry himself?

He behaves the way he should, suitably.



What is the general work atmosphere like for you?
Mostly, whatever duties one has, one carries out those duties. Everybody
thinks for him/herself, has teaching plan. We can do so in whatever way we like. All

work should emphasize the most benefits to the students.

How does Brother Meesak support this?

He, mostly, stimulates the teachers to have good conscience for the students.

How does Brother Meesak stimulate?

In general, he speaks in the meetings or through the lines of work.

The distinguished characteristic of his work.

He is a creator, he develops all the time and never stops and does nothing.

Are there any distinguished characteristics that you have seen and wish te take

as examples?
Not quite take for example but I try to devote myself in other areas that are my

duties. This includes teaching students to look after things because of Brother

Meesak’s example of a creator.

Does that have any effects on the teachers and the students or not?

I do not know, but it definitely affects the teachers.
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What are activities here like?

Quite a lot but there is work division and people responsible for each part.

How are activities directed?
According to opportunities and special traditional days and important days.
There are also activities for incentives and motivation. Also activities according to

the curriculum for the students.

How much is Brother Meesak involved in activities?

He has time to come during the opening ceremonies and to give speeches.

Do you think he gives importance to activities or not?
Yes, because he supports and encourages different kinds of activites and

whenever opportunities arise, he always comes to look.
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I would like to ask Master about the Director’s vision for management. How
does he manage?

For his school management, Brother Meesak has a far vision in every aspect
be it academic or the places to accommodate the number of students. He thinks about
what he does. However for his method of work, he divides the work among the
teachers of the different divisions. For the five years that he has been here, it can be
seen clearly that whatever vision he has, the teachers alone will not dare do.
However, he sees things as praéticable as the teachers and the school hae the
capability to follow his vision. There have been many developments. For example,
for the land, nobody has expected that we could have more than 20 rai from 14 rai at
first. He has this vision and proposed a way of making this possible. For example,
he contacted the land owner directly and the land owner was happy to sell.
Originally, nobody thought about this point. At present, we have an addition of more
than four rai on a lease basis as we do not have money to buy yet. We use this
method first and we lease at the low cost. With the increased land, the children have
space to exercise and we can also use the land to provide different services for the
parents. Originally, nobody thought about this. The original problems were we had a
dense population, traffic jam, no parking space. At present, these problems hve
become much resolved. For the academic side, he also has a far vision especially
from what he received from abroad. St.Louis has the capability to, for example, open
the last two years of the secondary school level. Some teachers think that this
opening is possible. Some do not think that it is possible because the lack of financial
support. After he made the proposal for the project, he called a team of teachers to

make plans. This not just his own idea but he distributes his power.



In Master’s feelings, in what direction does Brother Meesak share his vision?
He uses many methods. One method is to propose from meetings with the
teachers, the administrators or from seeing the capability of many people that he talks

to. This main method is from the meetings which are frequent.

The distinguishing characteristic in Brother Meesak.

His ethicality, giving people opportunities and he always says that man is the
children of God. There are always occasions for making mistakes but at the same
time, faith wil finally lead to success. He gives encouragement to wrong doers. This

is sometimes seen as Brother Meesak is being too Kind.

How does Brother Meesak treat teachers?
Like father to his children. He is kind, gives opportunity. At the same time,

he is also a strong person.

Could you explain more clearly what you mean by his being strong?
He is decisive. After giving the first and the second opportunity, if the
particular teacher does not improve and should the behavior be likely to badly affect

the organization, he uses punishment.

Working environment

Good. In general, the teachers are happy at work.
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How does he encourage good working environment?
He gives moral support and makes suggestions. He distributes the different
work projects, whether it is academic or otherwise. Then he gives consultations, .

suggestions or advice.

In your opinion, how does Brother Meesak follow up the different projects?
Each division already has its own system of work. He follows up by talking
to the people responsible for the projects according to our system of responsibility.

We have to report to him directly. If the report is slow, he follows up.

How are activities going/doing?

He is open to all activities. He is open to any projects aécording to the
branches of work. He gives opportunities .to teachers to do activities for d.eveloping
the teaching and learning, moral and ethical issues. Whatever is needed or whatever
lack of resources there are, Brother Meesak will provide. Our activities now reach
into the community, help the community and we invite the community to get involved
in our work. At present, for venue, the community comes in to use our sport field,
assembly hall, academic buildings. For academic side, our teachers participate in
helping the government, helping other private school teachers. For example, our
English teachers go and assist the Chinese school of the Association of Chantable
Organization. The teachers working on the curricula also assist other private schools
in writing new curricula for the new academic year. This is because our school is a

net work of schols and we have started using and developing the new curricula before

other schools.



337

How does Brother Meesak role in arranging activities?

As a leader.

How does Brother Meesak lead?
He supports the different activities. For example, he is the president for the
different ceremonies. He also makes suggestions as to how the activities should be

carried out.

How are the plans managed?

There are systematic meetings of every division. of work. He assigns policy,
plans and set committees. He also joins in the meetings. He prepares for the work
procedures. After successful completion of these, project will resuit. The projects

will be evaluated and then the results proposed to Brother Meesak.

Do you think that the activities of each year have any supporting role in the way
teachers cooperate or not?

Yes, the teachers have the opportunity to work together more than normal.
This usually, the teachers work in their own branches such as primary school and the
first three years of secondary school. When there are activities, these teachers work

together and cooperate with each other.



Apart from the teachers working together, are there anything else?

Activities promote love, tie-bond, cooperation and goodwill.  Apart from
these, the teachers also become closer to the children than during the normal teaching
hours. When working together the teachers and the students form another kind of tie-
bond. This is like learning from real experience and something that children will
meet in their every day life.  From my observation, the teachers also look at

themselves and also improve themselves.

Could you conclude what the teachers are like in general?

It is for certain that an organization canot be 100% perfect in the cooperation
among members. However, there have been no fights or broken friendship over
differences yet. There is still not quite a unity of work among the more than 200
people. Comparable to machines, sometimes machines do not work smoothly but the

can work well together.

Do you think Brother Meesak has any role to pay here, in encouraging this?

He has a role in promoting good morale and in motivation the teachers.

I would like you fo conclude the direction that Brother Meesak uses in his
management,

I think it is good because he uses ethics and gives opportunity for people to
amend their ways. However, there are limits to this, not just anything is O.K.
Behaviors do improve. The relationship between Brother Meesak and the parents is

very good. The parents cooperate very well with the school.
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[ would like to ask you about the Director’s vision in managing the school?
Explain how.

For his vision, he takes the principle of distributing power. He gives power
according to the structure of the school. He manages by not being the sole controller
and the only person with power. The different divisions of the school have meeting
for planning and policy making. For the nursery school, he emphasizes developing
the children more than the academic. His vision is wide and far and he is ready to
develop the teachers, the children and the school and the building to progress at the

same time.

I would like to further ask in what direction he communicates his vision?

What can be seen clearly is the monthly meeting that he holds at the end of
each month. His agendas are about planning, policy making and communicating his
ideas to the teachers. He follow up his work all the time and there are also different

kinds of journals distributed to different divisions and branches of work.

How does he behave towards teachers?

He is kind and loves all the staff members. He believes in the rights of each
teacher, believes in the power and capability of the teachers. He allows teachers to
voluntarily express their capability and power and does not force them or scold them
to do so. He provides opportunities for all teachers to think, plan and make
suggestions according to their ranks. Whichever thoughts or directions are useful to
the school and to all, he would take that direction and concludes as a part of the policy

for further practice.
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What direction does he have in supporting teachers in their thinking?

He provides books for the teachers to read. He also reads and passes on the
knowledge to the teachers. In each meeting, small points about the thinking process
are given. He always suggests books that the teachers should read. He also buys
books or documents for the teachers to read. He asks questions and follows up

occasionally about the documents or the information that he had given.

How does he enhance the work environment?

For working, he emphasizes voluntary work rather than forced work. He does
not scold the teachers but allows them to- think for themselves. If management has
this principle of work, the lower ranked teachers would dare to think and make
suggestions. If these do not follow his objéctives, then he gives advice and

encouragement. He tries to point out the good direction of practice.

The vision that he gives to the teachers, how does he manage this vision?

First, I think he has already distributed his visions according to the different
divisions in the school. We accept his policy about his vision. As for his direction of
work that he has thought out, he asks us first as to how we think of his ideas. He does
not just order us to do things according to what he thinks. He consults us and
compares the good and bad points according to each division. Then he begins the
work, follows up and solves problems that may arise at the same time. He does not

shoulder problems by himself.
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When problems occur, how does he solve the problems?

He asks whether a particular piece of work has any problems or not and how
these problems should be solved. He will then make suggestions according to his
experience. If we think that what he proposes is good, then we follow his
suggestions. However, if our ideas are different, he listens to us, thinks about our
suggestions and then concludes the direction with which to solve the problems with

us.

Does the school have many activities and ceremonies or not?

First, he proposes that the teachers draft the project first then evaluate the
problems and how to solve them. When these are completed, any teacher could write
the draft of the project for approval. If he considers the project useful to the students

and to the school, he signs his approval.

For signing approval, does he inquire about the project first?

The teachers would consult with the Deputy Director for each division first.
The Deputy then proposes the project to the Director. Then the two parties talk about
the project, if they do not understand or if here is any unclear issue, then the teacher
would be called in to discuss how the project should proceed. He then gives further

support.
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Is there any follow up and evaluation of the work?
He follows up and evaluates every project. There is a conclusion for the
standard deviation for every project. After the conclusion is made, the project is then

proposed to the finance section to conclude the revenue and the expenses.

What is the distinguishing characteristic of the teachers here?
[ am more associated with and closer to the nursery school teachers than other
level teachers. I can tell that the friendship is great here. We help the school and

make sacrifices. We cooperate and think more about developing the school.

I would like you to conclude what direction the administrator has in his
administration.

From my three years experience of management direction here, the director
takes the principle of cooperation, practicing according to the policy set. The policy
allows teachers to think and incorporate their ideas into the policy. Management is
based on distribution of power. He is kind and his reasons is reasonable. He

emphasizes developing the students more than the teachers.
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I would like to kmow what kind of vision Brother Meesak has for his
administration of the school.

He is an administrator who has far and wide vision. He manages by
emphasizing on ethics and moral as the philosophy which says Dhama (good
deed/action) is the source of life. That is he emphasizes the fact all personnel should
work with their hearts as when humans who have good hearts, whatever they do will
result in something good, especially for the children. If the teacher loves and be kind

to the children, these will result in love and gentleness in children.

How is Brother Meesak’s vision put into practice?
He emphasizes the fact that the personnel should practice, and do their work
all the time. That is, he emphasizes the value and honour of being human, doing only

the good deeds. He himself acts as a model.

Apart from what Brother Meesak does as an example. What other things does
he do to show that he wishes his vision to become a reality in our school?

What can be seen tangibly is the training of the heart so that the personnel are
gentle. He emphasizes positive talking, and positive thoughts about other personnel.

He advises on how to speak, act and think positively.

Apart from positive speaking, acting, and thinking, are thee any other methods
that you think Brother Meesak conveys his vision?
He is not reserved when among the personne] but acts as if every one is God’s

child. This is comparable to the teachers thinking of the students as their own
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children. When the students are our children, we have to look after them very well.
/
He acts as if he is a God’s son, so God will give us good things. As children, we have

to act well to the father.

How do you feel about Brother Meesak’s administration here?

I am very happy and proud for al the personnel of the school that he is a
person worthy of praise and a model and an administrator with a vision. He
administers ethically, modestly, and filendly. He has love for other people, and
kindness to everybody. Particularly, he emphasizes giving opportunity to people and
emphasizes that everybody has his worth and right to be human. Everyone must be
good to become a full man. I think that there are still very few administrators like
this. At his level, there are so much more that he could do but he tries to give as much
as possible to the school personnel instead of having the school personnel giving him
things. I think we are lucky to have aﬁ administrator like this. [ think in the future,
the personnel, the students should have the conscience and take him as a model for

being a very good and highly effective administrator.

In your opinion, what vision direction of management does our administrator
have? How does he ensure that this vision works in this school? You said the
emphasis is on ethics and the administrator also tries to be a model for management.
In his management style, how do the teachers feel he does and how does he get the

teachers involved? Please explain.
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He distributes power to everybody so that they have the opportunity to think,
analyze, and plan. He is not an administrator who gives orders only but who
emphasizes that his personnel to think, has initiatives and creativity. He never says
that someone has done something bad or wrong. He only makes suggestions for them

to think and to do what is good and suitable.

What are his directions of support that are clear?

He allows the teacher to study because life long study is something that can
develop people. He emphasizes the fact that everybody continues to study and learn
from documents, from nature, fi-om children from colleagues and fo use these
experiences as food for thoughts in management. People cannot stop and stay still,

but they have to continue studying all the time, adapting, and changing all the time.

I would like you to explain step by step what you mean by how to study and
learn.
The first thing that I can see is he encourage his subordinates to continue their
education from the level that they have achieved.
The second, he suggests the documents and books that are useful, and arranges

for the personnel to go and continue with their education.

The third, he shares his knowledge from what he has learnt or experienced

with others in the school to make us enthusiastic and continue to learn all the time.
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I would like to know how much arrangement there is for activities in the school?
He does make arrangements for them. For example, he arranged activities
about book exhibition, gives us books to read and shares knowledge with colleagues.

He provides continuous activities, gives a lot of books and documents to teachers.

How does he assign activities?

By ordering books.

Who does he assign to order books?

The administrator orders and distributes the books to everyone. When he
comes across documents that are useful, be photocopies them and distributes to all on
meeting days. We have meetings every month and he emphasizes every month that

man must continue to leam.

Apart from meetings, are there anything else?

There is the annual seminar and the project of small group meetings.

On matters of ceremonies, are these frequently held?
There are religious ceremonies. I am a Buddhist but when I experience the

religious ceremonies here. 1 have become gentler. .These ceremonies make us love

and be kind to others.
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How much does the Director participate in the ceremonies?
He participates in all ceremonies without fail. He also avoids outside school
work but emphasizes school activities as the man activities. He always gives

inspiration to us, motivates us and gives moral support.

Who plans the activities?

For planning activities, he divides the work into three branches, four parties.
Activities work is done by the students affairs activities group with a head person
responsible for the work. The academic/teaching and studying work is performed by
another group with a group leader responsible for the planning. As for the planning
and personnel work, the office of the director would take responsibility for planning.
For every activity, there are meetings or the plafming part and all parties will attend
the meeting. The work is then distributed acc-ording to the kind of woric with an
official assignment from the school. There are people responsible for each kind of
work. Evaluation follows when the work is completed. Reports are made and

submitted to the Director,

Apart from this, how else does the Director get involved with this work?
The follow-up-work is mainly our responsibility. The Vice Director reports
to the Director in the form of submitting documents after the board meeting. Each

division would report the results of their work to him.
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What happened after the Director received reports about work?
For example, with any work problem, he would call a meeting so that we
could discuss about it. He asks about the problems himself. He is not a laissez faire

manager. When there are problems, he always gets involved.

For the different ceremonies, do you think these iﬁlprove yourself?

Yes, from what I can see about many students who have bad behavior. When
we get them involved in ceremonies, they do develop. Their hearts are directed to the
better ways. For what we have done, we provide activities that helps students with
their concentration, waiting, listening to information accepted by other people. The
information is beneficial, has food for thoughts. So this is like teaching students
ethics in the school. There are teaching, activities, so the students participate in

ceremonies and learn from real life activities.

I would like to know what the distinguishing characteristic of the teachers here
is.

Most of the teachers here work to their fullest potential according to the work
that they have been assigned. They are active and develop themselves all the time.
This can be seen from the nursery school level. From the teachers at first did not

dare to think or to express themselves, they are now more enthusiastic.
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For the last question, how does the director direct the school? Please give a brief
conclusion.

He is an administrator who has a structure, follows the structure, and manages
using ethics in his management and administration. ~He emphasizes the personnel
continuing to develop all the time. He asks us to remember that the students are like
our own children at all time. He looks after and trains them well so that they become

full people/huma_n.‘
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How do you think Brother Meesak’s vision for management is?
He is a kind person and he looks after his subordinates and he is helpful.
When I work for him, I think of God. He does not use strong words to scold us. He is

Jike a father to his children. So we feel warm and comfortable when we are near him.

How does Brother Meesak convey whatever he wants you to do?

Mostly, he reads from books and then tells us about things in the meetings.
Apart from that, his message can be conveyed by the way he works and so it is

tangible. He appears calm when he is with other people, so we also feel calm.

Are you ready to say that he sacrifices himself in his work?
Yes, because I can see him retumn to the office late and goes to work early.

When he returns, he walks around the school to see that every thing is all right.

Could you tell about the distinguishing characteristics in his management that
you are impressed with?
When I consult him about work, he would give suggestions anc give good

answers. This makes his subordinates able to work together well.

Does he actually get involved in the staff’s day to day activities?

He will go and observe quite often. Who ever asks him for advice, he would

give.



What is Brother Meesak’s part in improving the work environment of the

teachers?

Whenever there is work, he would supervise, gives encouragement and

motivation.

Could you give a conclusion s to how he works?

He will teach us to see the importance fo goodnesé and other people’s abilities.

In what ways are you impressed about him?

He thinks about God. He is a gentle adult who should be taken as a role

model.
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Tl-n-e first question that I would like to ask you is what kind of vision in school
management does Brother Meesak have?

His visions not the least when compared to those of the other previous
Brothers. He as a wide and far vision in academy, and the buildings. But after his
term of 3-4 years. [ can see that he is going to develop the buildings but he does not

ignore the academic side because he has assigned work to the different units.

At this point, I would like to ask how Brother Meesak conveys his vision to other
teachers.

He conveys it through the monthly meetings or if he sees a particular teacher
with special ability, he would call that person and talk to him/her and assign the

appropriate work.

In what direction does Brother Meesak interact with teachers?
He acts as both a father and a brother who teaches everything all the time. He

is very good but we are like opportunists who do not take his goodness and make

How do you mean by father and brother?

When we are in trouble, Brother Meesak is like a father or bigger brother. He
helps us in every way he can. Not only financially but also in his friendliness, his
smile and happy radiance. I have never seen him angry or scold at us. Sometimes,

when he tells us off, we still do not realize that he is so.



1 would like Master to talk about his distinguished characteristics in his

management.

He manages with ethics and moral principles. He loves the students and all

the teachers. He never takes any personal benefits.

From the past until now, what is work atmosphere like?

I have worked with him for two years. He is open-minded and listens to
opinions. Whoever suggests anything and beneficial to the school, to the students, he
gives them opportunities. However, the benefits must truly be for the students. He

will invest in everything that is of benefit to the students.

How does he support better work environment?

If each of the units does not understand each other, Brother Meesak will call a
meeting so that every one could come together and discuss the issue. For example, at
the moment, the students have problems with the student support staff. He would call

both parties. This is going on at the moment.

In your conclusion, what do you think the whole picture of Brother Meesak’s

management is like?
Wherever Brother Meesak is, people love him. He manages deeply. He is

knowledgeable academically, and he knows the locality well. He has goodness and

power.
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What kind of vision of management do you think Brother Meesak has?
He will assign work to each unit according to the opinions/ideas of the
administrator, suggestions. He will listen to teachers’ opinions, give advice. His

management depends on the line of management and according to aptitude/suitability.

What are his directions in conveying what he wants the teachers to do?
He says, teach the students to have their own conscience. He emphasizes God

a lot so that students are inclined towards religion.

How does he emphasize?
He would like students to do good deeds by absorption. He speaks, trains and

advises. He teaches that all religions teach people to be good.

How does he interact with the teachers?
He is concerned about the teachers. He teaches them to help each other. He
is very kind and treats the teachers as if he were the father treating/acting to his

children.

What is the work atmosphere like in general?
Sometimes, commumication is insufficient: Not everyone knows the

information announced.



How much support or encouragement does Brother Meesak goes to work?
If it is the unit that teaches EQ, he will give support and encourage the
teachers to take students for competitions so that students will gain experience.

However, he does not pressure the teachers nor the students to win.

Could you please give a short conclusion as to how he administers?

Like a father look after children.

Does the kind of administration affect you or not?

He encourages and makes us have motivation and hope in our work.

The models/examples that he practices, do you wish to do the same?

He gives opportunities to children. Sometimes when the students make
serious mistakes,, if the teacher is strict, the teacher considers expelling the children.
However, he gives opportunity to the students and asks the teacher to think of the

students’ future and how the parents would feel about the incident. He is very kind.
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I would like to ask about Brother Meesak’s management vision. How does he
manage?

Looking from the fact that I have had the opportunities to work with him,
academically, I understand that he emphasizes that students must be able to learn by
themselves. For teachers, he feels that they should stimulate students fo want to learn
and Brother Meesak tries to develop the teachers in different aspects. He provides
them opportunities to do research and find sources of learning for students. He also

considers the area of learning management for students.

In your opinion, how does Brother Meesak communicate his vision to the
teachers?

There are many methods of communication. For the tangible communication,
thee are seminars for all staff members in the school. From these seminars, each
division would reflect their work in different perspectives and bring all these to

evaluate and allows everyone to participate in sharing this vision.

Apart from the seminars, are there any other types of communication?

Other types are in Brother Meesak’s assignment of work. In some
perspectives, this reflects the direction of work that Brother Meesak wants to see
happen to the school. And as we work according to his direction, we will see the
final picture as to how the school should be. All that happen will come from

brainstorming from the bottom level of staff.



375

This means Brother Meesak emphasizes on brainstorming?

Yes, with him giving the direction of thoughts.

How does Brother Meesak interact with the teachers?
From my experience, he acts as a model for the teachers. How he interacts

with the teachers also reflects what happens to the students.

Could you give an example of how he interacts with the teachers?

When there are some opportunities to work with him, for example, I am given
the responsibility for the teaching and learning of rnathemﬁtics. Brother Meesak will
propose a certain type of teaching/learning medium and he asks us to do further
research on this and this knowledge is passed on to the students. Each teacher also
learns from this. His emphasis is on proﬁding us the opportunities to dé research,
follow up the news that are essentials such as the internet, other learning sources.

That is, Brother Meesak tries to provide us the direction, thoughts and information.

What are the clear examples of good examples that Miaster could give?

From my observation of every time that there are teacher seminars, Brother
Meesak strongly emphasizes moral and ethics. For every prayer that he leads during
the seminars, he always prays to God to take care of the seminar. And for positive
thinking, in the teachers’ work and interaction with the students, he wants them to
very much understand the students. For the teaching and learning provision, the

teachers must act as good models to the students. This reflects to me that Brother
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Meesak is a good example for prayer. When opportunity arises, I will talk to the

students about what Brother Meesak shares with us at meetings.

What is the working environment like in general?

For the groups that I have worked with, all the teachers participated and
cooperated in all the assignments. The feedbacks from the work are satisfactory to all
the individuals who participated. Some problems arose from the role I playea but I

had the opportunity to talk about them and directly solve the problem.

Does Brother Meesak have any roles in improving the work environment or not?

Yes, for example when resources or equipment or some media are lacking.
Brother Meesak will ask and sufficiently encourage work towards this. Anything that
can be done then, will be performed. Should the problém involve money, the problem
will not be immediately solved but will become a written project for future proposals

when the opportunity arises.

Could Master tell me what direction of work Brother Meesak has? From the
past 2-3 years from the time that he has let go of his vision, what does he do to
make that vision realized?

The fact that Brother Meesak has achieved to the point he has is due to his
following up of his work, his continuous giving of back date information about the
particular piece of work. Whatever are problematic, Brother Meesak tries to help
fine sources that are beneficial or are informative or find people to support. This is

so, in the case where we truly cannot proceed by ourselves, for example, for
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contacting outside teachers or speakers to give knowledge to the teachers concerning

issues that are problems and that we cannot deal with ourselves.

Are the activities frequent or not?

Occasionally, the usual school activities are activities for important days.
Sports are for the two semesters. As for academic activities, there are subject camps.
For evaluating for the whole year, there are equal distributions of activities for each
semester so that neither semester is overloaded. From my observation so far, both the

teachers and the students participated in these activities.

I would like to ask how much Brother Meesak is involved in these activities?

The activity that he mostly becomes involved in is in being the President for
the opening ceremonies, giving advice to students for each activity. For t“he second
part, it is when the activities have progressed to a certain point. He evaluated how
beneficial the activity is so that he could use the activity again in the next semester or
to consider whether to continue with this activity again or not. This is so that the

results will be beneficial to both the teachers and the students.

If you would conclude, how would you view the Director’s direction in
management and vision?

He emphasizes morale and ethics concerning work. The is clear working
system emphasizing the involvement of all the personnel in the organization no matter

whether the job is small or big. Both the teachers and the students are involved.
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The first question that I would like to ask is what vision or attitude Brother
Meesak has on administration/management work.

From my work experience with Brother Meesak, he has a far vision. This can
be seen from the fact that our school has been developed in different areas no matter
whether it is the buildings, the education. All are being adapted to the system using
basic education. Importantly, Brother Meesak loves children and truly tries in every

way he can for the children.

How does Brother Meesak communicate his vision?
At every meeting or discussion, Brother Meesak will give us some thoughts,

advice. Sometimes, if he does not comments in the meetings, he would do so

privately.

How does Brother Meesak react to teachers?

He always gives opportunity. This is very impressive.

What do you think affects your work?

He assigns work and responsibility. What we receive is responsibility.

What is the work assignment like in general?
I, personally, am involved with the students’ affairs. Ile gives support in
every project whether the scout work or other activities. In your opinion, how clearly

is Brother Meesak involved in and supports activities?
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He supports all school activities and helps in every way. For example, for the
Frontier Cadet activities, there is problem with opening the activities for this. When
we became a school for training Frontier Cadets, in taking students for tests at area 12
Pracheenbury, I still did not have any activities to support this, Brother provided

convenience in doing this work.

In your opinion, what kind of vision does Brother Meesak have in his
management direction?

Brother is a monk so he is like a religious father. That is, he will not refuse to
listen if the teachers flave troubles. He will make teachers feel comfortable and at

ease in every issue. Whatever will develop the school, he will give.

What distinguishing characteristics do you think Brother Meesak has and you
wish to follow as example?
Sacrifice both physically and mentally in his work and also in visiting the

people who work to encourage them.

The last question, please conclude how Brother Meesak manages?
He listens to and acknowledge problems from the bottom up. For problem
solving, he finds solutions from the people who are practically involved in the job.

These are then submitted to the executive board.
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The first question that I would like to ask Master is what vision or attitude, does
Brother Meesak has to administration/management work?

He has a far vision that is emphasizing many sided developments especially in
people development. He very much inclines towards giving opportunities to the
personnel and the students in terms of education. He gives different kinds of

knowledge and advice. He also has a wide perspective and is open minded.

From your observation, what is Brother Meesak’s treat in communicating and
conveying his opinions?

Mostly, for communicating with a large group of people, he communicates
through his teaching from examples from successful people with reference to books
from conference comﬁunications. For individual communication, the emphasis is
party on examples from successful people and the development of morale is
important. He often talks about these. As most of the problems happening to teachers
in the school are mainly concerned with work, for problem solving, he encourages

people to be consciousness in their thinking and of the steps in working.

In your opinion, how does Brother Meesak react to/interact with the teachers?
Lately, he did not have much opportunity to meet with the teachers but when
he sees any of the teachers, he greets them and inquires about how they are in general.
For leaves taking, the teachers submit the leave form directly to the director or when
there is urgent work and he thinks that a certain teacher could help with the school

work, he invites the teacher concerned for a discussion, for consultation but he does
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not use command/order. Sometimes, he walks around looking at the students in the

classrooms. He is not arrogant nor snobbish. He is a down to earth person.

How do you feel when you talk to him?
Some people say he is like a father. He does not advise teachers as bosses do
but acts as a friend. He shares his experiences, his thoughts and allows teachers to

have their own thought processes.

How are school activities organized?

He emphasizes on teachers’ developing many areas and emphasizes students
have thinking skill, and practical skills by self practicing. He also wishes the teachers
to develop their teaching/learning process. Eaph year, he has a policy with which
teachers are to do classroom research on feaching/leaming media. For s;)cial club
hours, he emphasizes the teachers bringing activities to show. There are evaluations
of the clubs. Most activities are something that teachers have to do and he aiso

encourages these activities.

And the objectives for the activities clear?
Yes, clear. This is because each year there is one part that the school has to do
such as activities for important national religious days and supporting activities that

each unit of work propose. For most of these activities, Brother Meesak allows us to

perform.
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How much supervision does Brother Meesak do?
He does not supervise right from the beginning but will participate in the
opening ceremony, observes the event and sometimes when the students present he

would ask questions and give advice.

From the point of view of Brother Meesak, how much does he give to the
activities?

Very much so. The word activity does not only mean teaching and learning
media. Brother emphasizes all the processes involved. Some activities may not be
successful but must continue to be performed. He emphasizes the fact that whatever
is not yet successful must continue. There may be ways to adapt the activity so that it

becomes successful.

How much do you think Brother Meesak is involved in supporting the work

environment?

Each unit of the school has its own structure, 1ts own administrative work. He
does not interfere but allows each unit to manage their own affairs. He also allows
each unit to select its own administrator and manage by themselves. Only when there
are problems in the small units when these are proposed for consideration. There is

no command from above.
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I would like you to conclude the distinguishing characteristics that Brother
Meesak has in his administrative work?

Brother Meesak is very courteous, attentive to his work and serious about his
work. He provides opportunity for his colleagues to proceed with work and is an

advisor to them.
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Appendix K
The History of Saint Louis College in Brief

(Selected Extracts)
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Hyinundudddndn
ASSUMPTION UNIVERSITY

DATE: 2"° DECEMBER 2003

TO WHOM THIS MAY CONCERN

This is to certify that the translation attached is correct. Both the English and Thai
versions have the same meaning and the same language style.

Dr. Pimporn Chandee
Dean, Faculty of Arts

Assumption University
Ramkamhaeng Rd.
Huamark, Bangkapi
Bangkok 10240
Thailand
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Reverend Brother Meesak Wongprachanukul

Birthday :

Birth Place :

Father :

Mother :

November 4, 1994,

Muu 10, Koh Saan Phra Subdistric, Amphus Wat Phleng, Rachaburi
Province.

Mr. Ki Hiang Wongprachanukul.

Mrs. Yoke Fan Wongprachanukul.

‘Educational Background :

1952-1956

1956-1962

1962-1963

1963

1967-1968

1972-1975

1982-1984

1977

1978

Primary 1-4, Ruengwit School, Amphur Wat Phleng, Rachaburi
Province.

Matayom 1-6, at Assumption Sriracha School, administration number
2495, batch 17.

Matayom 7, Saint Gabriel College, Bankok.

Took special examination to pass to Matayom 8.

Pre-University, Loyola College, Madras University, India.

Bachelor’s Degree of Science, majoring Physics, Loyola College,
Madras University, India.

Master’s Degree in Education, majoring Educational Administration,
Chulalongkorn University.

Attended a training course on administration development at

NIDA, batch 5.

Study tour in Japan, Taiwan and South Korea.



1979

1981

1988

1990

1991

1993

1994

1995

16997

1998

1999

395

Attended a course entitied “The Teaching of English as a Foreign
Language” at International Teacher’s Training Institute, London,
England.

Saint Montford Spiritual Training, pilgrimage and study tour to Isracl,
Greece, France, Italy and Germany.

Attended Behaviour Adjustment course, batch 3, Chulalongkorn
University.

Attended a private school administrator course for secondary level,
organized by the office of Private School Committee.

Attended NCEA Convention and Religioﬁs Education Congress,
Boston, Massachuseits, U.S.A..

Attended the 15 ™ Congress of the Pan Pacific Association of Private
School Education, Alice Spring, Australia. Study tour in Australia and
New Zealand.

Study Tour in Canada.

Attended NCEA Convention and Religious Education Congress,
Cincinnati, Ohio, U.S.A..

Study Tour in the Netherland, Denmark, Norway, Sweden and
Finland.

Attended OIEC XV International Congress and General Assembly,
Japur, India.

Study tour on High School Educaiton and Elementary Education at

Singapore.
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Preparatory Training and Vows to be a Brother :

1963-1965  Underwent Novice Training at Eachinkadu Novitiate, Yercaud, Salem,
India

1965 Took novitiate vow at Eachinkadu Yercaud, Salem, India

1969 Took Three-year Vow at Assumption Sriracha School

1972 Took Life-Long Celebacy Vow at Coonoor, India

Work Experiences :

1967-1971  Teacher at Saint Gabriel College, Bangkok.

1971-1972  Overseer of Thai novices studying to be the Brothers of Saint Gabriel
at Eachinkadu Novitiate, India.

1975-1976  Teacher and treasurer at Saint Gabriel School.

1976-1977  Teacher, treasurer and the head of High School Department at Saint
Grabriel School, Bangkok 10300.

1997-1983  Director of Saint Gabriel School, Bangkok, 10300.

1984-1992  Director of Assumption Thonburi School, Bang Phai District, Phaasi
Charcen, Bangkok 10160.

1992-1998  Director and Headmaster of Assumption Lampang School, Sob Tuy

1998-present

District, Muang, Lampang 52100.
Director of Saint Louise School, Naa Muang District, Muang,

Chachoengsau Province.




Honourable Awards :

1992 Recipient of Outstanding Alumnus Award, Faculty of Education,
Chulalongkorn University.

1994 Recipient of Outstanding Alumnus Award, Assumption Sriracha

School.

97
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Appendix L

A Sample of Minutes and Meeting




399

Minutes of Saint Louise School Teacher’s Meeting

Number 2/2001
On Friday, June 29,2001

At 16.00 O’clock, school Assembly Hall

Agenda 1 : Matters announced by the Chairperson

Agenda 2 :

Agenda 3 :

Agenda 4 :

1.1 Education Reform Act 1999

1.2 Seminar on “Special Education”

1.3 Rector and Director Meeting

1.4 The progress of “Sirindhorn Building™ construction
1.5 Preparation for the opening of the high school

1.6 The school Bank

1.7 The green classroom

1.8 The 20-million-baht fund

1.9 Nutrition section

Approval of the previous meeting minutes

None

Follow-up matters

None

Matters to be considered

None
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Agenda 5 : Others (if any)
5.1 Report from the Director’s Office
5.2 Report from Office of Academic Affairs
5.3 Report from Office of Students’ Affairs

5.4 Report from Office of Administrative Affairs

Attended members : All teachers of Saint Louise School

The meeting began at 16.00 hours when the Chairperson declared the meeting

open and made the following announcements.

Agenda 1 : Education Reform Act 1999 : will be enforced on August 20, 2002,
There will be some changes in various areas of education
1.1.1 Teachers have to be prepared in Studying
- Studying the learners individually
- Arranging classroom environment that is compatible to the learners
- Encouraging and giving opportunity to leamers to have a share in
learning
- Knowing the ways to new sources of knowledge, creating and applying
new knowledge for the maximum benefits of the students
1.1.2 Teachers must have faith in the teaching profession, and must be
determined to improve and upgrade themselves because when the

education reform Act 1999 is enforced in 2002 teachers must perform
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teachers’ duties whole heartedly in order to be in line with it and to get
professional license
1.1.3 School administration must be cooperative with the school committee

which consists of :

. The President who is appointed be a local education committee
member

- The teachers’ representative

- The parents’ representative

- The community’s representative

- The alumni’s representative (if any)

- The committee of learned persons, not fewer than 2 but not more than
4 persons

- The school administrator is the committee and secretary

All of these should not exceed 15 persons

Minutes no.2/2001

There will be more visitors to our school in the future, therefore, w2 must be
well-prepared and must be qualified teachers who are well-accepted by the society.
To be a cooperative institute we must be transparent with the school account
(income/expenses) the land, the buildings, tables, chairs and the computers, etc.
We must have systematic and accurate accounts that can be checked at any time and

we must be ready for the internal and external auditing of the school.
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{.1.4 It is also important that the teachers should have good attitude towards
education so that we will be ready to devote ourselves to do our duties.
We can have good attitude by :

- Reading more books

- Searching for additional knowledge from the internet or to do some
researches

- Invit_iﬁg well-known scholars to give talks.

- The school has invited Dr. Worapat Phuucharoen to give a talk on
Saturday July 28, 2001 but he was asked to come on Saturday July
21, 2001. When we have good attitude, we will be able to lead a
successful life. If we think that we can do anything, we will be able
to do it. Today I will distribute “Tintananupha Book” which is a
very good book and also 5 more articles of Assoc. Prof. Dr. Aree
Phanmance which are about :

- How to improve quality of life by EQ

- Teaching and learning Atmosphere which Develop Creative
Thinking

- Giving compliments, for creativity

- Anger can kill you

- Stress

1.2 On June 19, 2001 I attended a seminar on “Special Education organized by
Secondary Education Department, office of Private Education, at S.D. Avenue

Hotel, Bangkok. There are nine kinds of Special Children” as follows :



- Vision Impaired

- Hearing Impaired

- Slow Learners (Inteliectually Impaired)
- Physically and Health Challenged

- Learning Difficulty (LD)

- Speaking Impaired

- Emotionally disturbed

- Autistic

- Complex Disability

In the future, our school will have to accept every child who wants to come to
study with us, including disabled children, e.g. blind, deaf, . L.D. or Autistic.
The school personnel will have to be able to differentiate between the LD child or
the Autistic child and be able to organize suitable kind of education for their
capability. This special kind of education will be fully supported (100%) by the
government but the school will have to plan different syllabi for these children
individually. As a result, we have to be well-prepared and ready to arrange this special

kind of education for them.

13 TFrom the Rector/Director’s meeting last Sunday, we were informed that our

school is granted permission to buy 610 square waa of land.
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1.4 Sirindhorn Building : the estimated construction budget is about 43 million baht,

exclusive of the cost of furniture and other finishing materials. Our foundation

has granted 42 million baht alreay but the total budget is estimated to be around

59 million baht. This building will be equipped with many standardized systems

such as:

clean and hygience drinking-water system
Emergency electricity system
Modern sewage treatment

Internet Networking

1.5 Preparation for the opening of the high school |

Teaching personnel : the majority will be our school teachers, if not
enough we will hire teachers from other schools. We will be able to
see the clear picture at the end of the first term.

The academic affairs have prepared the syllabi for the Science-Maths
Program and the Arts-Languages Program.

The Students” Affairs has set up advising committee to discuss about
school regulations and school uniform

The Physical plant has started constructing the school building and
also made plans about the purchase of tables, chairs and other

furniture.
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1.6 The School Bank : is going on well. It is meant to train students to deal with
financial situations and to learn how to think and take action. If they have any

problems, teachers should help them solve those problems.

1.7 The Green Classroom : The school has invited an expert to give a talk on how to
save energy — 140 teachers attended this talk. All teachers are urged to make full
use of the Green classroom. I requested the Science Department to make plans

to save the school’s water and electricity

1.8 The 20 million baht fund is being worked on.

1.9 Nutrition section : at present, the school has invited Mr. Boonsaeng and Mrs.
Saowarad Phaobanchong to be nutrition consultants. Both of them are very keen
to help us with idea, labour and finance. They are also giving financial support

at the reception party of HRH Princess Mahachakree Sirindhomn.

Agenda 2 : Approval of the previous meéeting’ minutes

None

Agenda 3 : Follow —up Matters

None

Agenda 4 : Matters to be considered

None
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Agenda 5 : Others
5.1 Report from the Director’s Office

The Director’s Office will follow up work from the Section Heads

5.2 Report from the Academic Affairs :

5.2.1 Evening-class lesson plan will be enforced on July 2, 2001.

5.2.2 Money from textbook sales of all levels must be given to the Finance
Department.

52.3 The use of Green Classroom. A committee of 11 persons
will be set up in July to be in charge of the Green Classroom. Teacher
who wants to use the Green Classroom can call the Administrative
Office so that they will arrange the queue accordingly. All levels of
classes can apply to use the Green Classroom.

52.4 The Parents’ Association has asked the school to resume using the
homework record book, but reduce its size because the old one was too
big.

5.9 5 Mid-Term Exam will be from July 23-25, 2001 Every student will be

given the exam timetable.

5.2.6 Homework checking should be done carefully. Some

classrooms did not have the board at the back. Make sure that it is fixed

S0011.



407

5.2.7 The school syllabus : We have planned to write the new
syllabus of our own school, Saint Louise’s Syllabus, which is expected
to be started at the beginning of the year 2002 and to be finished at the
end of the 2 " term.

5.2.8 The proposal for “Outstanding Teacher” award has been approved so
it will be implemented soon. This is to give support to the good and
caring teachers.

5 9 9 The effectiveness of Curriculum Development Report
2002. At present, we have used the 4 maths’ lesson plan in every subject,
except Ethics’ curriculum development in the second term. This will
be done on Saturday afterncon, and in July, we will train the key

teachers.

5.3 Report from Students’ Affairs

5.3.1 Teachers were cooperative in the school activities

5.3 9 Teachers should not use bad language with the students or use any
materials to punish students

5.3.3 Teachers should check students at the flag raising ceremony, at least 2-3
minutes before time.

5.3.4 Teachers should write letters to inform the parents if they asked the
students to come to work at school on weekend or official holidays.

53 5 Teachers on duty at the entrance and exit of the school in the morning

should check whether students have the permit to go out or not.
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Tell students to contact Students’ Affairs Office to ask for the permit if
they need to go out of the school.
5.3.6 Teachers should encourage students to meditate and should tell them the

benefits of meditation.

The Chairperson then distributed “ Jintananuphaab Book™ to the teachers.

The meeting was adjourned at 17.40 O’clock

Mrs.Wasana Tananonchai

Secretary
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Summary of Trainings, Seminars, Meetings and

Study Tours
Year 2000 — 2002

Saint Louise School, Chachoengsau

. Name of
No. Topic Venue Attendant Date

1 | Seminar on Teacher’s | Saint Louise Teachers of May 10-12,2000
Spirit towards School Saint Louise
Education Reform and School
Classroom Research

2 | New Teacher’ s Human Ms. Sopha(Khor), | June 17,2000
Orientation Resource Ms.Saaychon,

Development Ms.Somphorn,
Center, Saint Ms.Woraphorn,
Gabriel Ms.Lamphoey,
Foundation Ms.Phanida,
Ms.Phiranats,
Ms. Jaruwan,
Ms.Phojanart,
Ms.Jutamart

3 Seminar for Saint Louise Teacher of Saint | June 17-18,2000

Coordinating Teachers | School, Louise School
Chachoengsau | Chachoengsau

4 | Kindergarten Saint Louise Teacher of Saint | August 30,2000

Teachers’ Training School, Louise School
Chachoengsau | Chachoengsau

5 | Practical Training for | Saint Louise Teachers of October 7-
Teachers on School - Saint Louise §,2000
“Evaluation of Assembly School
Teaching and Hall,

Learning according to | Chachoengsau
Education Reform Act

1999 by Khun

Angkhana Saayyos .

6 | Meeting on Saint Louise Teachers of October 19-
“Budgeting for School Saint Louise 20,2000
Academic Year 2001” | Assembly Hall | School

7 | Seminar on Saint Louise Kindergarten October 27,2000
“Kindergarten School Teachers of
Education” Saint Louise

School
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. Name of
No. Topic Venue Attendant Date
8 | Seminar on Saint Louise Teachers of May 14-16,2001
“Education Reform School Saint Louise
Act and Teaching School
Profession”
9 | Training on “The Use | Saint Louise Teachers of June 23,2001
of the Green School Saint Louise
Classroom” by Khun School
Thana Phudrangsee
10 | Study Tour on “In Saint Louise Teachers of July 21,2001
Preparation for School Saint Louise
External Auditing” by School
Dr. Worapat and
Ajam Sophana
11 | Study Tour on “The - Saint Gabriel | M.thanongsak, | July 27,2001
Administration and College Ms.Sopha, July 31, 2001
Management of ~ Suan Kularb | M.Sommart,
Senior High school School M. Paisan,
Curriculum” -Wat M.Jaturongkaph | August 3,2001
Suthiwararam | on, M.Nikhon,
School M.Paisorn,
- Assumption | Ms.Napaporn August 7,2001
Thonbure (P.) Ms.Kesara, '
School Ms.Pornpen,
- Assumption | M.Sumate,
Bangrak Ms.Naowarat,
- Mater Dei Ms.Lamphoey,
School M. Nimit,
M.Siripong,
Ms.Malika
Ms.Pranee,
Ms.Buranee,
Ms.Nantiya, Ms.
Ariyaporn,
Ms.Rochaya, ’
Ms.Jidapa,
M.Chaiyos,
M.chakri,
Ms.Somklin,
M.Chaiyos,
(W.) M.Anan,

Ms.Boonsom,
Ms.Sapatra
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Name of

No. Topic Yenue Attendant Date

12 | Study Tour on Vinitsuksa M.Chakri, Ms. | August 6,2001

“Internal Quality School Sornklin,
Assurance in M.Chaiyos
Preparation for (W.), M.Anan,
External Auditing” Ms.Boonsom,

Ms.Supatra

13 | Study Tour on Institute of the | M.Surat, August §, 2001

“Elementary Science | Promotion of | M.Rangsan,
Activity Room and Science and Ms.Sopha (Kh.),
Arts Section” Technology M.Sumate,

Teaching Ms.Ampornart
Ms.Sasithron,
Ms.Thitiporn,
Ms.Pongkasame
Ms.Kanjana (N.)

14 | Study Tour on Institute of the | Ms.Jutarat, August 8, 2001
“Elementary Science | Promotionof | Ms.Piyarat
Activity Room and Science and .

Arts Section” Technology
Teaching .

15 | Seminar on “Basic Saint Louise Teachers of August 21, 2001
Education School Saint Louise '
Curriculum” by School
Assoc. Prof.Wichai
Wongyai

16 | Kindergarten Teacher | Meenprasart Ms.Radawan, August 21, 2001
Study Tour at School Ms.Nathawee,

Meenprasart School Meenburi Ms.Orawan

17 | Study Tour at Winitsuksa Bro.Meesak, September
“Winitsuksa School School M.Chakri, 21,2001
under HRH Princess | Lopburi M.Somchat,

Mahachakri M.Thanongsak,

Sirindhorn’s M. Jirawat,

Patronage” Ms.Sumanit,
Ms.pornpen,
M.Somphob,
M.Nimit,
Ms.Sopha,
M.Thongchai,
Ms.Ariyaporn,
Ms. Nantiya,
Ms.Cholada,

Ms.Nawaporm,
Ms.Naowarat,
Ms.Sornklin
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No. Topic Venue Al\tl?ei::flgxft Date

18 | Second Seminar on Saint Louise Teachers of October 2. 2001
“Basic Education School Saint Louise
Curriculum” School

19 | Seminar on “Special | Saint Louise Teachers of October 12.
Children’s Behaviours | School Saint Louise 2001
and Learning” School

20 | Training on “Internal | Saint Louise Teachers of November 10-
Quality Assurancein | School Saint Louise 11, 2001
Preparation for School
External Auditing” _

21 | Third Seminar on Saint Louise Teachers of December 14-

| “Basic Education School Saint Louise 16, 2001
Curriculum” School

22 | Study Tour on “Senior | Plaengyaaw M.Chakri, March 19, 2002
High school Withayakhom | Ms.Somklin :
Curriculum” School,

Plaengyaaw
District,
Chachoengsau

23 | Meeting on Saint Louise Teachers of April 29-May
“Readiness School Saint Louise 1,2002
Preparation for Assembly hall | School
Academic Year 2002”

24 | Teacher Seminar Charity Teachers of May 13-14,
before the Start of Support Saint Louise 2002
Academic Year 2002 | Association, School

Chachoengsau

25 | Pre-Elementary and Saint Louise Kindergarten May 18, 2002
Primary Teacher School teachers and
Training Assembly hall | Primary 1-3

Teachers

26 | Study Tour on Saint Gabriel Ms.Naowarat, July 12, 2002

“Scientific Framework | College, Ms.Purada,
Competition and Bangkok Ms. Yupin,
Robot Programming M.Noppadon,
Development Ms.Julanand
Competition” for the

trophy of HRH
Princess Mahachakri

Sirindhorn
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. Name of
No. Fopic Venue Attendant Date
27 | New School Personnel | Assumption Ms.Supatra July 13, 2002
Seminar of the Chonburi (Ma),
Schools under Eastern | School M.Kritakorn,
Saint Gabriel M.kajorn,
Foundation Ms.Kwandaaw,
Ms.Apron,
Ms.Sararat,
Ms.Kanjana
(Wara),
Ms. Wipa,
Ms.Sujitra,
Mr.Ming Liang
Lin
28 | Study Tour on School | Assumption Bro.Meesak, July 23-25,
Nutrition Lampang M.Somkid, 2002
School Ms.Natawee,
Ms.Puangthong,
Ms.Radawan
29 | Pre-Elementary Saint Louise Kindergarten October 14,
. | Education Meeting School Teachers 2002
30 | Thai Study Meeting Saint Louise Teachers of October 16,2002
School -Thai Language '
Section
31 | Mathematics Study Saint Louise Teachers of October 17,
Meeting School Mathematics 2002
Section
32 | Science Study Saint Louise Science Qctober 17,
Meeting School Teachers 2002
33 | Foreign Languages Saint Louise Foreign October 17,
Study Meeting School Language 2002
' Teachers
34 | Work and Technology | Saint Louise Work Group October 18,
Study Meeting School Teachers 2002
35 | Arts Study Meeting Saint Louise Arts Teachers October 18,
School 2002
36 | Physical Education Saint Louise Physical October 18,
Meeting School Education 2002
Teachers
37 | Attending Seminar on | Southeast Asia | Ms.Mulika November 16,
“Counseling University of | (Wara) 2002

Education Reform™

Science and
Technology,
Chonburi




