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Abstract
This study investigated the core leadership practices of Chinese school principals,
how these practices are applied in schools and the contextual factors that relate to

these core practices.

It aimed to unveil the practical knowledge shared by Chinese school principals in
leading schools. This purpose derived from the specific context of Chinese school
education and the international knowledge base of principalship. On the one hand,
great importance has been attached to school principals with the implementation of
educational reforms in China. The increasingly complex educational context cails for
more comprehensive investigation into leadership practices of Chinese principals. On
the other hand, few serious studies have delved into principal leadership practices in
Chinese schools, compared with the substantial research conducted in Western
societies. Thus, there is a need to conduct empirical research to explore the

indigenous wisdom of Chinese school principals.

The general purpose consisted of three sub-purposes. First, it aimed to identify the
core leadership practices of Chinese principals; second, to investigate how these
practices are enacted; and, third, to discover the contextual factors that influence
these practices. Accordingly, the study was guided by three broad research questions:
I.  What are the core leadership practices of Chinese school principals?

2. How do Chinese principals enact the core leadership practices in schools?

3. Do certain contextual factors relate to these core leadership practices and their

enactment?

The study adopted a mixed methods research approach, sequentially integrating a
quantitative survey with qualitative interviews. The survey involved 572
practitioners working at secondary schools located in four cities in Mainland China.
Valid data were analysed through statistical methods in SPSS 15.0 and LISREL 8.7.
The interviews included six secondary school principals and fifieen other school
members selected from the relevant focus groups. The qualitatiVe data were analysed
through three steps of coding (i.e. open coding, axial cof:ling, and selective coding) in

NVivo 8.7. Finally, findings from both methods were compared and combined.

The integrated findings suggested that:
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Chinese school principals adopt six core leadership practices to perform their

functions. These are:

setting direction .
shaping school climate and core ideas
developing people

managing instruction and curriculum
managing administrative affairs

developing external relationships and resources

These six interrelated core leadership practices could be grouped into three

classifications in accordance with their essential functions. The relationships between

the different classifications indicate the theoretical pattern of how the core leadership

practices work in schools. Based on this understanding, three specific patterns

characterise the enactment of these core leadership practices.

Chinese principals put emphasis on both student academic performance and
holistic development.

Chinese principals adopt a differential pattern of participative decision-making.

Chinese principals apply the core leadership practices in a hybrid way that
integrates visionary, democratic, exemplary, human-oriented and authoritarian
leadership behaviours.

Three-levels of contextual factors relate to the core leadership practices of Chinese

principals. These factors involve:

personal conditions: professional knowledge, perceptions, pursuits and
experience and personal capability, values, ethics and personality;

internal school conditions: climate, resources and performance, functional units,
other school members’ conditions and views, and school type, size and location;
external context: district authority, administration system, central government’s
policies, academic pressure, social expectations, local environment, educational
conceptions, and mainstream leadership style.

Two integrative models are developed through pulling all the research variables

together. These models demonstrate the interaction between the core leadership

practices and the contextual factors.

These findings suggest the theoretical and practical implications of the study.
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Chapter 1 Introduction

The purpose of this study was to investigate the core leadership practices of school
principals in Mainland China. The participants came from a number of secondary
schools located in four Chinese cities. The intention derived from a contextual need
to explore Chinese school principalship and aims to enrich contemporary scholarship

in the field of principal leadership.

The principal is ultimately responsible for almost everything that happens in
school and out. We are responsible for personnel — making sure that
employees are physically present and working to the best of their ability. We
are in charge of program — making sure that teachers are teaching what they
are supposed to and that children are learning it. We are accountable to
parents — making sure that each is given an opportunity to express problems
and that those problems are addressed and resolved. We are expected io
protect the physical safety of children — making sure that the several hundred
lively organisms who leave each morning return, equally lively, in the
afternoon. (Barth, 1980, p. 5)

As Barth describes it, school principals have to fulfil their multiple leadership roles
through a variety of practices. A huge amount of research conducted in Anglo-
American societies has explored these practices from which several core leadership
practices of school principals have been concluded (Cotton, 2003; Cunningham &
Cordeiro, 2009; Leithwood er al., 2006b; Mulford, 2007; Robinson, 2007; Waters,
Marzano, & McNulty, 2003).

In China, there is a consensus that principals play a critical role in promoting
educational quality, school development and education reform (Wang, F., 2005;
Wang, J., 2006; Wang, L., 2006; Wang, L., 2007). Accordingly, these formal school
leaders take major responsibility for all aspects of school operation. At the same time,
the educational context in which school principals work has been largely reshaped by
a combination of influences — a mixture of international education reform trends,
national societal environment, and ongoing education reform initiatives. The context
makes being a school principal as highly challenging as it is important. As such,
systematically theorising about the expertise of Chinese school leaders has the

potential to inform their practice and understanding of school leadership.



Relevant academic literature is important for building a solid theoretical foundation
upon which worthwhile research can be built. As noted, substantial research has been
done in Western contexts, especially in Anglo-American societies (Walker &
Dimmeock, 2000). As a consequence, various leadership behaviours, styles or models
have been identified and integrated into a repertoire of ‘good practice’ of principal
leadership in terms of, for example, student learning, school effectiveness, and the
success of education reforms (e.g. Cunningham & Cordeiro, 2009; Leithwood ef al.,
2006b; Mulford, 2007; Robinson, 2007). By comparison, few serious studies of
principalship have been conducted in Chinese schools. Perhaps partly because of this,
many western conceptions and theories of school leadership have flowed into
Chinese schools and increasingly influence schoo! principals’ practices in China
(Zhang, 2008).

Owing to contextual distinction among different societies, the efficacy of simply
borrowing external experiences is questionable (Dimmock, 2002; Hofstede, 2001; Lo,
2008; Spreitzer, Perttula, & Xin, 2005, Walker & Dimmock, 2002b). With this
understanding, meaningful insights into Chinese principalship can be gained through
collecting and analysing authentic leadership practices of local school leaders. Such
exploration will help to reveal how principals work in Chinese schools and add

further to both indigenous Chinese and international knowledge bases in the area.

This chapter clarifies the research problem and rationale. It has six sections. The first
section expands the rationale of the study and argues the need to conduct research
into the key leadership practices of Chinese school principals. The second section
specifies the research purposes. In brief, it describes and analyses principal
leadership practices in Chinese schools in order to inform both practice and theory.
Accordingly, specific research questions are proposed in the third section. The fourth
section justifies the importance and implications of the research and the fifth section
discusses some limitations of this study. The final section presents a brief

introduction to the remaining chapters.

Rationale of the study
This section outlines why it is important to study the core leadership practices of

Chinese principals. The argument underpinning the study relates consciously to both

the specific context of Chinese schools and what is known internationally about



‘good practice’ in terms of principalship. These two facets are introduced here and

explained in the following section.

First, the increasingly complex educational context in China calls for a
comprehensive investigation into principal leadership practices. Influenced by global
education reform agendas, current Chinese education has been changed and reshaped
by several rounds of reforms which aimed to move the Chinese school system toward
decentralisation and quality-orientation (Preus, 2007). As a result, great importance
has been attached to principal 1cadérship in terms of guaranteeing educational quality
and reform implementation. Thus, Chinese schoo! principals have been burdened
with more and more responsibility and accountability for all aspects of school work
(Feng, 2006). At the same time, some long-standing traditions still influence the
operation of individual schools. The job is made more challenging by the complex
tsocietal and educational environment in which Chinese school principals work.
Against this intricate contextual backdrop, questions about how principals can lead
their school successfully have become the essential concern of policymakers and
school leaders themselves (Feng, 2005). A better understanding of the core practices
of Chinese principalship is both timely and necessary in order to help Chinese
principals ‘respond successfully to a relentless influx of local events and broad

external forces’ (Scott, 2003, p. 42).

Second, recent advances in leadership theory and principal leadership research have
opened the door to more in-depth investigation into principal leadership practices.
Consistent with the general belief in leadership, principal leadership has been
universally recognised as a pivotal factor in terms of student learning and school
effectiveness (Day, Leithwood & Sammons, 2008; Leithwood et al., 2006b:
MacBeath & Dempster, 2009). As leadership research has focused more on a
contextualised and holistic understanding of leadership practice, we have learned
more about how context iteratively influences what leaders do and why they do what
they do. Research has also shown clearly the complexity and the integrated nature of
the principal’s job (Gronn, 2009; Hallinger, 2005b; Hallinger & Heck, 1996; Spillane,
2005).

From this contextual perspective, principal leadership practices in Chinese schools
may be different from those found in Western schools (Dimmock & Walker, 1998;

Walker, 2004). Because of the relatively advanced statue of Western research in the
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field, however, indigenous insights and imported knowledge are not treated equally
in China (Yang, 2005). Much recent literature and many studies of Chinese
principalship from within China itself have followed imported theories and ideas (e.g.
Sun & Wang, 2008). That being so, in-depth exploration of the key practices in
leading Chinese schools will contribute to a sounder academic undérstanding of

Chinese principalship.

Juxtaposition of the contextual and theoretical backdrops suggests the necessity of
further empirical study of the core leadership practices of school principals within
the complex educational context in China. Such research may best be conducted by

‘indigenous researchers, and grounded in the local mental models of the actors’
(Ribbins & Gronn, 2000, p. 43).

The following sections expand upon the two broad claims introduced above, and
more detail is provided in Chapter Two and Chapter Three. The first part outlines the
present educational environment in China and argues for the need to examine the
core practices of principal leadership within the complex context. The second part
traces the conceptual and research development of principal leadership and clarifies

the theoretical underpinnings of the study.

Contextual Background
The contemporary Chinese educational context has been shaped by a mixture of

international education reform trends, national societal conditions, and recent
education reform agendas. In our area of interest these influences have converged on
the importance of principal leadership in schools. At the same time, they have
produced an increasingly complex and challenging context within which principals

seek to exert their influence and make a difference.

The importance of principal leadership has been recognised internationally. This
recognition has grown within a broader, global focus on education and national
competitiveness (Brown & Lauder, 1997; Walker, 2003). Built upon a neo-liberalist’
ideology, numerous educational initiatives have been launched by different countries
to maintain and improve their education quality. Initiatives in the education sphere

have clustered around decentralisation, accountability, marketisation and

! Neo-liberalism refers to a political movement that espouses economic liberalism as a means of
promoting economic development and securing political liberty (see Harvey, 2005), which explicitly
links education to economic productivity (Walker, 2003).



competitiveness, all of which have impacted on school administration (Henry ef al.,
2001; Hui & Cheung, 2006). More administrative power has been devolved to the
school level and principals have been required to be more accountable for student

learning and school improvement (Mok, 2003).

In China, great importance has also gradually attached to principal leadership.
Influenced by international educational trends, the Chinese government has initiated
several rounds of education reforms. Many of these mirtror the ideas prevalent in
Western societies and aim to promote a designed national transition from a
centralised planned economy to a decentralised market economy. In 1985, the
Decision of the Communist Party of China Central Committee on the Reform of the
Educational System explicitly indicated the start of a ‘principal responsibility
system’, which repositions the school principal as the key leader who takes full
responsibility for school operation (SEC, 1991). In 1995, the Education Law (NPC)
legitimised the respective roles of the central government and individual schools in
the educational funding system. School leaders are expected to raise extra resources
for school development. A series of reforms and a set of innovative curriculum
guidelines have also been enacted to shift Chinese basic education toward a

decentralised and ‘quality-oriented’ system (Feng, 2006; Lo, 2000).

With these reform initiatives, specific administrative policies and systems have been
implemented to officially consolidate and strengthen principal leadership at the

school level. For instance,

e the ‘principal responsibility system’ has spread throughout the entire
educational system (SEC, 1991);

o the central government has proposed successively a professional training
scheme for new principals (SEC, 1989) and certain requirements for
principalship (MoE, 1999);

» a new ‘exemplary school’ system?, taking the place of the previous ‘key
school’ system®, has been instigated in order to overcome the imbalance in
resource allocation and encourage school leaders to be creative and
transformative (SC, 1994); and

2 All kinds of schools can apply for and be entitled to the ‘exemplary school’ for their breakthrough or
achievements in promoting Quelity Education, See Chapter Two for details.

A few excellent senior secondary schools are selected to be given priority in the assighment of
teachers, equipment, funds and student recruitment. See Chapter Two for details.



¢ a ‘career-ladder’ system (zhiji zhi)® has been implemented in certain
experimental areas {e.g. Shanghai, Beijing) to motivate school principals

(Shanghai Education Commission, 2006b).

All these efforts cater for the reform policies, being designed to strengthen the
principal’s role as a school leader. This intention indicates an underlying proposition

that principal leadership is crucial for school success and quality education.

These seemingly positive measures, however, do not decrease the complexity of the
educational environment confronting Chinese school principals. In fact, they make it
more complex. Despite Western influence, contemporary Chinese society, to a
certain degree, remains rooted in its traditional culture and ideological collectiveness
and is characterised by the political dominance of central government and the Party
(Lin, 2008). Therefore, notwithstanding the public aims of decentralisation and
empowerment, the government still plays a commanding role in Chinese education
systems (Wong, 2006, 2007). This is apparent in a number of ways. Almost all
principals of public secondary and primary schools are hand-picked by local/district
governments; they thus share the same values or ideology expected by the system
(Wong, 2006). Even though the decentralisation-oriented ‘principal responsibility
system’ has been set up, Chinese school leaders are still inclined to meet the
requirements of upper administrative levels rather than fulfil their accountability to
other stakeholders (Qian, 2008). In some schools, principals continue to exert their
authority arbitrarily on the campus where a paternalistic manner seems to be taken
for granted (L1, S., 2005).

Furthermore, the shifting context challenges principals’ leadership capability to cope
with multiple educational issues. Since principals are legally responsible for the
entire school operation, they have to deal with all major aspects of school work.
These include fundraising, community cooperation, internal human resources
management, curriculum development, and student learning. According to the
requirements of recent education reforms, principals are expected to prioritise school
instruction and curriculum, involve others in school administration and change

school education from an almost pure examination orientation to quality orientation.

* This is a professional ranking system with a commensurate pay scale for school principals. See
Chapter Twe for details.



The reality, however, propels school leaders in a contrary direction. For example,
increasing marketisation forces them to spend much of their time seeking extra
resources and competing with other schools. In many ways, more weight is given to
this marketing function rather than the educational role of principals (Li, S., 2005;
Lau, 2005; Ma, Wang, & Yan, 2005). At the same time, many principals are not
willing to hand power to others (Li, S., 2005). Likewise, quality education sometimes
seems iittlc more than an inspiring slogan. Student exam performance remains the
foremost formal and informal determinant for assessing school effectiveness and

principal leadership (Ma, Wang, & Yan, 2005; Wong, 2006).

The contextual setting reveals both opportunities and challenges for Chinese school
principais. The importance of principal leadership has been clearly emphasised in
education reform policies but there has not been sufficient material or professional
support for principals confronting the new environment {(Chu, 2009a). For example,
principal development opportunities remain limited (Feng, 2003). Therefore, it seems
necessary to collect more information about how principalship works in Chinese
schools in order to form a deeper understanding and contribute to the growth of
Chinese school leaders. The next part introduces more informative literature on

school principal leadership.

Theoretical Underpinnings
The preceding contextual sketch points toward the need for research into the core

leadership practices of school principals in China. This section establishes the

theoretical groundwork by addressing the following questions:

e  Why does this study focus on principal leadership?
o Why does this study focus on leadership practice?

o Why does this study need to be conducted in Chinese schools?

The importance of principal leadership has been established and supported by
substantial research evidence. In leadership theory, leaders are seen as essential to
organisational success (Hoy & Miskel, 2005; Northouse, 2007). Principal leadership
has consistently been seen as a vital force driving school operation and management
(Day, Leithwood & Sammons, 2008; Leithwood ef al., 2006b). This view has been
empirically confirmed by the schoo! effectiveness research spawned between the
1970s and the late 1990s (Yu, Leithwood & Jantzi, 2002). Such explorations

affirmed the critical role of principal leadership in school instruction, staff
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management, culture building, and, eventually, improving student learning
(Leithwood & Duke, 1999; Leithwood et al., 2004; MacBeath & Dempster, 2009).
To some extent, demystifying principal leadership seems to be the “holy grail’ of

academic inquiry in school administration (Gentilucci & Muto, 2007).

As a result of almost universal recognition of the importance of principals, more
interest has focused on how principal leadership works. Numerous empirical studies
have been conducted to define and detect good leadership practices of school
principals in Western countries, especially; Anglo-American societies (Hallinger &
Heck, 1996; Cotton, 2003; Leithwood ef al., 2006b; Waters, Marzano, & McNulty,
2003). The research findings have identified a number of principal leadership
practices which are essential for promoting student learning, school effectiveness and
education reforms (Hallinger & Heck, 1996; Leithwood et al., 2006b; Muiford, 2007;
MacBeath & Dempster, 2009; Wang, S., 2004). Most of the early explorations,
however, generated lists of standards, qualities, competencies, behaviour, or styles,
which were too often seen as universally effective (Carroll, Levy, & Richmond, 2008;
Walker & Quong, 2005). Such lists have been criticised for their decontextualisation
and fragmentation (Glatter & Kydd, 2003; Goodson, 2005). These critiques suggest a
need to develop a more integrative and contextual perspective of the world of school

principals (Ribbins & Gronn, 2000).

As a consequence, Western researchers have focused increased attention on the
contextual practices of school leaders. Different schools have provided practice-
informed models of principal leadership. Depending on the perspective taken,
instructional leadership, transformationat leadership, and distributed leadership have
been suggested as ideal practice models for Western school leaders. From both
organisational and cognitive perspectives, Bolman and Deal (1993) affirm that
effective schoo!l leaders exert influence on the structural, human, political, and
symbolic frames of school organisation. Drawing on the work of Habermas,®
Sergiovanni (2000, 2009) asserts that principals shouid pay attention to both the
lifeworld and systems world of their schools via five leadership forces (technical,

human, educational, cultural, and symbolic) and exercise servant and moral

leadership through centring upon the symbolic and cultural lifeworld in schools. In

* Habermas (1987) provides a framework for a four-division structure located in the lifeworld (private
and public spheres) and systems world (money-steered economic and power-steered administrative
systems) for understanding human societies.



the light of complexity theory, Morrison (2002) argues for an integration of
transformational leadership, transcendental and servant leadership, quantum

leadership, and distributed leadership.

A recent cross-cultural empirical study, the International Successful School Principal
Project (ISSPP), confirms the argument and provides a repertoire of core practices of
principal leddership (Day & Leithwood, 2007; Day, Leithwood & Sammons, 2008;
Leithwood et al, 2006b). Using a mixed method design, the ISSPP study
summarises the leadership practices of participant principals, integrates diversified
empirical evidence, and classifies the core leadership practices into five broad
dimensions. These are setting directions, understanding and developing people,
redesigning the organisation, managing instructional programmes and coalition
building, each of which comprises a variety of specific practices. Beyond overt
principal leadership practices, the scholars further delved into manifold contextual
factors that would latently induce or influence these practices (see Appendix 3.2.2).

More detail on this research is presented in Chapter Three,

Two other international studies examined the ‘good practice’ of principal leadership
across different countries, respectively focusing on system leadership® (Pont, Nusche,
& Hopkins, 2008) and leadership for leaming7 (MacBeath & Dempster, 2009). The
studies were both based on the findings of ISSPP and reached a number of
conclusions similar to those claimed by Leithwood and his colleagues (see
Leithwood et al., 2006a). In comprehensive research into the assessment of learning-
centred leadership behaviours of school principals (Porte ef al., 2006), the conceptual
framework involved six components and six processes, which are also quite simiiar
to the classifications in ISSPP and have been applied to Chinese schools (Cravens,
2008). The similarity suggests the merit of ISSPP and, to a certain extent, the

universality of certain core leadership practices identified in the research.

However fruitful, such studies do not provide sufficient insight into whether the

findings have currency in Chinese schools. Although some evidence has been

% System leadership is the leadership practices of *system leaders’, who ‘are those head teachers who
care about and work for the success of other schools as well as their own' (Pont, Nusche & Hopkins,
2008, p. 22).

7 *Leadership for learing is a distinct form of educational practice that involugs an explicit dialogue,
maintaining a focus on leaming, attending to the conditions that favour learning, and leadership that is
both shared and accountable. Learning and leadership are conceived of as “activities” linked by the
centrality of human agency within a framework of moral purpose’ (MacBeath& Dempster, 2009, p.
42).



collected within Chinese schools (e.g. the Chinese cases in ISSPP, see Wong, 2006),
the quantity and quality of the data do not compare with those collected in Western
contexts. Moreover, from" the contextual perspective, leadership practices are
influenced by societal cultures. This has been shown by numerous cross-cultural
comparative studies of leadership and organisational behaviours (e.g. Dickson, Den
Hartog, & Mitchelson, 2003; Hofstede, 2001; House et al., 2004; Javidan et al.,
2006). Considering the distinct societal and educational contexts in China, regardless
of the methods of research, simply transplanting Western conclusions without

question may be risky, and even inappropriate (Dimmock & Walker, 1998).

The status quo of Chinese research into principalship in China, however, indicates
that serious indigenous study is necessary. Many Chinese researchers ;ppcar inclined
to accept and introduce overseas findings or theories as a sort of universal panacea
(Yang, 2005). Among the limited empirical studies in the area, there is only a very
small body that takes the context into account (e.g. Luo & Najjar, 2007). Most recent
studies conducted in China still depend on Western perceptions of leadership through
identifying decontextualised leaders’ traits, competences, behaviours, or styles (e.g.
Li & Zhang, 2006; Liu, Zhao, & Zhong, 2007; Sun & Wang, 2008; Zhang, F, 2001;
2002; Zhang, Y., 2002).

This does not mean that there is no literature which specifically explores Chinese
school leadership. On the contrary, there is considerable writing in the area.
Although it is useful, the problem with most of this work is that it is often presented
in the form of biographical stories, descriptive introductions, and commentarial
summaries of personal experiences of well-known school principals. Such writings
have long characterised Chinese education research (Yang, 2005). There is certainly
no shortage of good school leaders or exemplary practices associated with principal
leadership in China, but there is a serious shortage of empirical research that builds
theories upon authentic insights about principal leadership practice. In this sense,
Chinese researchers ought to think systematically about indigenous insight into

leadership practice before rushing to transfer external experiences.

In summary, more serious research is necessary if Chinese principal leadership
practices are to be fully understood. A good start might be an exploration of the core
leadership practices of Chinese principals. Such research should be conducted within

Chinese schools and informed by those who exert or are influenced by the practices,
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particularly school teachers and middie leaders. Westemn scholarship and research
can certainly provide an informative guide or initial frame, but it must be treated as
such, and not as some kind of universally applicable truth. Accordingly, this study is
designed to explore the core practices of principal leadership in Chinese schools

through synthesising existing Western and Chinese literature pertinent to the issue.

Research Purposes
The purpose of this study was to investigate the core leadership practices of school

principals in Mainland China. Elmore pointed out that ‘practice is not a personal
attribute or characteristic of leaders; it is a collection of patterned actions, based on a
body of knowledge, skill, and habits of mind that can be objectively defined, taught,
and learned. ... In order to become a practice, patterns of behaviour must be
objectified and separated from the individuals who use them' (2008, p. 44). ‘But
without a rich understanding of how and why they do it, our understanding of
leadership is incomplete’ (Spillane, Haiverson, & Diamond, 2001, p. 23). Therefore,
leadership practice can be perceived in three dimensions: what, how and why.

Accordingly, the overall purpose could be broken into three sub-purposes.

First, the study aimed to identify the generic practices of school principals in
Mainland China, i.e. what principals do in order to lead their schools. This sub-
purpose targeted the ‘whar’ dimension and was to define the core leadership

practices of Chinese principalship.

Second, it aimed to investigate how principals enact the core leadership practices in
Chinese schools. This sub-purpose pointed to the second dimension. In other words,
this study would also identify general and specific patterns characterising Chinese

principals’ application of the core leadership practices in their schools.

The third aim was to explain the emergence of the core leadership practices from a
contextual perspective, i.e. why principals exhibit these core leadership practices in
Chinese schools. This final purpose attempted to detect the possible reasors for these
key leadership practices. ‘Practice is embedded in the particular incentive structures
and particular institutional settings in which it is used’(Elmore, 2008, p. 44).
Therefore, the current research would also provide a contextual explanation for the

identified core leadership practicss of Chinese school principals.
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The three sub-purposes formed an investigative sequence from description to
explanation for the phenomenon in question. In what follows the research purposes

and research questions are presented.

Research Questions
In accordance with the research purposes, the study was based on three broad

research questions and relevant subsidiary questions. These are listed below.

Q1. What are the core leadership practices of Chinese school principals?
Q1.1 Do the leadership practices of Chinese schoo! principals converge on a set
of generic practices?
Q1.2 What specific practices compose these generic leadership praetices?
Q1.3 What is the relationship between the different generic leadership practices?
Q2. How do Chinese principals enact the core leadership practices in their schools?
Q2.1 Are there any general patterns which characterise Chinese principals’
enactment of the core leadership practices in their schools?
Q2.2 Are there any differences in the enactment of the core leadership practices
between different Chinese school principais?
Q3. Do certain contextual factors relate to the core leadership practices of Chinese
principals and the enactment of these practices?
Q3.1 Do, personal factors relate to the core leadership practices of Chinese
principale and the enactment of these practices?
Q3.2 Do any organisational factors relate to the core leadership practices of
Chinese principals and the enactment of these practices?
Q3.3 Do any societal factors relate to the core leadership practices of Chinese

principals and the enactment of these practices?

The first cluster of research questions aimed to identify the core practices of Chinese
principals as they navigate a complex reform environment. This involved three
specific aspects: the generic dimensions, the specific practices, and the relationship

between different dimensions.

The second group was intended to describe how these core leadership practices are
applied by Chinese principals in their schools. It aimed to bring sterile descriptions to
life and invoived the common and different ways that Chinese school principals

enact the core igadership practices. g
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The third set of questions was meant to explore the contextual factors that may have
an impact on these core leadership practices. Based on the literature review, a variety
of potential contextual factors are divided into individual, organisational and societal

levels.

Significance
Guided by the research purpose and questions, the study aimed to produce an initial

repertoire of the core practices of principal leadership for Chinese schools and unveil
some of the contextual underpinnings of these practices. This suggested the
theoretical and practical significance of the study. Theoretically, it may contribute to
the academic knowledge base of principal leadership at both national and
international levels. Practically, it may help Chinese school leaders to improve their
work and benefit the leadership development programmes for school principals in
China.

Theoretically, as a contextually sensitive study, this work should enrich the
knowledge base of Chinese principal leadership and further add to national and
international academic understandings of principal leadership. In China, research too
often tends to follow western conclusions and lacks indigenous exploration (Yang,
2005). The study attempted to understand empirically the indigenous expertise of
Chinese school leaders by transtating their authentic experiences into ‘theoretical
knowledge’. This could then be analysed for any ‘wider significance’ (Theobald,
1998). Thus the findings may help to construct indigenous academic understanding
of Chinese principalship and add a much needed theoretical perspective to the

dominant prescriptive studies on principal leadership in China.

Contextualised accounts of Chinese principalship have been largely absent from
contemporary international principalship discourse. Yet indigenous wisdom does
exist, albeit ‘largely hidden in the shadows of the dominant Western paradigm that
has guided the field® (Hallinger & Leithwood, 1996, p. 100). With a firmer
contextual understanding of school principal leadership in China, the study may
better enable a comparison between Western and Chinese insights and further enrich

the international knowledge base of principal leadership.

In practice, the study may help Chinese school leaders improve their work and

benefit leadership assessment and development through providing an indigenous
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repertoire of the core leadership practices of Chinese school principals. The authentic
insights gained through listening to the ‘voices’ of practitioners aimed to unveil the
real story of principal leadership in Chinese schools. In this context, the study would
provide authentic examples of leadership practices of school principals in China.
Such tangible outcomes may help to inform everyday work and professional
education or training programmes, especially in terms of leadership development for

school principals and prospective school leaders in China.

Limitations
The study faces three basic limitations. First, there is a potential risk of over-reliance

on Western knowledge because of the foundation of the framework. To date, most
empirical studies in the area are conducted in Western societies. Therefore, there is a
limited indigenous knowledge base upon which this study can be built. Thus, the
investigation largely drew on Western concepts. The stance was at least partly
managed through explicit contextual awareness and through a thorough review of the
Chinese literature. Despite this, however, there remains a potential risk of over-

. reliance on Western conceptions.

Second, language issues might emerge from the mixture of Mandarin and English
adopted in the study. In the survey, some translated items were included in the
questionnaire. In the interviews, all the conversations were conducted in Mandarin
but the final research report was written in English. This involved a considerable
amount of translation between the two languages. Along with the translation, there
was always the potential problem that expressions in one language could not find
their exact equivalents in the other. Although the translation process was conducted
with great care, there remained a risk of losing some nuances and intricacies. As a
na'tive_Chinese, the researcher was not equally biiingual in both Mandah and
English. In fact, Chinese was still the dominant and preferred language in which the
researcher could express herself more easily, comfortably and completely. In this
instance, the reséarcher was not culturally neutral and thus the research findings

might alse, to a certain degree, bear the impact of culture:

Third, the research design could limit the generalisability of the empirical findings.
As expliéated in Chapter Four, ‘the research mainly targets secondary school
principals in the four Chinese cities. Although the arrangement was justified in

Chapter Four particularly, it neglected the insights into principal leadership from
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other types of schools, other levels of school education, or other districts. As an
initial study of principal leadership practice in Mainland China, the research did not
involve any dependent variables such as student achievement. Meanwhile, the
quantitative data analysis was generally based on the individual level, i.e. treating
individual respondents, instead of a school, as the unit of analysis. All these could

limit the study’s generalisability.

Structure of the Dissertation
The thesis is composed of eight chapters. This chapter introduces the contextual and

theoretical rationale of the study and outlines the major and specific research aims
and questions, as well as the significance and limitations of the study. The contents

of the other chapters are briefly introduced below.

As specific contexts have a considerable impact on leadership practices, Chapter
Two first maps the societal and educational context within which contemporary
Chinese principals work. This contextual background involves different levels. The
chapter begins with a brief introduction of international education reform trends.
Many of these have influenced the current Chinese education context (Feng, 2006;
Walker, 2003). Next, the macro social-political-economic context of China is
described in order to capture the societal context confronting Chinese schools.
Against this background, the specific educational context facing Chinese school

principals is explicated.

Chapter Three presents a literature review on principal leadership practices in both
Western and Chinese academic discourses. Western research in the field reconfirms
the importance of principal leadership. A series of core practices and related
contextual factors have been identified. Relevant evidence found in Chinese schools
supports these arguments and calls for more academic attention to the indigenous

expertise of school {eaders working in China.

Chapter Four focuses on methodology. Since questions determine approaches (Punch,
1998, 2006), the chapter outlines the scope of the research to clarify the research
questions. The chapter also provides a synthetic introduction to mixed methods
research and points out its relevance to the study to justify the adoption of this

research paradigm in the design the study. With regard to the mixed methods design,
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the rest of the fourth chapter explicates the operational procedures and specific

methods involved in the research.

Chapter Five presents the process of quantitative data analysis. The author processed
the data collected in the main survey through relevant statistical techniques. The
results confirmed the reliability and validity of the questionnaire used in the survey

and produced a set of core leadership practices and three types of contextual factors.

Chapter Six lays out the three steps of coding used for the qualitative data analysis
and the resultant findings. Based on the narratives collected in the interviews, this
chapter aims to paint a more holistic picture of how the core leadership practices are

enacted in real-life school contexts.

Chapter Seven integrates the major findings from the quantitative investigation and
the qualitative research. Through integrating the two sets of findings, the author
further confirmed the components and enactment patterns of the core leadership
practices of the Chinese principals and their interrelationship and the relevant

contextual factors which influence these practices.

Chapter Eight summarises the major findings of the study and provides further
discussion. First, it revisits the research questions and process. Second, it reaches a
series of conclusions to answer the rese.arch questions on the basis of the major
findings. Third, it relates the findings to the literature and discusses the grounds for
the core leadership practices and the enactment patterns identified in the study to
gain a more in-depth understanding of Chinese principalship. Finally, it discusses the
implications of the research findings for the national and international knowledge
base of principal leadership and for the leadership practice of Chinese principals and

their professional development, as well as for future research in the area.
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Chapter 2 The Context

This chapter provides an analytic description of the context within which Chinese
school principals lead. Tsui (2006, p. 2) has pointed out that contextualisation means
‘incorporating the context in describing, understanding, and theorizing about
phenomena within it’. This chapter attempts to map the societal and educational
backgrounds within which Chinese school principalship is enacted. Chapter Three
aims to locate the principalship in the discourse of leadership theories and also within
the relevant empirical literature. These two chapters jointly depict the contextual and
theoretical underpinnings of the study. As such, they aim to explain and justify the

rationale of this study.

The major purpose of this chapter is to outline the context of school principalship in
the Chinese mainiand. In many ways, school education in China is fashioned through
a mix of international education reform agendas, societal expectations and ongoing
educational reforms. Thus, the major purpose of- this chapter can be divided into
three parts. First, it aims to outline the major international education reform trends.
Second, it presents the societal and educational contexts defining Chinese school
education at present. Third, it introduces the major education reforms and policies
dominating the Chinese educational landscape. Together, the three areas suggest the
challenging and complex context of Chinese school education and that this demands

more in-depth empirical understanding of the principalship in China.

Accordingly, this chapter is organised around five sections. The first section briefly
analyse the international educational context. The second and third sections
respectively depict the macro societal environment and the historical antecedents of
the present education system. The fourth section focuses on the specific education
reform initiatives and policies that directly shape the present educational context in
Chinese mainland. The final section summarises the context and reconfirms the

necessity of moye research into school principals in mainland China.

International Education Context
This section focuses on the major global trends that shape or influence education

context worldwide, as well as in the Chinese Mainland. In an era of globalisation,
cross-cuitural borrowing of , Western reform policies, most of them driven by neo-
liberal agendas, have become a notable feature of many education initiatives in East
Asian (Morrow & Torres, 2000; Walker, 2003). In order to better understand the
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educational context in mainland China, therefore, it is necessary to first examine the

broader international educational environment.

Over the past two decades (and earlier®), the term globalization has been used widely
to describe “the intensification of worldwide social relations which link distant
localities in such a way that local happenings are shaped by events occurring many
miles away and vice versa” (Held, 1991, p. 9). The process blurs “national
boundaries, shifting solidarities within the between nation-states, [which] deeply
affect[s] the constitution of national and interest-group identities.”(Morrow &Torres,
2000, p. 29) Burbules and Torres (2000) point out that the crucial features of

globalisation involve:

e in economic terms, a transition from Fordist to post-Fordist’ forms of
workplace organisation; a rise in internationalised advertising and
consumption patterns; a reduction in barriers to the free flow of goods,
workers, and investments across national borders; and, correspondingly, new
pressures on the roles of worker and consumer in society;

e in political terms, a certain loss of nation-state'® sovereignty, or at least the
erosion of national autonomy, and, cosrespondingly, a weakening of the
notion of the “citizen” as a unified and unifying concept, a concept that can
be characterised by precise roles, rights, ebligations, and status; and

e in cultural terms, a tension between the ways in which globalisation brings
forth more standardisation and cultural homogeneity while also bringing
more fragmentation through the rise of locally oriented movements....a third
theoretical alternative identifies a more conflicted and dialectical situation,
with both cultural homogeneity and cultural heterogeneity appearing
simultaneocusly in the cultural landscape. (p. 14)

Due to the growing impact of globalisation, more and more people realise that many
governance issues may be beyond the control of nation states. Governments
throughout the world are eager for more cooperation with other nations in order to

enhance their economic competitiveness (Mok, 2003). National and local politics and

* According to Morrow and Torres (2000), there are as lcast threc basic views with respect to the
origins of globalisation. Some have asserted that it develops with the origins of human civilization
that is more than five centuries old. A more influential theory links it with the origins of capitalism,
culminating with the emergence of a global economy in the 16™ century. A third perspective from the
1990s considered it a more recent phenomenon that dates from the mid-twentieth century or perhaps
the last two decades. Here the focus is not the origin of the phenomencn, but rather its effects on
§lobal education environment. -

Fordism denotes the system formulated in Henry Ford’s automotive factories, in which workers
work on a production line, performing specialized tasks repetitively. Contrasted with the Fordism,
post-Fordism is used to signify the dominant system of economic production, consumption and
associated socio-economic phenomena in most industrialized countries since the late 20th century,
(see Baca, 2004)

' The nation-state is a certain form of state that derives its political legitimacy from serving as a
sovereign entity for a nation as a sovereign territorial unit. (see Wimmer & Min, 2006)
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policies are increasingly influenced by regional, international or supranational
organisations such as the World Bank, OECD, UN, WTO and IMF 1 (Held er al.,
1999; Hobsbawm, 1994; Smith, 1995). The power of modern states is challenged as
the role of nation states may decline (Mok, 2003). Meanwhile, the increasing global
economy forces individual states to change both their roles and their constitutions to
adapt to the external demands and pressures. Many states have started thinking about
how to transform the ways they manage themselves (Mok, 2003). New approaches to
maximising productivity and effectiveness have been sought for the purpose of

improving the efficiency and effectiveness of the Ipublic service (Dale, 1997).

As a consequence, neo-liberal ideology has been held high internationally to a gamut
of problem and issues. That can be traced to about 1978-1980 when ‘neo-liberalism’
was adopted by the newly-elected Thatcher and Reagan Governments'? in the UK
and the US. This was soon followed by a group of developed countries such as
Australia, New Zealand, and Canada (Harvey, 2005). Accordingly, neo-liberal
doctrines largely replaced the Keynesian welifare regime that prevailed in the third
quarter of the 20th century (Panic, 1995). Contrasting with the Keynesian pursuit of
economic nationalism'®, two core principals are honored by the neo-liberal doctrine
{Faulks, 2000, p. 75):

» the superiority of markets over politics in providing for human need,
generating prosperity and enhancing personal freedom; and

¢ the need to defend individuals’ market rights, including property rights, the
right to assert one’s inequality and the right to choose from a diversity of
goods and services in the market place.

Hence, there was a fundamental change in the relationship between the state, the
public sector and the market. Neo-liberal doctrines and the principle of market
competition was ;-cemphasiscd by the New Right government (Brown et al., 1997, 6).
Notions such as ‘entrepreneurial government’ became fashionable (Ferlie ef al.,
1996), and the role of the government shifted from “provider of welfare benefits” to
“builder of market” (Sbragia, 2000). Strategies of marketisation, devolution, choice

and privatisation were implemented in most Western communities (Henry et al.,

" j.e., Organisation for Economic Co-operation and Development (OECD), United Nations (UN),
World Trade Organisation (WTO), and Intemational Monetary Fund (IMF).

12 Margaret Thatcher was elected Prime Minister of Britain in 1979. Ronald Reagan was elected
President of the United States in 1930,

" The nation-state has both the power and the responsibility to ‘deliver prosperity, security, and
opportunity’ (Brown et al.,, 1997, p. 2).
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2001). The responsibilities of the state were increasingly shared by other actors,
including the market, the family, the third sector, and individuals (Peters, Marshall &
Fitzsimons, 2000; Rhodes, 1997; Salamon, 2002). Managerialism and economic
rationalism'* became increasingly popular not only as a governance philosophy but
also as an effective means for public administration (Enteman, 1993; Hood, 2000,
Deem, 2001; Pusey, 1991). Dempster (2001, p. 4) described these trends as follows:

a reduction in government’s role in service provision;

downsizing and decentralising the public sector;

deregulation of the labour market;

the imposition of strongest feasible framework of competition and

accountability in public sector activity;

¢ explicit standards and measures of performance and clear definition of goals,
targets or indicators of success;

s a greater emphasis on output controls — a stress on results, not processes;

¢ moves to new forms of corporate governance;

e a shift from public funding to private sector provision (the privatisation
agenda); and

* areduction in the self-regulating powers of the professions.

Such trends have “caused dramatic changes to the character and functions of
education in most countries around the world” (Mok, 2003, p. 3). Burbules and
Torres (2000, p. 15) explicitly pointed out that “in educational terms, there is a
growing understanding that the neo-liberal version of globalisation, particuiarly as
implemented (and ideologically defended) by bilateral, multilateral, and international
organisations, is reflected in an educational agenda that privileges, if not directly
imposes, particular policies for evaluation, financing, assessment, standards, teacher

training, curriculum, instruction, and testing.”

Central to the reform is decentralisation'’. Despite the diversified strategies and
outcomes visible in different countries, educational decentralisation has been a
common initiative for governments around the world (Mok, 2003). It aims to
dismantle centralised educational bureaucracies and to create improved educational
systems, entailing significant degrees of autonomy on educational institutions to

unleash their initiative, creativity and productivity and accomplish quality school

4 According to the managerialism, the performance of all organisations, including those in public
sector, can be optimised by the application of corporate management skills and theory. The economic
rationalism was used to describe the market-oriented economic policies (see Pusey, 1991). Both of
them reflect the idea of neo-liberalism.

'3 Decentralisation refers to both devolution and deconcentration (see Bryant & White, 1982; Stevens,
1994).
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education (Hanson, 1998; Power et al., 1997). With this purpose, school based
management has been widely adopted as a mode of school autonomy. It is perhaps
the most common reform initiative worldwide over the past decades (Moos & Mailer,
2003).

Meanwhile, marketisation and privatisation'® have become two of the most popular
policy strategies for the transformation of educational institutions (Mok, 2005; Mok
& Currie, 2002). More types of agencies other than the state have been allowed to
engage in education (Dale, 1997). The importance of parental choice and competition
between various forms of provision has been stressed, and an “education market” or
“quasi-market” has emerged in the West (Bridges & McLaughlin, 1994; Le Grand &
Bartlett, 1993). During the process, many management practices used in the market
or private sector, such as explicit and measurable standards of performance, have
been introduced into school administration (Lindblad, Johannesson & Simola, 2002).
Accordingly, school [eaders are increasingly encouraged to manage with output
controls, explicit standards and goals of performance, clear targets and indicators of
success, preferably in quantitative forms (Dempster, 2000; Blackmore, 2004). As a
resuit, the role of the state has gradually shified from a direct provider of education

service to an umpire and a regulator of the market (Chan, 2002; Sbragia, 2000).

This does not mean a weakening of state power. In fact, the state’s control of school
education has actually tightened by virtue of a process of recentralization or
centralised decentralisation (Mok, 2003). For example, the state can regulate the
operation of school education via a recentralised curriculum and an emphasis on
accountability (Mcinerney, 2003; Moos & Meller, 2003); by the establishment of
certain regulatory mechanisms and/or assessment/quality assurance systems, the state
can determine where the work will be done and by whom, and steer the development
of educational institutions indirectly (Massen & van Vught, 1994; Neave, 1995;
Whitty, 1997).

'“ In broad terms, privatization points to the reduction of state intervention and the transfer of
responsibility for production from the state to the non-state sector; marketisation signifies the
development of market mechanisms and adoption of market criteria within the public sector (Mok,
1997a, 1997b).
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In this sense, current reform initiatives in education signify the process of
‘colonisation of the lifeworld’ by the systemsworld'? (Habermas, 1987, p. 173). As
Habermas (1981) affirmed, in the modern society, education is confronted by the
imperatives of the medium steering systems and the task of inculcating and
enhancing the fundamental structure of the lifeworld. With the increasing stress on
efficiency, outcomes, productivity and performance, the systemsworld steered by the
state and the market exerts more and more influence on schooling, Widened access,
funding, accountability, quality, and managerial efficiency have become common
concerns for school educations (Mok, 2003). This tendency also has an impact on the
lifeworld and systemsworld inside of schools (Sergiovanni, 2000, 2009). More
emphasis has been given to the systemsworld of schools, such as management
designs and protocols, strategic and tactical actions, policies and procedures, whereas
the priority has no longer been given to the lifeworld of schools {(e.g., school goals,
purposes, values, and ideals), which is supposed to be the heart of school
administration (see Sergiovanni, 2000, 2009). This circumstance makes school
principalship increasingly characterised by contradiction, tension and ambiguity (see
Blackmore, 2004; Sergiovanni, 2000).

By virtue of increasing globalisation, this neo-liberal wave of education restructuring
has influenced the education reforms and policies occurring in individual nation
states around the globe (Lindblad, Johannesson & Simola, 2002; Papagiannis, Easton
& Owens, 1992). Due to distinct social and educational contexts, however, the
specific measures and impacts are not uniform in different countries (Mok, 2003). In
order to better understand what happens to Chinese school education against such an
international background, the following two sections outline the prominent changes
occurring in Chinese society and the antecedent situation of the current basic

education system in China. These changes appear very influential in principals’ lives.

Societal Background of Contemporary Chinese Education
In ascord with international trends, Chinese government has been influenced by neo-

liberalism philosophies. Changes have taken place in its economy, politics and social
cultures. This section briefly describes the transformation of the Chinese society as a

way of displaying the broad societal background of school education in China.

'" According to Harbamas’s theory (1981), the power- and money-steered mechanisms could invade
and reify the communicative action and rationality embedded in the lifeworld. When these
mechanisms from systemsworld begin io dominate the lifeworld, colonization occurs. .
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With the largest population in the world - more than 1.3 billion — and rapid economic
growth, China is acknowledged as one of the most important countries in the 21%
century. However, it had not actively communicated with the outside world until the
late 1970s when the 3" Plenum of the 11™ Congress of the Communist Party of
China (CPC) decided to reorient China toward the market and implement ‘reform
and opening-up’ policy (Yergin & Stanislaw, 1998). This shift coincided with the
turn to neo-liberalism in Western countries (Harvey, 2005). Before that, China had
isolated itself from the Western capitalist societies with a highly centralised ‘planned
economic system (jihuajingjitizhi)’ where everything was under the state control and
state-owned-enterprises dominated nearly all aspects of the domestic economic
sector (Starr, 2001). After the adaptation of the reform policy, the idea of a market
economy (shichangjingji) was introduced from the West to establish a ‘socialist
market economy (shehuizhuyi shichangjingji)’ in China (Mok, 1997b; Yergin &
Stanislaw, 1998). Hence, the importance of market and free enterprise was gradually
recognised (Yergin & Stanisiaw, 1998; Hayhoe, 1996), which led to several market-
oriented innovations in agriculture and ‘industry '®. More recently, the Chinese
Government has increased the efforts, such as edging into the WTO in order to
integrate its economy into the global business system (Lejour, 2000). With this
process, many Western notions, such as effectiveness, performance and competition,
penetrated Chinese society and broke ‘the eating-out-of-the-big-pot (chidaguofan)
egalitarianism’ and ‘iron-rice-bow! (tiefanwan)’ ideology " which prevailed in the

previous planned economic system (Harvey, 2005).

In order to adapt to the rapid development and economic globalisation, and
simultaneously promote social and economic progress, the Chinese Government
turned its attention to reforming public administration (Pittinsky & Zhu, 2005; Starr,
2001; Tsao & Worthley, 1995). Consistent with the neo-liberal transformation of its
economic system, these reforms focused on the decentralisation and transformation

of governmental functions, aiming to establish democratic politics, transform the role

' The reform started from agricuiture with the adopting of *household responsibility system’, which
ensures that each family is responsible for the land it tills. In the mid-1980s, the reform came to the
industry and *contract responsibitity system’ was carried out. In the 1990s, the reform began to focus
on restructuring state-owned-enterprises (SOEs) in order to make them more responsive to the
requirements of market and competition. (see Yergin and Stanislaw, 1998; Hayhoe, 1996)

1% «The two idioms refer to the system of guaranteed lifetime employment in state enterprises, in
which the tenure and level of wages are not related to job performance.” {Qian, 2008, p. 23)
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of the government, and enhance the administrative efficiency (Zhang & Zhang,
2001). Through these initiatives, the Chinese government has gradually shaken off
the bonds of the planned economic system and turned itself from an ‘omnipotent
government’ into a ‘limited government’ whose major responsibility is the provision
of public products and service (ibid). As a consequence, people began to reflect on
the prior highly centralised, hierarchical administration system, so that public
awareness of participation, competition, equity and responsibility has increased
continuously (Zhang & Zhang, 2001; Starr, 2001).

However, as a society, China still maintains strong elements of its traditional culture.
Unlike the rule-based capitalistic society® in the West, Chinese society is founded
upon social relationships and interlocking social networks that comprise overlapping
networks of people linked together through differentially categorised social
relationships (Fei, Hamilton & Wang, 1992). These networks have four key features
(p. 20-24):

e Networks are discontinuous. They do not link people together in a single
systematic way; rather, networks center on the individual and have a different
composition for each person.

» Each link in a Chinese person’s network is defined in terms of a dyadic social
tie (gang). These interpersonal ties are known in Chinese as guanxi’’. Each
tie consists of an explicit category of social relationship that requires specific,
prescribed “ritual” (/7)) behavior.

o Networks have no explicit boundaries. Individuals do not sign up for
“membership” in networks. Those ties are preset. A person is called upon to
“achieve” the relationship by rising to the level of their obligations.

» The moral content of behavior in a network society is situation specific.
People evaluate ongoing action by considering the specific relations among
actors.

The philosophy of this society favors an aesthetic construction toward virtue rather

than the foundational, metaphysical reality upheld in the Western societies (Lessem
& Palsule, 1997). Action is determined ‘by a nominalist consensus about what is

acceptable and what “we” can work with.” (Lowe, 2003, p. 7}

These social norms are rooted in the traditional Confucian values represented by four
closely connected virtues: the class system, obedience, doctrine of the mean and

“renging”, and the idea of “Wulun” or “five cardinal relationships” (see, Fu, 2003).

2 A system relies on verifiable public information and accepted legal processes.

! Guanxi is conventionally transtated into English as “relationship,” but the term has many subtle
meanings in a society whose social structure is created through strong and weak social relationships.
In Mainland China, guanxi has sometimes teken on the pejorative meaning of illegal backdoor
connections (see Fei, Hamilton, & Wang, 1992). :
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The class system and obedience refer to maintaining ancient rituals, proper ordering
in society, and the observance of orders; doctrine of the mean and renging are
embedded in the pursuit of harmony and the order of hierarchical relationship
~ (Dimmock & Walker, 1998); the five cardinal relationships impﬁy that the role of an
individual is defined by the bond between father and son, the duty between ruler and
subject, the distinction between husband and wife, the precedence of the old over the
young, and the trust between friends. These values set up the foundation for all ethics
and moralities in Chinese social and personal life. Thus, Chinese people are inclined
to a respect for authority and patriarchy and seniority and age, avoiding conflicts and
uncertainty and stressing the superior’s “face”, interpersonal “guanxi”
(relationship/network}), collectivity, harmony and order (Child, 1994; Farh & Cheng,
2000; Hofstede, 1980a, 1980b; House ef al., 2004; Lin, 2008; Lowe, 2003; Pittinsky
& Zhu, 2005; Walker, 2004).

Despite the transformation of the economic system, traditional Chinese culture has
not faded from either consciousness or practice, even though it is not as visibly
dominant. The co-existence of Chinese and Western values may also originate from a
dialectic orientation® of the Eastern archetype which values the transcendence of
dualism and avoids imbalance and extremes (see Li, 2008, p. 415-417). In a sense,
the suppressed traditions, blended with Western values, permeate through this
increasingly westernised society (Liu, 2003; Starr, 2001).

At the same time, political control is a constant feature of Chinese society. The
fundamenta! role of the market in resource allocation has not been brought into full
play; the government retains many responsibilities and tries to play the role of social
intermediary (Harvey, 2005). What emerged in China was a unique type of market
economy that ‘increasingly incorporates neo-liberal elements interdigitated with
authoritarian centralised control’ (Harvey, 2005, p. 120). In this sense, the present
day Chinese society can be described as a mixture of the Western values, traditional
culture and mainstream political ideology. A series of reforms aimed to change the
old system of Chinese schooling. Unclosing the major antecedents of such a change

will help to better understand the current context of Chinese basic education. The

2 Erom the dialectic perspective, “several opposing or contradicting propositions or truths can be
explored simuitanecusly and judgment about them can be suspended until dialectic synergies produce
better ideas.” (Lowe, 2003, p. 7).
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following section presents the historical context of the current school system in
China.

Historical Context of Current School Education in Mainland China
This section provides the antecedent context of today’s school education system in

China. It involves two major antecedents: traditional thoughts of education and a
description of the basic education system before 1985. The former is included in that
many traditional views still play an important role in the current education system.
The latter is included because it forms the target of the education reform taking place
in China since the mid-1980s (see Hawkins, 2000)

Traditional Thoughts of Education
China has one of the oldest surviving educational systems in human history 2.

Despite the pausing of the Chinese traditional education system, some elements have
persisted throughout history even up to today (e.g. high-states testing, see Suen & Yu,
2006). There is a consistent emphasis on the political function of education and
moral education and a firm belief in examination. These enduring traditions derive
mainly from the Confucian theory of education and the civil service system. Both of
these features drive the education system in ancient China and hawve profound
influence on Chinese society (Cleverley, 1991; Sunoo, 1985; Suen & Yu, 2006).

Above all, education is supposed to serve the state. Ancient China is renowned for its
heavy emphasis on education. The whole nation, from emperor to civilian, values
education highly. However, the purpose behind the traditional education was
exclusively to prepare administrators or governmental officials for the ruling class
(Gu, 1981; Mao, Qu & Shao, 1979). This originated from the Confucian
interpretation of the aim of education, which was “to train the government personnel
to be above the people.”(Sunco, 1985, p. 35) From the Confucian perspective,
education was an effective governing tool and the first responsibility of an educated
man was to serve the state by participating in the government, so that the ideal
product of the Confucian model of education was a noble man with both integrity

and competence to run the country (Guo, 1987).

According to Confucius, however, moral education is more important than the

intellectual education (Guo, 1987). Since the purpose of education was to serve the

B Chinese schools came into existence in the late Shang Dynasty (BC 1600-BD 1046) (Mao, Qu, &
Shao, 1979).
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govcmment, loyalty to the nation and the ruler was cultivated through moral
education. This view catered to the need of the imperial government. Confucianism
therefore became embedded as the orthodox theory of schooling from the Western
Han dynasty ** (BC 202-AD 8). Down the centuries the Confucian theory of
education became one of the foundations of public order and civilised life in ancient
China (see Guo, 1987). As a result, ancient Chinese schooils gave priority to the
cultivation of morals. Qualified officials of the imperial government, as well as the
curriculum, were centred on the Confucian classics which valued the moral qualities
“above professional or technical skills.” (Cleverley, 1991, p. 16} Thus, Chinese
intellectuals were educated to be loyal and dedicated to their nation to sacrifice their

personal interests if necessary.

Confucian views were further strengthened by the centralised civil service
examination system (kejuzhi) (Suen & Yu, 2006). This national testing system was
adopted from the beginning of the Sui Dynasty (581-618) through the early Qing
Dynasty (1644-1911) (Teng, 1966). Although the form of the exam varied slightly
with the different dynasties, the goal, purposes and content of the exam remained
Jargely the same. The main goal was to select officials for the government through a
highly competitive national examination. The purposes of the exam were to limit the
- power of the nobility, and to promote the Confucian ideal of hierarchical order,
moral governance, loyalty, submissiveness to authority, and social harmony (Teng,
1966). Exam content focused on the students’ “knowledge of nine classic texts of
Confucian philosophy and history called the Four Books and Five Classics (Sishu
Wujing), on poetry, on the writing of official documents, and on national policy
issues” (Suen & Yu, 2006, p. 49). All these helped the central government control

and integrate intellectuals into the bureaucratic system (Sunco, 1985).

Besides reinforcing Confucian ideals, the examination system led Chinese people
towards a utilitarian perspective which valued education and examination - education
and success on exams could bring persenal accomplishment and honor to the family
through success on exams. Through providing a link between scholars and officials,
the imperial civil service examination enabled a man from humble origin to move up

into the governing class (Cleveriey, 1991). If one succeeded in the exam, he would

* The emperor Wu of the Western Han dynasty implemented a policy of aBandoning all other schools
of thoughts and worshiping Confucianism alone in BC134 (Mao, Qu, & Shao, 1979).
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be rewarded with a government position. In addition to bringing a number of
individual benefits, the position also provided “financial rewards, prestige, power,

fame, and many advantages to the official’s entire extended family and ancestry” -

»

(Suen & Yu, 2006, p. 48). Thus, success at the imperial examinations was

traditionally rated as “one of four great episodes in a man’s life*>” (Cleverley, 1991, -
p. 18).

‘, v .
As a consequence, the ancient education system was characterised by an ox:ientation
towards high-stakes testing and the focus on test-taking skills and results. Accor;iing
to Suen and Vu (2006), the civil service examination system consisted of three levels
of exams: local district-prefecture exam for cultivated talent (xiucai), provincial
exam for elevated scholars (juren) and metropolitan exam and palace exam for
advanced scholars (jinshi). At the end of Qi}lg dynasty, the exam was highly
selective and competitive - odly one candidate per million could go through‘ all three
levels of exams to be selected as Jinshi - the highest level of - holarship (Suen & Vu,
2006). In order to pass the three exams and gain ‘the asspciated begnefits, many
candidates concentrated on test-oriented training, This resulted in a number of
unintended consequences, such as rote memorization, cheating, -and some -

-

psychological and behavioral problems (ibid).

Along with the Confucian views of education, the exam endures in Chinese
educational systems today. Even in the twentieth century, when the ‘education system
in semi-feudal and semi-colonial China was hgr;wily influenced by western powers as
the invad?d, Cl':incse still regarded that “Chinese traditions as the essence, and
Western leamings for its utility (Zhongxue weiti, Xixue weiyong)26“. After the
People’s Republic of China (PRC) was founded in 1949, thcsé features remained in v
the new socialist edugation system. Mciryéovcr, there was an emerging trend of
politica.lisatio;l based on mainstleafn politic‘ﬁ] ideology. The following sub-section

reviews the major features of Chinese schooling before the mid-1980s.

L
~

23 The four great episodes in a man’s life are/ “sweet rain after a long drought; meeting an old friend
in a strange place; the wedding night in the nupual chamber the sight of one’s name on the golden
!)Iacard » (Cleverley, 1991, p. 19) 5

® This slogan, posited by Zhang Zhidong, an lmportant figure in modern Chmcsc politics, mdustry
and education, means selectively leaming from the West for pracucal purposc within the framework
of China’s traditional value system (Cleverley, 199 l) . -
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School Education System Before 1985
From 1949 to the Jate 1970s, China was isolated from most Western developed

countries. The exception was a short period in the early 50s when China was
modeled on the experience of\the former Soviet Union (Mok, 2003). Under the
circumstance, the Party-state’Festablished a centralised education system (Ngok &
Chan, 2003). Three features characterised the educational system: politicalisation in
setting educational goals and curriculum, high-level centralisation of educational
administration, and an exam-orientation in school education. These features not only
reflected the new orientation of the socialist educational system, but also reinforced
traditional Chinese focuses on the political function of education, students’ moral

development, and achievement on examinations.

First, politics and political ideclogy played an important role in setting goals and
curricula for school education. In the new China, education continued to be used as
an important means for achieving the goals set by the government (Yang, 2003).
Wh;t differed from the past was that all decisions or actions about education made
by the Communist Party of China (CPC) were mainly determined by their
contributions to the goal of building China into a powerful socialist country (ibid). In
the 1950s and the early 1960s, the Chinese government s*)eciﬁcally identified
.another term to describe this goal — ‘four modernisations’ 2%, that is, “to build China
into a powerful socialist nation with modernised industry, modernised agriculture,
modemised defense, and modernised science and technology” (PLRCoCPC, 1993, p.
563).

According to the Party’s interpretation of the function of education, “education must
fill its political role, must serve the proletarian politically and aiso must be united
with productive labor, and finally it must be carried out under the leadership of the
Party.” (CNIER, 1983, p. 213) Therbforg, the essential function of education was to

train a “red and expert (youhong youzhuan)™”

working class intelligentsia to achieve
the four modernisations (CPCCC & SC, 1958). Accordingly, productive labor and

political-ideological-moral education were added to the school curriculum. Students

%7 The term ‘Party-state’ is used to describe China’s political system which is dominated by the CPC
(Starr, 2001),

2% The ‘four modernisations’ was first used by the former Premier Zhou Enlai in the Government Work
Report at the Third National Peaple’s Congress first meeting on December 21, 1964 (Cao, 2006).

® This term was used to define a cultured, socialist-minded worker who is developed in an all-round
way, both politically conscious (i.c., red) and well educated (i.e., expert) (see CPCCC & SC, 1958},
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were taught to be loyal to socialism state and the Party from the beginning of their
schooling. Training in socialist ideology became the upmost aim of schooling. The
focus on political ideology reached its height during the Cultural Revolution (1966-
1976) (see Cleverley, 1991). To a word, one of the major goals of school education

at that time is to cultivate students’ commitment to the socialist country.

Second, the Chinese government gradually established a highly centralised
educational administration system. During the first three decades of the PRC, the
education system was characterised by a unified system of planning, administration,
curriculum, student enrolment and allocation of university places and employment
(see Mok, 2003). All educational establishments were placed under the leadership of
central education authority *° . Provinces, autonomous regions, and central-
administered municipalities set education departments under the direction of local
governments. In line with the directives or regulations issued by the central authority,
these departments directly attended to local educational administration, involving
ordinary administration, teaching staff, equipment, and financial management.
Counties, cities, and municipal districts had their educational bureaus taking care of
administrative work in secondary and elementary schools. With the hierarchical
framework, the state assumed the responsibility for formuiating educational policies,
allocating educational resources, exerting administrative control, recruiting teaching

staff and deciding on curricula and textbooks.

At the school level, the centralised system was somewhat tightened through
ideological control and a cadre (ganbu)’'-based personnel system {Huang, 2005; Lin,
1993). Each elementary and secondary school had a Party branch or committee
headed by a secretary, the representative of the CPC. Important matters had to be
submitted to the school Party committees or branches for decision. The secretary was
appointed by a higher level communist authority and required to exercise leadership
in all areas, from ideological control to school administrative affairs, from classroom
teaching to schoo! discipline. As a result, most school leaders appeointed by iocal
authorities served as both party secretary and principal, the chief administrator of the

school. By this means, the specific operation of school education could be aligned

*® The Ministry of Education was first established in 1949 by the government. In 1970, the MoE was
abolished and a Leading Group of Science and Education was set up within the State Councib. In 1975,
the MoE was reinstituted but replaced by the State Education Commission (SEC) in 1985, In 1998,
the SEC was renamed MoE. (see Xiong, 2006)

¥ *Cadre’ (ganbu) is a formal appeliation of the governmental officials in China (Huang, 2005).
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with the requirements and policies of the Party-state. Moreover, all school leaders
were administered under the cadre system, a personnel system established by the
central government to manage officials at different levels (Huang, 2005). School
principals had nominal official ranks*? which were usually determined by the status
of their schools and this, in turn, determined their-income (Huang, 2005; Yang, 2004).
Therefore, they usually worked as officials who give priority to the implementation
of the polities issued by the central government. In this way, schools at all levels

came under the control of the central government.

Third, the key school system and the national College Entrance Examination (CEE)
(gaokac) system aggravated the dominant exam-orientation. In the early years of the
new China, there were limited resources that could be used for the development of
basic education. For this reason, policy-makers determined that educational resources
had to be utilised in an efficient way - reserving quality educational resources for the
subject areas, schools, and students who were identified as priorities of the socialist
construction. As a result, a small number of schools were selected, re-organized,
funded and transformed into the ‘key schools’ (zhongdian xuexiao) (Yuan, 1999).
Within the state-controlled system, these key schools were usually assigned more
financial resources, better teachers and students with higher scores on competitive
entrance tests. The curricula were more test-oriented because the main purpose of
key schools was to prepare the most promising students for higher education. This
achievement-based seclective mechanism led to a two-track school system which
broadened the disparity between students and teachers from the schools holding
different status (Yuan, 1999). This was so even thought it supposedly improved the
quality of secondary education overall, explored an effective school management

strategy, and set examples for ordinary schools (Qian & Huang, 1987; Yuan, 1999).

Besides this selectimﬂion systemn, the national CEE system also profoundly
atio

influenced school e . Since it was reinstated after the Cultural Revolution
(1966-1976), this national examination has been held up as the most effective and
fairest way of selecting intelligently qualified candidates for higher education
(Kwong, 1983, Yang, 2003). As Chinese education was always highly selective, a

good education was the key to an individual’s socio-economic mobility (Bratton,

32 For a principal of a provincial/municipal key high school instance, his/her official rank was
generally equal to that of the mayor of a county; for the principal working in a county/district key
school, the rank was equal to that of a deputy mayor.
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1979; Cleverley, 1991). This competitive exam was based on the principle that
“before the system of grades, everyone is equal” (see Kwong, 1983). Thus, it
provided people with an approach to higher education and to social and economic
mobility (Niw, 1992). To a large degree, the CEE not only had an impact on basic
education but also influenced the whole society by fashioning the purpose of basic
education, creating opportunity for social mobility through education, and providing
the society with talent enhancement (Bratton, 1979).

On the other hand, the selective exam system further intensified the traditional
inclination for “exam prepping”. The whole basic education system in China became
highly competitive and test-ortented. Teachers concentrated their teaching on
examination materials and rote learning; school administration extended school hours,
sorted and placed students into different tracks, overloaded students with extra
assignments, and devoted the senior years to examination preparation (Liao, 1993,
Niu, 1992; Yang, 2003). Furthermore, the key school system aggravated the
competition in that if a student could not continuously enter key schools during the
whole period of basic education, he or she was unlikely to be admitted to tertiary

education (Kwong, 1983). This resulted in ferocious competition.

These issues typified the educational context before the structural reform starting in
the mid-1980s. In the following twenty years or so, the basic education system in
China was largely reshaped by several waves of education reform. The next section

specifies these reform initiatives.

Current School Education in Mainland China
This section outlines the present context of Chinese basic education. A retrospect of

the major policies and movements in Chinese schoo! education over the past quarter-
century indicates that, first, Chinese educational system, like those in many Western
societies, has been reshaped by a series of neo-liberalist reforms conforming to the
change in the Chinese society; second, the reform generally consists of two phases
with three different focuses. The first phase, from the mid-1980s to the early 1990s,
generally aimed to transform the over-centralised educational system into a more
responsive enterprise to meet the needs of economic and societal reforms (Lo, 1999).

The reform was centred on changing the structure and administration of school
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education towards decentralisation and marketisation > (Hannum et al., 2007;
Hawkins, 2000; Tsang, 2000). In the second phase, achieving quality education
became the central pursuit of the education reform since the early 1990s (Lo, 2002).
Therefore, more efforts were made to improve educational quality, particularly
through reforming the school! classification system, school curriculum and
examination system and school personnel system. The following two sub-sections

respectively describe the major reform initiatives of the two phases.

Major Reform Inittatives Since 1985
This sub-section gives a brief account of the reform policies and initiatives

implemented in Chinese basic education since the mid-1980s.

As market reform and the “open-door” policy were impilemented in the late 1970s,
post-Mao Chinese leaders increasingly realised the significance of education to
China’s economic development and social progress. In the early 1980s, Deng
Xiaoping pointed out that education was a foundation for economic growth and
scientific improvement (Chen, 1999, p. 8). But the educational system at that time
was “woefully inadequate to contribute to the new economic opportunities”
(Hawkins, 2000, p. 443). With this understanding, Deng Xiaoping asserted that
education must change to meet the needs of China’s modernisation, of the world and
of the future. Accordingly, in May of 1985, the CPC convened a conference and
released a general policy® initiating the education reform. From then on, the central
‘authority promulgated a series of educational policies to match Chinese school
education with the needs of the labor market and economic development (Hawkins,
2000). Table 2.1 summarise the major reform policies released by the central
government since 1985,

Table 2.1 Major Education Reform Policies since 1985

Time Documents Major Initiatives

1985  Decision of the Achieving nine-year compulsory education by 2000; devolving financial
Communist Party of and administrative authority to lower levels and reducing the rigid
Ching Central Committee  governmental controls over school; encouraging multiple financial
o the Reform of the channels and allowing non-state run (minban™) schools; reforming the

* By “marketisation” in the Chinese context, is meant a “process whereby education becomes a
commodity provided by competitive suppliers, educational services are priced and access to them
depends on consumer calculations and ability to pay” (Yin & White, 1994, p. 217).

¥ Le., the Decision of the Chinese Communist Party Central Committee on the Reform of the
Educational System.

35 e growth of minban education culminated in the Great Leap Forward in 1958, and kept its
momentum in the popular education movements for “class struggles™ during the chaotic period of the
Cultural Revolution,” (Wang, 2002, p.113)
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1986

1993

1995

1996

1998

1999

2001

2001

2004

2007

Educational System

Compulsory Education
Law of PRC*

Cutline of Educational
Reform and Development
in China

Education Law of PRC

Ninth Five-Year Plan for
China's Educational
Development and the

Development Quiline by
2010

Action Plan for
Revitalizing Education
fowards the 21" Century

Decision of CPCCC and
8C on Deepening
Education Reform and
Promoting Quality
Education inan All-
round Way

Decision of SC on Reform
and Development of
Basic Education

Tenth Five-Year Plan for
China's Educational
Development

2003-2007 Action Plan
Jor Revitalizing
Education

Plan Guideline of
Educational Development

in the Eleventh Five-year
Plan

structure of secondary education, increasing vocational and technical
education; gradually implementing principal responsibility system in
schools and increasing the number and quality of teachers.

{mplementing the nationwide nine-year compulsory education {primary
school education and junior middle school education) for which local
authorities assume responsibility; sdopting nearby enrollment and no
charge for tuition; orienting the compulsory education towards all-round
development of children and adolescents.

Reaffirming the reform direction and principal responsibility system set
by the 1985 decision; increasing the local suthority’s responsibility for
besic education in terms of maeanagement and finences; further
implementing the nine-year compulsory education and eradicating youth
and adult illiteracy with a focus on human resources development; raising
educational quality at all levels.

Affirming & governmental commitment to equality of educational
oppoertunity; legitimising the respective roles of the central government
and individual schools in educational funding system and encouraging
schools to seek alternative financial channels,

Further implementing education reforms and optimizing the educational
structure; improving education quality and efficiency; establishing a
socialistic education system Framework with Chinese characteristics and
ariented towards the 21st century.

Confirming a commitment to implementing compulsory education across
the counfry; reiterating the move towards decentralisation and
marketisation and the goal of achieving quality education; implementing
trans-century quality education project and curriculum reform

Implementing the strategy of ‘rejuvenating the nation through science and
education' (kefizo xingguo), promoting quality education at all levels;
changing pedagogy to encourspe students’ independent thinking and
creativity; promoting nine-year compulsory education in poor areas by
increasing pevernment funding; expanding upper-secondary and
university enrollment; devolving more power to provincial government in
developing higher education; carrying out various projects to cultivate
highly creative personnel; developing non-state run (minban) education
institutions.

Prioritising basic education; improving administrative and financial
system; deepening education reforms and promoting quality education;
improving teacher education systern and strengthening the reforms on
school personnel system and running system,

Increasing the amount and improving the effectiveness of govermmental
financial input to education; seriously carrying out six educational
projects, first of which is quality education project; further reforming
education and instruction system; enhancing the quality of teachers and
principals and deepening personnel system reform; transforming
governmental functions and administering education with laws.

Improving the education at all levels; implementing new century quality
education project and developing students in an all-round way.

Implementing quality education in an all-round way; promoting
cducational development at all levels; improving the quality of teachers
and developing school leaders and cadres; accelerating the construction of
modern educational system and promoting leaming society building;
expanding international cooperation; improving subsidy system and
ensuring the openness, fairness and equity of education.

% The Compulsory Education Law was revised in 2006. The new version further stipulated that
county-level governments are mainly responsible for the compulsory education and students receiving
compulsory education are enrolled on a catchment area and exempt from both tuition and incidental

faes.
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2010  Guidelines on National Reinforcing the development of high quality education, giving priority to

Mid- and Long- Term the balanced education development, reforming the examination and
Educatfon Reform and assessment system, further transforming the govemment’s functions,
Development Planning increasing govermmental input into education, promoting the diversity of
(2010-2024} school-running system and the development of minban education, and

promoting intemational communications and exchanges.

In line with the national market reform and the global neo-liberal ideology, these
reform policies have fundamentally reframed the Chinese school education system in
terms of orientation, financing, curriculum and management (Agelasto & Adamson,
1998). Two major focuses stand out during the reform. From the mid-1980s to the
early 1990s, the transformation mainly targeted aligning the educational system with
the newly formed market economy through decentralisation and marketisation
(Hawkins, 2000). With the reform deepening, quality education then became the
paramount driving force for change in China. This began in the early 1990s. These

two facets are explicated below.

Reshaping Educational System for Market Economy
From the mid-1980s to the early 1990s, reform aimed to correct the over-centralised

educational system and the dominant influence of political power and bureaucratism
on school education in order to meet the needs of the emerging market economy
(Chu, 2008; Pepper, 1993; Shi & Zhang, 2008). The specific measures were centred
on diminishing the Party’s influence on administrative matters, reducing the state’s
participation and rigid governmental control over schools, devolution of authority to
local levels and increasing the pacer of the market in providing education. These led

to a series of fiscal, structural and management reforms.

First, a more decentralised funding system for basic education was gradually
established. Since the ‘Decision’ in 1985 made the first step to devolve financial
responsibility to lower levels, educational authorities at the county, township and
village levels began to take charge of funding basic education. The Compulsory
Education Law explicitly stipulated that “local authorities assume responsibility for
compulsory education.” (6™ NPC, 1986) These reform documents suggested six
basic methods for funding precollegiate education: subsidies provided by central
authorities (the main source), urban and rural educational surcharges levied by local
governments, tuition for non-compulsory education and incidental fees collected

from students, income from school-run enterprises, contributions from industry and
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social organisations and donation from community organisations and individuals,

and establishment of educational funding (see Wang, 2009).

In 19935, the Education Law legistatively established this funding system whi}h/
blended central and local governmental financial support with various alternative
channels in the public and market spheres. For instance, school principals can raise
school revenue by running schoo! business; some high quality schools can charge the
‘choice students (zexiaosheng)'® for their admissions. “Although the bulk of the
funding comes from state resources, the central government’s role has been

considerably reduced.” (Hawkins, 2000, p. 447)

Second, the structure of basic education experienced a change close to the market-
orientation. There were two major measures. One measure was to diversify
educational services. The new policies “actively encourage and fully support social
institutions and citizens to establish schools according to law and to provide the right
guideline and strengthen administration” (CPCCC, 1993). Hence, a variety of non-
governmental or semi-private schools have been established to compete with
government schools at the precollegiate level (Tsang, 2001). The other measure was
to promote vocational education in order to cultivate talent for the market economy.
This type of education was thought to be better than general education to train young
people for employment in industry (Tsang, 2000). Therefore, the secondary
education was changed from a predominance of general education to an equal mix of

general education and vocational education (CPCCC, 1985),

These steps not only helped the government to narrow the gap between limited
educational resources and the public need to receive education, but also promoted the
introduction of competition into the educational system (see Hawkins, 2000; Mok,
1999; 2003). As a result, an “internal market” or “quasi-market” has slowly
developed in the Chinese educational system (Chan & Mok, 2001; Mok, 1997a,
1997b). In line with this, self-funded students emerged as customers in the education
marketplace and some related issues, such as school choice®® and arbitrary charges
levied by schools (Chan & Mok, 2001; Tsang, 2000; 2001; Xu, 2009).

* Normally, students receiving basic education, especially the nine-year compulsory education, are
required to attend schools in their district of residence. But parents still can pay a fee for their children
so that they can enter some public schools in other districts and/or with higher entry threshold or non-
;ovemment schools (see Tsang, 2000; 2001).

* See footnote 27.
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Third, more administrative power was devolved to lower levels. With moves toward
decentralisation and marketisation, the state has gradually retreated from direct
control of school management and deliberately increased the responsibility and
administrative power of lower level authorifles and school leaders. As a result, local
govermnments can define the school-entry age, school staff commitments and duties,
teachers’ salaries, the duration of basic education and structure of nine-year
compulsory education and determine school curricula and textbooks, as well as

supervise the operation of school education (Hawkins, 2000).

At the school level, the adoption of the principal responsibility system drew a distinct
line between the duties and responsibilities of the principal and those of the Party
secretary. Under this system, a school has one principal and one party secretary. The
principal is in charge of the school’s daily administration and can make decisions
independently on such matters as student admission and teacher assignment without
consulting the Party secretary (Delany & Paine, 1991). On the other hand, the Party
secretary is responsible for keeping school education and administration conforming
to the CPC’s policies and organising various activities for the Party members (SEC,
1991). In a word, this system enables school principals to run schools with more

autonomy.

By virtue of these reform initiatives, education was closely related to economic
development in China. The central government gradually changed its approach to
managing education, from direct control to indirect monitoring and supervision
through legislation, funding, planning, assessment and providing advice. Local
authorities and various social resources were motivated, mobilized and channeled to
provide educational services. The previous highly centralised educational system has

turned more decentralised and marketised (Ngok, 2007).

However, the reform did not make significant change with respect to the political and
ideological control over schools and the exam-orientated tradition of Chinese
education. School principals were included in the cadre system and thus worked like
governmental officials (Qian, 2008). 1deology-based moral education continues to be
given top priority in both personne! administration and school education, which is
predominated by a uniform curriculum formulated by the central government (see
Yuan, 2007). The key school system and the highly selective CEE still overarched

the entire school education.
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At the same time, new issues emerged. For example, district disparity became
increasingly serious because of the process of decentralisation (Liu, 2009; Wang,
2009). In rich areas, the local governments could provide sufficient financial support
for basic education, whereas many schools in poor rural areas could hardly get
enough funds to pay teachers, purchase instructional materials, and improve school
facilities (Tsang, 2002). The competition for quality educational resources led to two
chronic problems: one-sided pursuit of promotion rate to a higher level of schooling
and the overloading of students (Yang, 2003). In addition, the competition even
caused some corruption in education, for example, unqualified students couid be
admitted to a higher level schooling or a key school though ‘guanxi® or bribe— back

door, personal relationship or kinship (see Yuan, 2007).

Ail these were harmful for the development of basic education in China. Policy-
makers began to think about how to improve the educational system. As a
consequence, improving educational quality became the major goal of education

reform in the next stage.

Improving Schooling for Quality Education
Since the early-1990s, the notion of quality education, originally as an antithesis to

‘examination-oriented education (yingshifiaoyu)’, was proposed as the guiding
pri'nciple of basic education reform. This term was first officially used in the Advice
of CPCCC on Further Reinforcing and Improving Moral Education in Schools in
1994, In 1999, quality education came to the stage of ‘full-scale promotion’ (CPCCC,
1999). A series of reforms were initiated in the school classification system,
curriculum and examination system and personnel system. Secondary education
became a field which captured considerable attention from reformers all under the

banner of quality education.

Exemplary school system
One early measure was to adopt a new ‘exemplary school’ system to replace the

previous ‘key school’ system which concentrated the educational resources on a few
elite schools. The new system was designed to identify quality education practices
within all kinds of high schools, whethér previously key or ordinary schools. These
exemplary schoals can exert their influence and lead other schools towards success.
In 1994, the State Council (SC) explicitly posited that “by the end of 20" century ...

nationwide priority is given to build about 1000 experimental, exemplary high

38



schools.” * In the next year, the SEC reconfirmed the strategic importance of
developing exemplary schools on the basis of the previous key school system and
emphasised that “all-level governments and educational administrations as well as all
social circles should further prioritise and enhance the development of exemplary
high schools by increasing resources input, improving school conditions, and

motivating the exemplary schools.”*

Hence, a bunch of exemplary or model high schools, many of which were original
key schools, have been identified and developed by the local authorities all over the
country, especially in Beijing, Tianjin, Shanghai and eastern costal provinces, where
the local governments are able to provide adequate rescurces to support the
- construction of exemplary schools. As required, these schools have to exhibit some
breakthrough or extraordinary achievements in promoting quality education and meet
high-standard criteria in terms of school physical environment and equipment (SEC,
1995). For instance, the total area of the campus should be no less than 25 m? per
student for an urban school and 30 m? per student for a rural school; there should be
a well-equipped library and enough facilities and apparatus for teaching and learning.
Some qualified schools even have a gymnasium or an open air playground, a
swimming pool or a skating rink. In some sense, the exemplary high schools, taking
the place of the former key schools, become representative of the quality educational

resources in contemporary China.

Curriculum and examination reforms
Accompanying the change in school classification, a profound transformation took

place in school curriculum and examination system. In order to reduce students’
workload and change the examination orientation in basic education, a new
curriculum outline, Compendium for Curriculum Reform of Basic Education (trial
edition), was published in 2001 and amended in 2002 (see Feng, 2006; Lo, 2000).
This new framework aimed to shift the basic education curriculum:

s From a narrow perspective of knowledge delivery in classroom teaching to a
perspective concerned with learning how to learn and developing positive
attitudes;

e From isolation among subjects to a balanced, integrative, and selective
curriculum structure;

¥ See SC, 1994.
4 See SEC, 1995.

39



¢ From imparting out of date and extremely abstruse content to teaching
essential knowledge and skills relevant to students' lifelong learning;

¢ From students’ passive learning to developing their capacities to process
information, obtain new kmowledge, analyse and solve problems, as well as
communicate and cooperate with others;

» From exclusively viewing the function of curriculum evaluation to be
identification and selection to paying attention to the other functions, i.e., the
promotion of student growth, teacher development, and instructional
improvement,;

s From a centralised curriculum control to three levels of control system:
central government, local authorities, and schools. (Feng, 2006)

Consequently, a new type of comprehensive course (zonghe kecheng), which

combines the contents of several subjects, was introduced into the school education.
A three-level curriculum system has been set up, including national curriculum, local
curriculum and school curriculum. Individual schools are supposed to develop
school-based curriculum (xiaoben kecheng) according to their unique characteristics

or the unique demands of local communities (MoE, 2001a).

These innovations were first implemented at the level of compulsory education in 38
pilot districts located in 27 provinces in 2001 and then expanded to the whole nation
in the following three years (Song, 2002). In light of the positive effects®' and
informative experiences collected in the prior phase, a new round of curriculum
reform for general high schools started in four provincial districts in 2004. By 2009,
the wave has engulfed 24 (of 31) provincial districts of China. In this sense, high
school education seems to have become the centre of the latest curriculum reform in
China,

Furthermore, two major exams conducted in the secondary education, municipal-
level High School Entrance §xam (HSEE) and national-level CEE, were changed in
accordance with the orientation of the curriculum reform. As the scores of these two
entrance examinations are the most important determinant of the admission to high
schools and colleges, they always act as a key ‘lever’ to adjust school instruction
(Feng, 2006; Qian, 2008). Aiming to reduce the exam-orientation of school drilling
and teaching, the MoE (2002) first officially stipulated that: within the nine-year
compulsory education, students are enrolled ori a catchment area basis*; the HSEE

should consider students’ overall quality and individual differences and change the

*! After the implementation of curriculum reform for three years, there has been a positive tendency in
learning and teaching process in the pilot districts (MoE, 2004b).
** The nearby enrollment was reconfirmed by the Compulsory Educativn Law revised in 2006.

40



total-score-based admission system; besides the score on the exam, admission can be
determined according to the record of student growth, social practice and -social

public service activities, sports and arts activities, and integrated practice activities.*’

As far as the CEE is concerned, the expanding of university enroillment since 1999
alleviated the pressure of entering higher level educational institutions, at least to
some extent. From the beginning of this millennium, the time*, frequency® and
subject areas* of the exam have also been adjusted to reduce its competitiveness and
lighten the burden imposed on high school students. Meanwhile, the original
centralised exam system was gradually replaced by provincial determinations on
exam contexts’’ (Shi & Zhang, 2008). And the government has gradually delegated
the power of student enrollment to individual higher education institutions*®, In
October 2009, Peking University, one of the top universities in China, proposed to

" to the original CEE system.

add the ‘nominations from secondary school principals
In 2010, the university will pilot the initiative in thirteen provincial districts,
including Beijing and Tianjin, to recruit extraordinary students with all-rounded

qualities or certain forte(s).

Personnel reforms
Another approach to improving school education was to change school personnel

system. The reform mainly concerns two groups of people: principals and teachers.

*3 See MoE, 2002.
* ¥n 2003, the CEE began to be held on June 7-9 instead of July 7-9.
* In 2000, the CEE began to be held twice a year (spring and summer) instead of once per year
ggummer) in pilot areas. Today only Shanghai still adopts this policy.

Since 2002, the CEE has been restricted to four subject areas in a model of 3+X. Within the model,
three subject areas are required, i.e., Chinese, Math, and English, and candidates are allowed to choose
one or more additional subjects from the followings: Physics, Chemistry, Biology, Politics, History,

and Geography - this decision is made in light of the requirements of a specific college. Before the
reform, six subjects area will be tested according to the broad major division the examinees prefer. For
students wishing to major in the arts, the exam involves Chinese, English, mathematics, geology,
history, and politics. The other, for science majors, covers Chinese, English, mathematics, physics,
chemistry, and biology,
*7 The exam context can be determined by the provincial autharities individually or collectively.
“* In 2003, the government started a pilot program of ‘independent enroliment of unmiversities’,
involving 22 higher education institutions nationwide. These universities could control 5% of the
laned quota to recruit qualified candidates,
9Ao::t:ording to this plan, secondary school principals, who are qualified to recommend students to
Peking University, can nominate outstanding students according to the quota. The number of this type
of candidates is no more than 3% of the total number of the students that the university plans to recruit.
The nominated and qualified candidates can directly participate into the interview, exempting from
independent enrollment examination held by Peking University. If they pass the interviews, they can
be admitted with a much lower score than the normal admission score. (See OA, 2009)
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For school principals, more initiatives have been made to strengthen their
professionalisation and leadership. A professional ranking system, career ladder
system (zhiji zhi) with a new pay scale for principals was proposed in 1993 and first
tried out in two districts (Jing’an and Luwan) in Shanghai in 1994. The system came
into effect in one district in Beijing in 1996. After the innovation had been piloted in
many cities™, the State Council decided to actively promote the career ladder system
nationwide and delegate local authorities to design their own implementation
schemes (SC, 2001). Although difquent, the specific forms of the system in different
pilot districts are all designed to abolish principals’ official rank (i.e., the cadre
* system), separate the function of government from school affairs, and form an open,
fair, competitive and merit-and-competence-based selection and reward mechanism
to facilitate principals’ professional growth and ultimately promote quality education
(Huang, 2005). The Implementation Advice on Deepening Personnel System Reform
in Primary and Secondary Schools (MoP?', 2003) restated the decision on abolishing
the official rank system, promoting principal engagement system and ymplementing

tenure system in schools.

Meanwhile, a t_l‘lrcc-levcl52 principal profesSional training system was established and
managed by four levels of governments 3% (Chen, 2009). In fact, a professional
training scheme was proposed by the SEC in 1989, with attached certification for
school principals* (Feng, 2003). From then on, professional training has been
increasingly related to principal selection, assessment and promotion. In the new
century, emphasis has been further put on a national professional training program
for ‘backbone principals (gugan xiaozhang)’ (see Chen, 2009). In these programs, a
deal of Western leadership theories has been absorbed in the training contents (Chu,
2009). As a result, school leaders have been exposed to many Western leadership and
managerial approaches such as learning organisation, distributed leadership and total
quality management (TQM) (Feng, 2003, Chu, 2009). These novel methods are often
introduced as good practices to facilitate the implementation of the education reform

at school level. However, Western assumptions and values are embedded in these

% £ g., Shenyang, Dalian, Zhongshan, Guangzhoy, Guiyang, Zhucheng.

! The Ministry offarsonnel (MoP) was merged into the Ministry of Human Resources and Social
Seourity in 2008.

%2 The system embraces qualification training, improvement training and advanced programs.

% I.e., national level, provincial level, municipal lgvel and county level

* See SEC, 1989,

Ay
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imported ideas and practices. The introduction of Western experience into Chinese
schools might bring about some conflict between the imported theories and the
traditional perception of leadership in China. This is discussed further in Chapter
Three.

More autonomy was given to school principals in teacher recruitment and promotion.
According to the Implementation Advice on Deepening Personnel System Reform in
Primary and Secondary Schools (MoP **, 2003), teacher engagement system
(pinrenzhi) would be fully adopted in primary and secondary schools. Individual
schools could advertise vacant positions, interview potential candidates and submit a
list of qualified candidates to local education bureaus for approvai. Furthermore,
performance-based professional ranks and rewards were required to be implemented
in schools (MoP, 2003). In secondary schools, teachers are divided into four ranks
according to their achievements, that is, special, senior, first, and junior. Higher rank
relates to higher recognition of their work and higher pay. With this system, teachers
can be promoted or rewarded in light of their performance. This in turn enhanced

principals’ role as a reviewer of teacher performance.

Another responsibility vested in school principals was to faciiitate teacher
professional development. With the implementation of curriculum reform, more
attention was paid to teacher education and professional development. A number of

% and in-service professional

programs were designed to match the pre-service
development with the needs of the reform (MoE, 1999). To promote a three-level
curriculum system, several national professional training programs have been
redesigned and school-based professional training on curriculum development has
been emphasised (Feng, 2006). Accordingly, teacher development increasingly

becomes one of the critical concerns in school management.

Compared with the structural reform in the preceding period, the ongoing actions
towards quality education reflect the efforts made by the Chinese government to
resolve the chronic problems existing in Chinese school education. For example, the
new curriculum and examination reforms directly aimed at the traditional focus on

examination and overloaded student burden; the career ladder system were adopted

** The Ministry of Personnel (MoP) was merged into the Ministry of Human Resources and Social
Security in 2008.

% For example, a *3+1" program was introduced to preparing teachers, i.e., three years of academic
discipline-criented education followed by one year of professional training (Shen, 1994).
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to remove officialism as a result of long-lasting principal official ranks. Resulting
from these reform initiatives, basic education in China today has developed intc a
system with more emphases on school accountability for teaching and learning, on
student-centred teaching and learning, on specific school contexts, on individual
needs and all-round development of students, and on teachers’ and principals’
professional qualification and development. The following section summarise the

present context of Chinese basic education fashioned by the recent reform initiatives.

Summary
The review of the reform context suggests that Chinese school education has been

transformed into a more decentralised and marketised system pursuing of quality
education. This change echoes the international educational reform trends towards
marketisation, decentralisation and accountability. All these pursuits were
reemphasised and upgraded in the latest Guidelines on National Mid- and Long- Term
Education Reform and Development Planning (2010-2020). At the same time, traditional
Chinese understandings about education and the political and ideological controls
have enduring impacts on Chinese schooling. All these forces produce a complex and

challenging context for school principals.

First, quality-oriented reforms have propelled Chinese basic education towards
decentralisation and marketisation. Today, power and responsibility have been
redistributed from the central government to local governments and communities and
eventually to the school level (Tang & Wu, 2000). Schools in the basic education
sector mainly get support from the local authorities, communities and individual
students. The new curriculum system, the principal responsibility system and
personnel system promise school leaders more autonomy in terms of school-based

curriculum, daily administration, teacher development, recruitment and promotion.

Accompanying increased market invclvement, schools are confronted with
intensified competition. In order to stand out in the education market, schools have to
secure an ever-increasing proportion of funding from all sorts of sources to improve
school infrastructure and attract and retain talented students and teachers. For this
purpose, many schools, especially high schools, are pressured to compete for the
governmental designation of ‘exemplary school’ so that they can obtain more

resources and keep their competitivity.
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However, traditional views and political ideclogy continue to influence Chinese
education. First, success on selective examinations is still thought to be critical for a
successful career and life. Although the university enroliment has been expanded
since 1999, the quality universities, which are respected by both parents and potential
employers, are still a small group (e.g. Peking University, Tsinghua University, etc.).
Students still have to fight for the opportunity of receiving better education. The
present system in China is still labelled as a system characterised by a focus on

academic learning and test scores.

Second, although the process of decentralisation has reduced the Party-state’s
influence, the ideological and political controls over school education have not been
substantially loosened. Nearly all educational policies and regulations begin with an
overarching statement of the political clichés and ideological guidelines formulated
by the CPC. Principal selection and various professional training programs give top
priority to the content reflecting the political ideology (see Chu, 2009). The
government still holds a great influence over funding, employment and deployment
of teachers and principals, curriculum design and student enrollment. Such a systern
imposes a hierarchical administrative culture on the school organization, which

emphasises positional authority and responsibility (Huang, 2005).

This educational setting provides both opportunities and challenges for school
principals in China. One the one hand, the role of school principals becomes
increasingly important. They are expected to shoulder the financial and personnel
responsibilities, and facilitate schools to achieve better teaching and learning
outcomes. Good principal leadership is regarded as crucial for school success and
implementation of the ql‘l.'ality education reform. Thus, a number of rgcent reform
efforts have paid attention to principal leadership development (Chu, 2008).
Compared with the increased emphasis on the principals’ role in school
administration, there is not enough materia] or professional support for principals to
confront the complex and challenging environment. For example, principal

development opportunities remain rate limited (Feng, 2003).

Therefore, it is necessary to collect more informative knowledge of how principals
actually Jead in Chinese schools through serious research. This contextual analysis is
only a ‘starting point’ for such an investigation and leads to the following questions:

What is leadership and what is leadership practice? What empirical studies have been
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done that can help us understand the concept within Chinese school context? Chapter
Three will tackle these two issues as it attempts to lay a conceptual foundation for the
study.

Finally, the contextual description also provided some methodological suggestion of
how an empirical study can be conducted. For example, it may focus on principals
working in high schools in big cities. Targeting high schools may be useful given
that many recent reform initiatives relate to the secondary education (e.g., exemplary
school system, school curriculum reform, CEE reform). In addition, reform
initiatives almost always start in places such as Beijing, Guangzhou, and other
provincial capital cities where the educational environment may be representative of
the complex reforming context of schoo! education in Mainland China today.

Chapter Four will further explain it.
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Chapter 3 Literature Review

This chapter reviews and synthesises the literature relevant to exploring principal
leadership practices in Chinese schools. The general purpose includes two aspects.
First, the synthesis aims to provide a description of what is aiready known about the
key leadership practices of school principals in both Western and Chinese academic
communities. Such an informative summary will lay the theocretical foundation for
this study and justify the demand for empirical research into principal leadership
practices in Chinese schools. Second, it is to construct an investigative frame for the
study on the basis of previous relevant empirical research. As such, the review will
further clarify the research questions, offer conceptual lenses on the key variables,

and suggest the promising research methods.

The reviewed literature involves the academic work in both Western and Chinese
societies. On the one hand, the field of leadership and school leadership has been
heavily dominated by Anglo-American paradigms and theories (Hallinger, Walker &
Bajunid, 2005; Walker & Dimmock, 1998; 2002). It’s impossible for a probe in the
field to ignore what has been achieved in Western research. On the other hand, there
is always a danger of assuming that Western perceptions of leadership and
principalship are universal (Oplatka, 2004). Although some common or similar
issues might confront educational administrators around the world, it is also
tmportant to consider leadership practices within non-Western settings (Dimmock &
Walker, 1998). Therefore, this review is divided into two major sections. The first
section synthesises the dominant Western understandings of leadership and empirical
studies of principal leadership practices. The second section focuses on the findings
emerging from the relevant literature on leadership practices of Chinese school

principals.

In the first section, the synthesis of Western leadership literature suggests that
leadership itself has been increasingly perceived as a contextual social activity (Hoy
& Miskel, 2005). Accordingly, more and more efforts have been devoted to
investigating contextual leadership practices of school principals in order to
demystify how school leaders could make a difference in a given context (i.e.,
Bolman & Deal, 1993; Sergiovanni, 2000; 2009; Morrison, 2002). Relevant
empirical evidence has confirmed the effects of principal leadership practices on

several dependent variables and resulted in a set of core leadership practices which in
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turn are influenced by multiple contextual factors (see Leithwood et al., 2006).
Although the robust research in Western societies sheds light on the investigation in
the field, the pertinence of the Western findings to Chinese context still needs to be

examined carefully due to the distinct social and cultural contexts in China.

The review of Chiﬁese literature leads to the following claims. On one hand, Chinese
scholarship in the field reconfirms the significance of the core practices found in
Western societies (e.g., Li & Zhang, 2006; Sun & Wang, 2008, Cravens, 2008). On
the other hand, Chinese principalship is always affected the distinct perception of
leadership embedded in Chinese traditional culture (Wong, 2006; 2007). Simply
transplanting Western experiences without questioning would be risky and
inappropriate (Dimmock & Walker, 1998). However, the status quo of Chinese
research in the field makes the situation more complicated. First, there is a marked
lack of empirical studies in Chinese education discourse. The research is often
presented in the form of biographic stories, descriptive introductions, or personal
commentaries and reflections. Second, an awareness of the contextual differences is
lacking in the limited empirical studies in China, Many researchers remain inclined
to accept and introduce overseas theories as a sort of universal panacea (Yang, 2005).
At to the methodology issue, quantitative and qualitative perspectives has been
increasingly connected in the research. These arguments together indicate the
promise of more holistic empirical research into authentic expertise of Chinese

school leaders.

Principal Leadership Practices in Western Societies
This section aims to build the conceptual and empirical understandings of principal

leadership in Western countries. It includes three sub-sections. The first subsection
briefly outlines the knowledge of leadership in Western societies. With the
theoretical development, this concept has increasingly been perceived as a dynamic
social interaction embedded within a specific context (Hoy & Miskel, 2005;
Northouse, 2007). More researchers have focused on the investigation into how
leaders do in real-life context to find out ‘contextualistic, interactionistic, and
dynamic aspects’ of leadership (Dhunpath, 2000, p. 545). Consistent with the
contextual perspective, the third sub-section reviews recent empirical studies of

principal leadership practices in Western context. Three themes emerge from the
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analysis: effects of principal leadership, core leadership practices of school principals

and contextual factors affecting principals’ leadership practices.

Conceptual Understanding of Leadership
This sub-section sketches a brief overview of Western comprehensions of leadership

in order to form a conceptual understanding of the core concept underlying this study,
The review indicates that leadership can be generally perceived as a contextual
influencing process through which leaders direct followers towards certain aims.
This definition involves four conceptual components: leader, follower, aim and
context. Therefore, leadership practice can be seen as contextual interactions among
the four elements. This provides a conceptual foundation for the research into

principal leadership practice.

As a universal activity evident in humankind, leadership is one of the most observed
social phenomena (Burns, 1978; Antonakis, Cianciolo & Sternberg, 2004). Since the
important role of leader was identified at the turn of the 20" century, people have
never stopped pursuing a better understanding of this conception. But a universally
accepted definition of leadership does not exist (Antonakis, Cianciolo & Sternberg,
2004; Yukl, 2006). A retrospect of its theoretical evolution demonsirates the

conceptual diversity of leadership.

The earliest “Self-evident Theory” or “Great Man Approach” was based on the
assumption that leaders were born, and that instinct was more important than training
(Glasman & Glasman, 1997). A subsequent trait theory mainly concentrated on
leaders’ characteristics, personalities, traits, or intellectual abilities (e.g., Lord,
DeVader & Alliger, 1986; Mann, 1959; Stogdill, 1948; 1974). Robert Katz’s (1955)
work addressed leadership as a set of developable skills, which laid the foundation
for a comprehensive skill-based model of leadership (i.e., Mumford ef al., 2000). In

these theories, there was only one hero, the leader, in their conceptual frameworks.

By the 1950s, the major emphasis of leadership theory shifted to examining the
behaviors that make leaders effective and their consequent effects on the productivity
and work satisfaction of subordinates. These focuses brought out a prominent
taxonomy of task/initiating structure and relationship/consideration (e.g., Blake &
Mouton, 1991; the Ohio State studies, see Hemphill & Coons, 1957; the studies in
the University of Michigan, see Katz & Kahn, 1951; Misumi, 1985). The former
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focuses on goal achievement; the latter aims to help subordinate feel comfortable

with all types of relationships involved in their work (Northouse, 2007).

Based on the basic dichotomy of leadership behaviors, situational factors came into
notice. Both situational leadership and contingent theory aimed to match the
leadership styles with the demands of different situations (Fielder, 1966; Hersy &
Blanchard, 1988). In path-goal theory, a variety of leadership styles (directive,
supportive, participative, or achievement oriented) were included to explain how
leaders motivate subordinates to productively accomplish their work, as well as be
satisfied with their work (House & Mitchell, 1974). Leader-member exchange (LMX)
theory particularly emphasized the exchange between leaders and their subordinates
{e.g., Graen 85 Uhl-Bien, 1995).

Based on these early understandings, diverse leadership practices were proposed as
synonyms for whatever the speaker means by “good” leadership (Leithwood er al.,
2006a), such as transformational leadership®’ (Bum, 1978; Bass, 1985; Kouzes &
Posner, 1987; 2002), distributed leadership (Gronn, 2003; Spillane, Halverson &
Diamond, 2001; 2004), substitute leadership, self-leadership and super-leadership
(see Horner, 2003; Leithwood et al., 2006a). Transformational and charismatic
leadership were defined in terms of leader’s influence over their colleagues and the
nature of Ileadcr—follower relations (Leithwood er al., 2006a). They had strong
intuitive appeat, emphasised the importance of followers and their growth, and
attached great importance to morals and values (Northouse, 2007). Distributed
leadership practice was thought to be a product of the interactions among school
leaders, followers, and their situation (Gronn, 2003; Spillane & Orlina, 2005).
Substitute leadership considered leadership as a property of organisations which
either enhance or neutralise the influence of people attempting to function as leaders
(Kerr & Jermier, 1978). Self-leadership theory contended that ieadership is not
confined to formally appointed leaders but exists within each individual, and that

super-leaders will unleash the potential of followers to lead themselves (Manz, 1983).

With the accumulated knowledge, “researchers are now in a position to integrate

overlapping and complementary conceptualisations of leadership.” (Antonakis,

5’ Burns' (1978) regarded transformational leadership as the transcendence of self-interest by both
leader and led. Partly based on Bum's work, Bass (1985) conceptualised the conception of
transactional and transformational leadership. Kouzes and Posner (1987; 2002) also established a
model of transformational leadership.
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Cianciolo & Stemberg, 2004, p. 11) Miscellaneous conceptions have gradually
agreed on that leadership can be generally defined as a contextual influencing
process through which leaders direct followers towards certain aims. The broad
understanding has been expressed in a number of definitions provided in recent
comprehensive synthetic work in the field. Hoy and Miskel (2005) defined
leadership as an interactive social influence process through which someone exerts
influence over others to structure activities and relationships within a group or
organisation. Northouse (2007} asserted that leadership is “a process whereby an
individual influences a group of individuals to achieve a common goal.” (p. 3). A
similar but more detailed statement was that “Leadership can be defined as the nature
of the influencing process — and its resultant outcomes — that occurs between a leader
and followers and how this influencing process is explained by the leaders’
digpositional characteristics and behaviors, follower perceptions and attributions of
the leader, and the context in which the influencing process occurs” {Antonakis,

Cianciolo & Sternberg, 2004, p. 5).

This holistic: perception implies two propositions. First, leadership is an integration
of four conceptual components: leader, follower, aim (i.e., outcome or goal) and
context. All of them are dispensable for the influencing process. Different leadership
theories usually place particular emphases on one or more aspects. For instance, trait
theory and behavioral theory respectively relates to leader’s characteristics and
behaviors (Antonakis, Cianciolo & Sternberg, 2004; Densten, 2008; Northouse,
2007). Contingency theory stresses situational factors (Hoy & Miskel, 2005).
Particular attention is paid to the ‘follower’ in leader-member exchange (LMX)
theory, implicit leadership theories, information-processing theory (Densten, 2008).
At the same time, none of them can solely conceptualise leadership without other
aspects. As a matter of fact, diverse theoretical schools inclined to absorb
complementary ideas from each other. Even the most leader-centric trait theory is

increasingly connected with other perspective to leadership (Densten, 2008).

Second, leadership is crystallised and actualised through interactions ameng four
conceptual components. That means the four elements are related through interactive
influencing process between each other. In other words, when one exerts leadership,
he or she will influences goal setting, other persons and the context within which he

or she leads. In turn, the expected aim, the people and ihe entire coatexi will

5]



interactively impact his or her practices. Such an interactive and integrative
perspective is advocated in many new leadership theories (e.g., Densten, 2008;
Morrison, 2002; Spillane & Orlina, 2005). This dynamic process can hardly be fully
captured with an exclusive focus on decontextualised and static traits or
competencies of the leaders, the state of the follower, or the specific situations
confronting them. It requires an integrative way to interpret this contextual,
interactive phenomenon.

The conception of leadership practice meets the requirement. Although different

8 most theorists would agree that

theorists have distinct definitions of practices®
“practices are arrays of human activity” and that “activity is embodied and that
nexuses of practices are mediated by artifacts, hybrids, and natural objects.”
(Schatzki, 2001, p. 2) The concept denotes that various leading activities of leaders
are directly shaped and influenced by the interactive links among leader, follower
and context (Spillane & Orlina, 2005). This perspective is critical because “the
strength of leadership as an influencing relation rests upon its effectiveness as
activity.” (Tucker, 1981, p. 25) With this conception, leadership no more just
amounts to leaders’ cognitions, problem solving, emotions, or other “traits”, but
means “interactions among leaders and their situation” - “what is done in a particular
time and place to act in response to what Bourdieu terms ‘the urgency of practice’
(1981, p. 310).” Therefore, a sound understanding of leadership practice involves
multifold dimensions - “knowing what leaders do is one thing, but a rich
understanding of how, why, and when they do it is essential if resSarch is to make a
meaningful contribution to understanding and improving leadership practice.”
(Spillane & Orlina, 2005, p. 4-6)

With this understanding, principal leadership can be considered as a series of
leadership practices enacted by school leaders within specific school contexts. A
proper investigation into principal leadership practice means identifying what leaders

do, describing how they do it, and finally finding out why they do that in their

% For example, “philosophical practice thinkers such as Ludwig Wittgenstein (1958), Hubert Dreyfus
(1991), and Charles Taylor (1985: part one) contend that practices at once underlie subjects and
cbjects, highlight nonpropositional knowledge, and illuminate the conditions of intelligibility. For the
social theoretical brethren Pierre Bourdieu (1977; 1990), Anthony Giddens (1979, 1984), and the
ethnomethologists (see Lynch 1993), talk of practices bespeaks such desires as those to free activity
from the detezmining grasp of objectified social structures and systems, to question individual actions
and their status as the building-blocks of social phenomena, and to transcend rigid action-structure
oppositions.” (Schatzki, 2001, p. 13
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schools (Elmore, 2008; Glatter & Kydd, 2003). In other words, principal leadership
practice can be perceived at three levels. First, it can be identified as a set of
activities or what Spillane, Halverson and Diamond (2004) called “tasks and
functions”, which outline what leaders mainly focus on. Second, they can be
addressed as specific descriptions of how the generic activities are enacted by leaders,
that is, “the ways in which leadership tasks are enacted” (Spillane, Halverson &
Diamond, 2004, p. 14). Third, these activities can be explained within a given
context for they are the product of “what the actor knows, believes, and does in and
through particular social, cultural, and material contexts.” (ibid, p. 10) This view is
supported by the theoretical undersianding of principal leadership and the empirical

findings presented in the following two sub-sections.

Theoretical Overview of Principal Leadership
This subsection reviews relevant literature on principal leadership in Western

societies in order to frame a theoretical understanding of principal leadership practice
in Western scholarship. As the leader is always seen as the most essentizal element in
leadership theory, principal leadership has been universally acknowledged and
emphasised in school administration (Day, Leithwood & Sammons, 2008; Leithwood
et al., 2006b). A huge amount of Western research has been conducted and provided
different interpretations of ‘good practice’ of principalship. In accord with the recent
advancement of leadership theory, diverse perspectives to principal leadership have
increasingly developed towards integration. Accordingly, a more holistic framework
has been constructed and adopted in many recent empirical studies. These statements

are explained in this subsection.

As effective leadership is invariably emphasised as crucial to organisational success
(Hoy & Miskel, 2005; Northouse, 2007; Yukl, 2006), principal leadership has been
perceived as a vita force driving school operation and management (Day, Leithwood
& Sammons, 2008; Lcithwoé;d et al., 2006b). This view was empirically established
in the intensive research into school effectiveness in the last three decades of 20™
century (Yu, Leithwood & Jantzi, 2002). Those early explorations found that
principal leadership play an important role in school instruction, staff management,
culture building, and, eventually, improving student learning (Hallinger & Heck,
1956, Leithwood & Duke, 1999; Leithwood et al., 2004). Hence, great interest has
been given to studying the ‘good practice’ of principalship (Hallinger & Heck, 1996).
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To a great extent, demystifying the secret of successful principal leadership is though
as the "holy grail’ of academic inquiry in school administration (Gentilucci & Muto,
2007).

Such investigations are influenced by the eontemporary understandings of leadership.
In early stage, lots of research was based on traits theory and focused on identifying
some personalities or traits relating to school leaders’ success and/or school
effectiveness (Spillane, Halverson & Diamond, 2004), With the emphasis of
leadership theory shifted to the behavior of the leader, more empirical studies were
S conducted to document various behaviors emerging from the leadership practice of
‘sq_hool leaders. As a result, a number of lists of standards, traits, competencies,
bel;'aviors, or styles came out as seemingly universally effective approaches to good
principalship (Carroll, Levy & Richmond, 2008; Walker & Quong, 2005).

Among these, there are two prominent practical models: instructional leadership and
transformational leadership (Heck & Hallinger, 1999). Instructional leadership
emerged in the early 1980s from school effectiveness research. It emphasise the
leading role of school principals in school teaching and learning activities (Hallinger
& Murphy, 1985; Hallinger, 2000). This model guided much research into effective
principal leadership in the 1980s to early 1990s (Hallinger, 2003a). Transformational
leadership was introduced to education since the late 1980s (Leithwood & Jantzi,
2005a). It focuses on stimulating a collaborative culture and developing
organisational capacity to change and innovate (Leithwood & Jantzi, 1990; 1999,
2000a; 2000b). In the early to mid-1990s, the term was used to “signify an

appropriate type of leadership for school take up the chailenges of ‘restructuring’.
(Leithwood & Jantzi, 20054, p. 31)

Like other behavior lists or models, each of the modeis has a set of leadership
behaviors that are regarded to be ‘best’ for school principals without regarding their
contexts. All these prescribed behaviors put a focus on the ‘great leader’, especially
transformational leadership, which is often found not easy to exercise (Jackson, 2000;
Sugure, 2005). Despite some accumulated empirical evidence of their effectiveness
irr terms of improving student learning, these perceptions of principal leadership are
often criticised for their decontextualisation, fragmentation, and leader-centredness
(Glatter & Kydd, 2003; Goodson, 2005; Spillane, Halverson & Diamond, 2004).

54



Responding to the critiques, a contextual perspective was gradually introduced into
the field. More empirical studies were based on the contingency theory, which claims
that school leaders should have a broad repertoire of leadership behaviors or styles
and use them according to concrete situations (Spillane, Halverson & Diamond,
2004). The situational factors usually involved relations between leaders and
followers, the extent to which the task is structured, and the readiness of the
followers (Fielder, 1966; Hersey & Blanchard, 1977). Principal leadership could be
achieved by connecting these aspects with proper leadership behaviors or styles. Asa
case in point, principals’ task-oriented behaviors were more effective when teachers
have limited experience and competence (i.e., immature followers); a blend of task-
and relationship-oriented styles worked best with prepared members; and delegation

was most effective with very ‘mature’ followers (Hersey & Blanchard, 1988).

However, such simple combinations between broad situational aspects and
leadership behaviors could not fully exhibit the complex process of how leaders
perceive the context and take actions. Thus, there was a shift in research focus to
open the black box of how school leaders link their actions with situations. Some
researchers interpreted the process from a cognitive p(:rspectiw.',59 (Leithwood, 1993).
They found that “experts” principals, compared with ‘typical’ school leaders, were
more capable to identify the problem situation, link it to past experiences, and find a
solution (Leithwood & Steinbach, 1990; 1995). However, the focus on leaders’
cognition, intentions and related values and beliefs may ignore organisational,
cultural, and political factors that might influence what principals do in a given
context (Cuban, 1993).

Echoing this criticism, institutional theory situated school leaders’ thinking and
actions in institutional sectors that provide norms, rules and definitions of the
environment {(DiMaggio & Powell, 1991). “Leadership is about preserving
institutional legitimacy in order to maintain public support for the institution.”
(Spillane, Halverson & Diamond, 2004, p. 8) Upon the stance, Bolman and Deal
(1993) affirmed that effective school leaders exert influence on the structural, human,
political, and symbolic frames of the school organisation. Adopting Habermas’

classification of lifeworld and systemsworld, Sergiovanni (2000, 2009) posited a

% Cognitive perspective focuses on how school leaders perceive their situation and work, and
understand and order their response to experiences (Bolman & Deal, 1993).
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similar conception of leadership forces in school organisations. He asserted that the
school organisation consists of the two structures, both of which are influenced by
principals via technical, human, educational, cultural, and symbolic leadership
practices. He further suggested that school principals work as servant and moral
leaders who centre on the symbolic and cuitural lifeworld in schools. These
arguments provided an insight into the implication of organisational structure for
principal leadership. However, the over-emphasis on institutional factors implies a
risk of being overly deterministic by not attending to the active influences of

people’s actions (Spillane, Halverson & Diamond, 2004).

Despite the diverse focuses, all these discourses on principal leadership are rested
upon an assumption that the leader is the person who exerts leadership. This leader-
centric stance has been intensively criticised in more recent Western literature in the
area (Spillane & Diamond, 2007). One of the most influential conceptions is so-
called distributed leadership. It provides a new way of thinking leadership practice of
school principals that “decisions emerge from collaborative dialogues among
individuals engaged m mutually dependent activities.” (Cunningham & Cordeiro,
2009, p. 213) Driven by the work of Elmore (2000a; 2000b) and Spillane and
Diamond (2007), the concept has gained increasing prevalence in school
administration and has been thought as the approach to learning-centred leadership
for school principals (Cunningham & Cordeiro, 2009; Hallinger & Heck, 2009).
Embedded in American’s democratic values, however, this type of leadership
practice may not have relevance to schools in other societies with distinct societal

norms and cultural traditions (see Leithwood & Day, 2007).

Consequently, more investigations in the field have been conducted cross different
countries or societies from contextual and cultural perspectives. In fact, substantial
comparative research into cross-cultural leadership has already verified the impact of
societal culture on leadership practice (e.g., Dickson, Den Hartog & Mitchelson,
2003; Hofstede, 2001; House et al., 2004; Javidan et al., 2006). In the field of school
leadership, such research is also growing. The empirical evidence has proved that the
perception and practice of principal leadership are varied with different societal and
culturai contexts (e.g., ISSPP). Hence, the societal and cultural differences have been
internationally emphasised and considered in the research into principal leadership

practice.
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With this understanding, principal leadership is now regarded as the interplay among
principals, school goals, staff and contextual factors, that is, aim-driven social
interactions between a principal and the staff within a school context (Elmore, 2008,;
Glatter & Kydd, 2003; Spillane, Halverson & Diamond, 2004). Accordingly,
principals’ leadership practices are their intentional interactions with school members
to respond to personal, orpanisational, and societal contexts (Leithwood & Day,
2007). This perception is consistent with the contextual and dynamic conception of
leadership and leadership practice and has been confirmed in recent empirical

research.

For example, in the recent cross-cultural research (i.c., ISSPP), a comprehensive
research framework was constructed (see, Day & Leithwood, 2007). Within the
framework, different variables were divided into two broad groups: specific
leadership behaviors (i.e., independent variables) and various contextual variables,
which were operationally treated as external antecedents, moderating variables,
mediating variables, or dependent variables according to different theoretical
underpinnings and research purposes (Leithwood & Day, 2007). These elements
were connected via direct or indirect links which signified the complex and dynamic
interactions among principals, staff, and the context and outcomes of school
education. In other words, school leaders’ practices would indirectly impact the
eventual outcomes of school education through directly influencing some mediating
variables in school life. At the same time, their practices would be affected by the
relevant antecedents and enhanced or muted (mediated) by certain contextual factors.

This interactive framework reconfirms the contextual nature of leadership practice.

Since leadership practice can be perceived from three dimensions, principal
leadership practice can be broken down to three conceptual dimensions: what, how,
and why. Therefore, the research into principal leadership practice aims to answer
three questions: what principals do to lead their schools, how they enact their leading
practices in schools, and why they employ these leadership in their schools (Elmore,
2008; Spillane & Orlina, 2005). Considerable empirical studies have been conducted
around these themes in Western societies. These studies yield a great deal of
informative findings, on which a knowledge base for this study can be partly built.
The following sub-section analyses recent empirical findings of Western research

into principal leadership practice.
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Empirical Findings of Principal Leadership Practices
This sub-section exhibits recent empirical findings of the research into principal

leadership practices in Western societies. Special weight is given to the work of high
quality against conventional standards reported within the past decade (see Punch,
2005; 2006). The research findings are organised around the importance of principal
leadership practice and the three generic foci of principal leadership practice (i.e.,
what, how & why). Resultingly, four arguments are posited. First, principal
leadership practices affect student learning and school improvement. Second, various
practices of principal leadership can be integrated into a repertoire of core leadership
practices of school principals. Third, principal leadership practices involve
diversified operational approaches. Fourth, multiple contextual factors affect the

leadership practice of school principals. All the arguments are expanded on below.

Effects of Principal Leadership
With the gradually in-depth empirical research in the field, a number of studies in

Western context have attempted to decipher the effects of principal leadership.
Findings from this branch of Western empirical research indicate that principal
leadership has indirect influences on the ultimate outcomes of school education

through directly affecting a number of mediating variables.

Principal leadership is always thought to have an impact on student learning
(Leithwood, Harris & Hopkins, 2008). Most empirical studies conducted in Western
schools within the past ten years assess principal leadership against student academic
achievement, especially those instruction-centered practices (e.g. Hallinger, 2003a).
Some of them iake student learning outcomes as the only dependent variable (e.g.,
Leithwood et al., 2006b; Waters, Marzano & McNulty, 2003). Some studies also
include certain predictors of student learning outcomes, such as student engagement
(i.e., Leithwood & Riehl, 2003).

Most empirical research has confirmed the effects of principal leadership on the
dependent variables. The relevant qualitative case studies conducted in some
exceptional schools reported very large leadership effects on student learning and
certain schocl conditions (Leithwood, Harris & Hopkins, 2008). A new head has
been often found able to turn around struggling schools or schools in special
measures (Murphy, 2008). Much more compelling evidence came from large-scale

quantitative studies of the overall leader effect. According to Hallinger and Heck’s
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(1996, 1998) review, the overall effect of school leadership, mainly executed by
principals, on student outcomes was smal! but educationally significant®, which was
second only to classroom teaching (Leithwood, Harris & Hopkins, 2008). Waters,
Marzano, and McNuity (2003) also found that principals’ advancement in their
leadership practices®' would induce a 10 percentile point increase in pupil exam

SCOres.

At the same time, the empirical evidence suggests that such effect is indirect and
mediated by the classroom and school conditions (Hallinger & Heck, 1996). These
mediators connect the leadérship practice of school leaders with the outcomes of
school education. On one hand, they were found directly influenced by principals’
leadership practices; on the other hand, they could yield demonstrable improvements
in student learning (Leithwood er al,, 2006a; 2006b). Therefore, instructional
leadership advocators usually emphasised principals’ direct involvement in school
educational activities (Robinson, 2007). However, Davis et al. (2005) argued that
principal leadership influences student learning through supporting effective teachers
and implementing effective organisational processes. Based on these perceptions,
some specific variables at classroom and/or school levels have been identified in the
empirical research. For example, time on task, teacher capacity, quality of
instruction/instructional climate, a curriculum rich in ideas and engaging for students,

and monitoring student process (see Leithwood & Day, 2007, p. 8).

Synthesising the existing empirical evidence, Leithwood, Harris, and Hopkins
affirmed that “school leaders improve teaching and learning indirectly and most
powerfully through their influence on staff motivation, commitment and working
conditions.” (2008, p. 32) The influence was strongest on working conditions
dimension, followed by staff motivation and then by their capacity to take actions. At
the same time, the capacity for better performance made the most direct contribution
to improved teaching practices. Similar results have also been found in the studies
conducted separately in UK and US (see, Day ef al., 2006; Leithwood & Mascall,
2008).

% When considering all impacts together, leadership explains only 5%~7% of the variation in student
learning across schools. After controlling the effects of student intake or background factors, this
range signifies about 25% of the total across-school variation (12%~20%) explained by all school-
tevel variables (Leithwood, Harris, & Hopkins, 2008)

' 1.e., the 21 responsibilities identified by Water, Marzano, and McNulty (2003).
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Core Leadership Practices of School Principals
With the consensus on the importance of principal leadership, many empirical

studies conducted in Western schools have identified a variety of specific leadership
practiccs‘of school principals (Hallinger & Heck, 1996). Based on the diverse
theoretical underpinnings forementioned, various patterns of principal leadership
practice have arisen from the empirical research (Goleman, Boyatzis & McKee, 2002,
Leithwood, 2004). Leithwood and Duke (1999) ciassified these models into six

categories:

e Instructional leadership focuses on the role of school principals in
coordinating, controlling, supervising, and developing school curriculum and
instruction (Bamburg & Andrews, 1990; Hallinger & Murphy, 1985;
Hallinger, 2000);

e Transformational leadership stresses stimulating a collaborative culture,
inspiring members’ commitment, and developing an organisation’s capacity
to innovate (Leithwuod & Jantzi, 1990; 2000b);

* Moral leadership, which is concerned with the ethics and values aspects of
leadership, as well as values conflicts;

» Participative leadership, which highlights group decision-making process,
including *“teacher leadership” and “distributed Ieadership™;

* Managerial and strategic leadership, which encompasses a range of tasks or
functions found in the classical management literature; and

» Contingent leadership that emphasises the uniqueness of the organisations
and the contexts in which those organisations function.

Among the diversified models, there are three practical models that seem universally

advocated by Western researchers in this field. They are instructional leadership,

transformational leadership and distributed leadership.

Extensive research have investigated in the important role of the school principal as
an instructional leader who primarily responsible for the quality and improvement of
school teaching and learning (Hallinger, 2005a; Heck & Hallinger, 1999; Quinn,
2002). However, it was not until the early 1980s that several concetualisations of
instructional leadership emerged concurrently (e.g., Hallinger & Murphy, 1985;
Leithwood, Beyley & Cousins, 1990). Andrew & Socer (1987) contended that an
effective instructional leader would perform at high levels in four areas — resource
provider, instructional resource, communicator, and visible presence in the school.
Leithwood (1994) regarded this conception as a series of behaviors which is
designed to affect classroom instruction. Through synthesising existing research

findings, Hallinger (2003c; 2005a) proposed a three-dimension instructional
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leadership model, which involved defining the schools’ mission, managing the

instructional program, and promoting a positive school learning climate.

Influenced by the prevalence of transformational leadership in general leadership
theory (see, Bass, 1985; 1997), this type of principal leadership practices, which
stress support, care, trust, participation, and whole staff consensus, has also been said
to contribute to the improvement of student learning outcomes through promoting
organisational learning or a “collective teacher efficacy” (Mulford, Silins &
Leithwood, 2004). As Mulford (2005) summarised, effective principals were found
as transformational leaders who provide individual, cultural and structural support to
staff, capture a vision for the school, communicate high performance expectations,
and offer intellectual stimulation. Built upon Bass® (1985) two-factor theory,
Leithwood and Jantzi (1999) constructed a model of transformational school
leadership that involves six leadership and four management dimensions®?. Many
studies has specifically examined the effect of principals’ transformational behaviors
on student learning outcomes (i.e. Craig er al., 2005; Day et al., 2008; Day,
Leithwood & Sammons, 2008; Gu, Sammons & Mehta, 2008; Penlington, Kington &
Day, 2008; Griffith, 2004; Ho6g, Johansson & Olofsson, 2007; Jacobson ef al., 2005;
LaRocque, 2007, Mulford, Silins & Leithwood, 2004; Silins & Mulford, 2007;
Marks & Printy, 2003, Ross & Gray, 2006; West, Ainscow & Stanford, 2005).

More recently, the emerging distributed leadership perspective indicated that school
leadership would exert a greater influence on schools and students when it is widely
distributed (Leithwood, Harris & Hopkins, 2008). This approach to leadership breaks
the stereotype of a single top leader in an organisation, and overlaps substantially
with shared, collaborative, democratic and participative leadership concepts
(Leithwood et al., 2004). Some parallel concepts were advocated by other scholars,
such as collective leadership in US (Gruenert, 2005), and democratic leadership in
Denmark (Moos et al., 2005). Although the understanding of distributed leadership
varies from the normative to the theoretical, this concept generally assumes a set of

practices that “are enacted by people at all levels rather than a set of personal

%2 The leadership dimensions signify the transformational leadership practices, including “building
school vision and goals, providing intellectual stimulation; offering individualised support;
symbolising professional practices and values; demonstrating high performance expeciations; and
developing structures to foster participation in school decisions.” (Leithwood & Jantzi, 1999, p. 474).
And the transactional leadership is represented by the four management dimensions: staffing,
instructional support, monitoring school activities, and community focus.
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characteristics and attributes located in people at the top” (Fletcher & Kaufer, 2003).
Both Gronn (2003) and Spillane (2006) have conceptualised two distinct forms of
distributed leadership®.

Bell, Bolam and Cubillo {(2003) pointed out that “distributed forms of leadership
among the wider school staff is likely to have a more significant impact on the
positive achievement of student/pupil outcomes than that which is largely or
exclusively top down”. Studies in England (Day, Leithwood & Sammons, 2008; Gu,
Sammons & Mehta, 2008; Penlington, Kington & Day, 2008), Norway (Meller ef al.,
2005), Australia (Gurr, Drysdale & Mulford, 2005; Muliford, Kendall & Kendall,
2004), and Sweden (Hobg, Johansson & Olofsson, 2007) suggested that student
performance would be improved when headteachers work through teams and involve
a wide array of stakeholders in decision making. Based on Gronn's (2003)
conception, Leithwood and his colleagues (2007) developed a distributed leadership
model and also found positive effects of the distributed leadership practice. However,
they further concluded that the pattern of distributed leadership, and the structures,
cultural norms, and opportunities for staffs to develop their leadership capacities
depended heavily on the intentional work of principals, who enact critical direction-

setting leadership functions (Leithwood et al., 2007).

In recent empirical investigations, these models have been connected with each other.
For example, Hallinger (2005) absorbed the notions of ‘shared sense’ and ‘school
culture and values’ into his instructional leadership model. Leithwood er al. (2006a)
added a fourth instructional aspect of ‘monitoring teaching and learning’ to the
original transformational model (Leithwood & Riehl, 2003). On the basis of
complexity theory, Morrison (2002) contends that principals can change schools into
complex adaptive systems through combining the practices of transformational
leadership, transcendental and servant leadership, quantum leadership, and

distributed leadership.

Many comprehensive models emerge from recent synthetic work. As iltustrated in

Appendix 3.1 ®, Cotton (2003) reexamined the empirical studies conducted

5 One is “additive”™ pattern of leadership in which “many different people may engage in leadership
functions but without much, or any, effort to take account of the leadership activities of others in their
organisation.” (Leithwood ef al., 2007) The other one is a more holistic pattern, which Spillanes (2006)
called “person-plus”, referring to consciously managed and synergistic relationship among different
sources of leadership in the organisation.
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during1979-2000 and identified 26 basic administrative practices. Waters, Marzano,
and McNulty (2003) developed a similar set of ‘21 responsibilities’ for school
principals. Robinson (2007) posited five general dimensions®’ to integrate various
‘good practices’ identified separately in empirical studies. Leithwood, Harris, and
Hopkins (2008) further provided a four-dimension repertoire of core leadership

practices of schoo) leaders.

Based on the increasingly convergent taxonomies, the cross-cultural research (i.e.
ISSPP) classified the ‘core leadership practices’ into five categories (Leithwood &
Day, 2007). They are setting directions, understanding and developing people,
redesigning the organisation, managing the instructional program, and coalition
building. As exhibited in Appendix 3.2.1, each of the broad categories has several
specific activities. These five categories of core leadership practices of school
principal have been confirmed by a deal of the empirical research into school

leadership.

® Setting directions. According to the goal-based theories of human motivation,
people can be motivated by goals which they find personally compelling and
challenging, but achievable (see Bandura, 1986; Weick, 1995; Leithwood &
Riehl, 2003). Effective principals needed to capture a vision for the school
(Mulford, 2005). Waters, Marzano, and McNuity (2003) found that such a
practice was the most relevant leadership behavior in terms of improving student
outcomes. Alig-Mielcarek and Hoy (2005), Hallinger (2003c), and McGuigan
and Hoy (2006) particularly highlighted the importance of aiming for better
student learning.

® Understanding and developing people. Generally, through devoting personal
attention to employees and make full use of their capacities, leaders would help
employees reduce frustration, increase enthusiasm, optimism and sense of
mission, and eventually increase performance (McColl-Kennedy & Anderson,
2002). Therefore, good school principals should provide individual, cultural and
structural support to staff and offer them intellectual stimulation (Mulford, 2005).

® Redesigning the organisation. Developing schools into leamning organisations
and professional learning communities has been found to contribute to staff
work and student learning (Leithwood, Leonard & Sharratt, 1998; Louis, Marks
& Kruse, 1998; Marks, Louis & Printy, 2000). Successful educational leaders
would promote structural changes to establish positive conditions for teaching
and learning (Louis & Kruse, 1995). Moreover, staff needs to be involved in the
process of shaping the organisational context (Sleeger, Geijsel & van den Borg,
2002). As Leithwood and his colleagues claimed, “school leadership has a

It includes the models provided by Cotton (2003), Hallinger (2003a), Waters, Marzano, and
McNulty (2003), Robinson (2007), and Leithwood, Harris, and Hopkins (2008).

% They are goal setting, strategic resourcing, and ensuring an orderly and supportive environment,
planning, coordinating and evaluating teaching and curriculum, promoting and participating in
teaching leaming and development (Robinsen, 2007).
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greater influence on schools and pupils when it is widely distributed.” (2006b, p.
12)

® Managing the instructional program. Many studies has proved the effects of this
practice on student performance (Alig-Mielcarek & Hoy, 2005; Craig ef al,,
2005; Gaziel, 2007; Kaplan et al., 2005; Marks & Printy, 2003; McGuigan &
Hoy, 2006; West, Ainscow & Stanford, 2005). Leithwood and Jantzi (1999)
confirmed the effects of the instruction-focused leadership practices. Hallinger
(2003c) further specified his instructional leadership model, which involves
close attention to teachers’ classroom practices and the supervision of these
practices.

® Coalition building. Evidence about political and corporate leaders suggested that
“coalition building is one of the essential competencies of all leaders — in some
ways, the defining one.” (Bennis, 2004, p. 335) Establishing alliances with
organisations and agencies within the broader community would provide
resources, expertise, new insights, and support for schools (Gurr, Drysdale &
Mulford, 2005). Parent-school partnerships can help families and schools
construct environments that facilitate student learning (Leithwood & Riehl,
2003).

Furthermore, a recent Jarge-scale study of the assessment of teadership in education
has constructed six component tasks and six key processes to measure the
effectiveness of learning-centered leadership practices of school principalis (i.e., the
Vanderbilt Assessment of Leadership in Education {the VAL-ED), see Porter ef al.,
2006, p. 3-4). Two dimensions are posited as follows:

+ Core components of school performance: High Standards for Student
' Performance—individual, team, and school goals for rigorous student academic and
social learning; Rigorous Curriculum (content)—ambitious academic content
provided to all students in core academic subjects; Quality Instruction (pedagogy)—
effective instructional practices that maximize student academic and social learning;
Culture of Learning & Professional Behavior—integrated communities of
professional practice in the service of student academic and social learning; healthy
school environment with a focus on student learning is the central focus;
Connections to External Communities—linkages to people and institutions in the
community that.’advance academic and social leaming; Systemic Performance
Accountability—Leadership holds itself and others responsible for realising high
standards of performance for student academic and social leaming; individual and
collective responsibility among the professional staff and students.

o Key processes of leadership: Planning—articulate shared direction and coherent
policies, practices, and procedures for realizing high standards of student
performance; Jmplementing—engage people, ideas, and resources to put into
practice the activities necessary to realize high standards for student performance;
Supporting—create enabling conditions; secure and use the financial, political,
technological, human, and social capital necessary to promote academic and social
learning; Advocating—act on behalf of the diverse needs of students within and
beyond the school; Communicating—develop, utilize, and maintain systems of
exchange among members of the school and with its external communities;
Monitoring—systematically collect and analyze data to make judgments that guide
decisions and actions for continuous improvement.
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These elements points to the key areas and major abtious of what and how school
principals should do to improve teacher performance and student learning in schools.
To a large extent, these essential tasks and behaviors reflect the requirements of the
core leadership practices constructed in ISSPP, such as high standards for student

learning and attention to the curriculum and instruction.

Some research in other Chinese societies find similar leadership practices in schools.
A quantitative research into vice-principalship in Hong Kong secondary schools
examines the core competency areas that pertain to the work of vice-principals and
the way in which vice-principals perceive these areas to relate to school success (i.e.,
Kwan & Walker, 2008). With a questionnaire, the researchers identified seven
competency dimensions, each of which contains several activities as Appendix 3.3
shows. Most of these dimensions and activities are similar to or even the same as the
core practices identified in ISSPP. For example, the dimension of ‘teaching, learning,
and curriculum’ and relevant activities are very similar to the practices in terms of

‘managing the instructional program’ in ISSPP.

Iﬁlthis sense, this kit of principal leadership practices amounts to “a recommendation
16 reconsider their [researchers’] inclusion among the core practices useful to leaders
across many different contexts.” (Leithwood & Day, 2007, p. 191) It not only
integrates different elements of the core practices of principal leadership, but also
reflects the major practical models identified in the relevant Western research
(Leithwood & Day, 2007; Leithwood, Mascall & Strauss, 2009). In this sense, that
comprehensive repertoire reflects the current understanding of how principals exert
leadership in Western schools. Such a synthetic and flexible nature of the repertoire
makes it adaptabie to different school environments and research requirements and
thus can be used to inform the research into principal leadership practice in different
societies. It does not mean that all school leaders do all these things all the time.
Instead, “the way a leader enacts each set of practices will certainly vary by

circumstance (and likely by personal style, as well) (Leithwood & Day, 2807, p. 8).

Multiple Contextual Influences on Principal Leadership Practices
Respecting the contextual influence, Western empirical research has confirmed the

impacts of multifold contextual factors on principal leadership practices. Some of
them might be assigned antecedent variable status; some can enhance or mute

leadership effects in a given leadership context (Leithwood & Day, 2007). These
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factors usually exist within personal, organisational and societal contexts (Day et al.,
2008).

Personal context
Originating from the earliest traits theory, principals’ personal situations would affect

their leadership practices (Hallinger & Heck, 1996; Leithwood & Duke, 1999). Age,

gender, years of experience, education, personality, values and capacities are all
potential personal contextual factors (Leithwood, 2005). In Leithwood and Day’s
{2007) recent investigation, they identified two broad categories of personal factors
that affect principals’ leadership practices. The first category is principals’ traits and

dispositions, which contains:

o (Cognitive abilities: flexible, and creative or lateral thinking

» Personality. openness, frankness, self confident, internal locus of control®,
innate goodness, other-centred, and humble toward job

* Motivation: inspiring and visionary, high energy level, determined, persistent,
industrious, passionate, enthusiastic, strong emotional commitment, highly
motivated, and achievement-oriented (self and others)

s Social appraisal skills: listens well, and sense of humor

The second category is principals’ values and beliefs, which encompasses:

s Basic human values: respect for others, happiness (teachers’ happiness and
feeling of being valued)

e  General Moral Values: honest, empathy, care, catholic values, equity and

~ social justice

» Professional values and beliefs: role responsibility, consequences for students
(for students best interests, believe in all students’ potential), consequences
for others (support all stakeholders)

o Social and political values and beliefs: dispersed knowledge and shared
responsibility, participation of all stakeholders, shared vision between
community and schools, commitment

Simtlar conclusions have been drawn in many other empirical studies. Some
personalities identified involve self-confidence, responsibility and perseverance
(Cotton, 2003), passionate, enthusiastic and highly motivated {Gurr ef al., 2003; Gurr,
Drysdale & Mulford, 2005; Mulford & John, 2004), and emotional understanding
(Day, 2004; 2005; Hargreaves & Fink, 2006). S(‘;If-cfﬁcacy67 of the leader has also
been emphasised in some studies (e.g., Hé6g, Johansson & Olofsson, 2007). In

addition, effective school leaders are found more cognisant of their values and beliefs

% Locus of control refers to an individual's perception about the underlying main causes of events in
his/her life. The concept was developed originally Julian Rotter in the 19505 (Renn & Vandenberg,
1991},

%7 Self-efficacy is the belief that one is capable of performing in a certain manner to attain certain
goals (Ormrod, 2010).
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and shape their practices with personal and professional codes of ethics (Maller &
Eggen, 2005; Mulford, 2005). Some of them are found inclined to position-related
tnfluence for the benefit of the school community (Murphy, 2007) and some found to
behave as role models (Gurr ef al., 2003; Mulford & John, 2004).

Organisational context
At organisational level, empirical evidence suggests that the influences might come

from student background (Hallinger, Bickman & Davis,1996; Seashore Louis &
Miles, 1990); school Ioca"n (Seashore Louis & Miles, 1990); school size (Howley
& Bicke, 2002); levels of trust (Tyler & Degoey, 1996); and school type (public or
private schools) (Bryk et al., 1984). Leithwood & Jantzi (2005b) have pointed out
some positive influences within school context, i.e., prior student achievement,
family educational culture, organizational culture, shared school goals, and coherent
plans and policies. High academic press or emphasis often relates to students’ better
academic achievernent (i.e. Alig-Mielcarek & Hoy, 2005; McGuigan & Hoy, 2006).

With the data collected from 8 countries, Leithwood and Day (2007) reconfirmed the
influence of student background, school location, school size, mutual trust and
respect between principals and teachers and/or teachers and students, governmental
designation of schools, school levels (elementary, middle, secondary). Among these
factors, school size and teacher trust are two particular important factors that can be
altered by principals to enhance the effect of their work. However, teachers who have
experienced are often resistant to the influence from school principals (Hargreaves &
Fink, 2004). But students’ positive perceptions of teachers’ work would directly
promote their participation in school, academic self-concept and engagement with

school, and eventually improve their learning outcomes (Mulford, 2005).

Societal context
At societal level, the policy, professional, and cuitural, contexts have been

increasingly considered as important external factors that affect principal leadership
practices (Leithwood, 2005). For instance, within a “results-driven” policy context
which holds schools more publicly accountable for their performance, school leaders
would be more intent on harnessing government initiatives to their school’s priorities
and broader educational values (Day & Leithwood, 2007). In a society with a
democratic tradition, distributed leadership is more like a traditional value rather than

something that needs to be developed (Leithwood, 2005). In a word, leadership
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practice is more likely to be successful in the ways favored by the culture (Hofstede,
1998; 2001; House et aif., 2004). Compared with the large-size cross-cultural
research in non-school context {(e.g., House et al., 2004), however, in-depth
investigation into the influence of societal context is lacking in current Western

empirical research into principal leadership practice.

Summary
This subsidiary section provides a review of the research into principal leadership

practice in Westerns societies. First, a brief synthesis of Western leadership theory
informs the conceptual understanding of leadership and leadership practices.
According to recent development, leadership has been conceptualised as an
influencing process based on interactions among the leader, follower, goal, and
context. This perspective suggests that these components are interactively integrated
tn leadership practice. Their interactions posit three conceptual inquiries about
leadership practice: what leaders do, how they enact these practices, and why they

adopt these practices,

Second, a theoretical overview outlines the contemporary perceptions of principal
leadership in Western context. With the pursuit of effective schools, the importance
of principal leadership has been widely recognised. Consistent with the conceptual
advancement of leadership theory, principal leadership is increasingly comprehended
from a practice perspective. Accordingly, principal leadership practice can be
perceived as the interactions among principals, staff members, school goal and
school context. Different practical models have been constructed. These diversified
patterns converge upon the contextual and integrative nature of principal leadership
practice, which contains three research themes: what principals do, how they do it,

and why they do that.

Third, relevant empirical evidence in Western literature leads to three arguments.
First, principal leadership practices have an impact on student learning and school
education. Second, various principal leadership practices can be grouped into a series
of core leadership practices integrating muitiple ways of enactment. Third, all these
practices are influenced by multiple contextual factors at personal, organisational,
and societal levels. These arguments reconfirm that principals can actively respond
to the contexts in which they work and make a difference through their leadership
practices (Leithwood & Day, 2007).
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To sum up, all the claims deriving from the relevant Western literature recognise the
interactive and contextual nature of principal leadership practice. Figure 3.1
demonstrates the consistency among the conceptual understanding, theoretical
perception, and empirical findings of the research into principal leadership practices
in Western societies. Through the core leadership practices, school principals can
directly or indirectly influence a variety of variables within the school context. In
turn, the contextual factors lay the foundation for principals’ leadership practices and

affect the operation of the core leadership practices.

Core Leadership practices
Setting direction
School Developing people
Redesigning the organisation
Managing the instruction
Coalition Building

Contextual Variables
Personal context
School context
Classroom context

Principals

Leader — Goal
-._ Leader — Follower .~
Leader — Context
Figure 3.1 A diagram of Western scholarship of principal leadership practices
However, Western research does not provide adequate insight into what happens in

Chinese schools. Taking the ISSPP as a example, although the dimensions of the
core practices was said to be universal while the ways of enactment variable (see,
Leithwood & Day, 2007, p. 8), the basic structure of the core practices and the
rationale underlying the specific descriptions of the enactment are based on the
prevalent Western leadership models. Even though the voices of a few Chinese
samples have been involved, the enactment of the core practices is dominated by the
approaches advocated by Western researchers, such as encourages collaborative
decision making, teamwork and distributed leadership. Cross-cultural comparative
research has suggested that societal cultures have great influence on leadership
practice (e.g., Dickson, Den Hartog & Mitcheison, 2003; Hofstede, 2001; House es
al., 2004; Javidan et al., 2006). From this perspective, only rcliance on Western
scholarship is inappropriate for a study aiming to address the issue in Chinese
Mainland schools (Dimmock & Walker, 1998). Therefore, the following sub-section
reviews relevant Chinese literature to grasp contemporary understanding of

principalship in Mainland China.
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Principal Leadership Practices in Chinese Mainland
This section summarises the research into principal leadership practice in China,

particularly Mainland China. The review aims to present the contemporary academic
understanding of schoo! principal leadership in the Chinese society. It consists of
three parts. First, it sketches Chinese traditional insight into leadership in order to lay
a historical and cultural foundation for thinking leadership in Chinese society.
Second, it outlines the status quo of principal leadership research in Mainland China.
Third, it presents the knowledge of principal leadership practices in Chinese schools:
The review leads to some common emphases and indigenous wisdom in terms of
school principalship in China. At the same time, it suggests that neither a knowledge
base nor an investigative framework for principal leadership research has been

adequately developed in China. This demonstrates the significance of this study.

Traditional Understanding of Leadership
This section lays out some historical and cultural thinking of leadership in China.

Due to the important role oi}societa! culture in shaping leadership, Chinese view on
leadership is influenced by the traditional understanding of leadership, which is quite
different from Western societies (Hofstede, 2001). Thus, an account for Chinese
traditional perception of leadership can help to uncover the deep leadership structure

in Chinese Mainland.

In Chinese history, there is not much particular discourse on leadership itself. Lots of
relevant insights are about political leaders or rulers and scattered within numerous
classic books®®. These traditional thoughts perceive leadership from a hierarchical
perspective which is rooted in the profound Confucianism % As Child (1994)
concluded, Chinese societies had a traditional respect for hierarchy, maintaining
harmony, conflict avoidance, collectivism, face, social networks, moral leadership,
and conformity. Both leaders and followers tend to accept authority associated with

the position as ‘matural’ (Lam, 2003).

As a result, Chinese often define leadership with rulers’ personal qualities to master

officialdom (Guo, 2002). The traditional image of ideal Chinese political leaders

S E.g., The Art of War (Sun zi bing fa), ‘Mensius’ {Meng zi), ‘History’ (8hi ji}, ‘Reflections on
history’ (Zi zhi tong jian). School management was also mentioned in ‘Learning’ (Xue ji) (see Wy,
2000).
% Confucianism values power distance and relatively high level of societal collectivism, which highly
stresses conformity to social norm and collective regulations (Bush & Qiang, 2002; Pittinsky & Zhu,
2005),
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usually involves humanness (ren), rituat (/)", moral obligation, leading by inaction,
freedom from distracting glory, wisdom and cunning (Guo, 2002; Pittinsky & Zhu,
2005). In an investigation into implicit conceptual structure’' of Chinese leadership,
Ling, Chia and Fang (2000) found that Chinese leadership comprises four conceptual
dimensions: personal morality, goal efficiency, interpersonal competence, and
versatility. Among them, interpersonal competence and virtue are both considered as

the most important features of leadership.

These traditional perceptions result in an ‘omnipotent’ image of Chinese leaders who
are expected to integrate absolute authority, benevolence and morality (Chen, G,
2004). Farh and Cheng (2000) have conceptulised the combination as paternalistic
leadership, which consists of authoritarian leadership, benevolent leadership, and
moral leadership (see Appendix 3.4), Authoritarian leadership stresses leaders’
authority and control over the subordinates; benevolent leadership requires leaders to
display personal and long-term concern for subordinates’ well being (Cheng et al.,
2004); moral leadership demands leaders to behavior in accordance with social
norms and virtues and to set an moral example for others (Westwood, 1997). The
conception is refracted in the principalship research in China. A simple example is a
popular Chinese adage that ‘a good principal, is a good school.” (see Chen, 20013,
p.72) The next two sub-sections will critically outline the state quo of principalship
research in Chinese Mainland and specify the research findings relevant to principal

leadership practices in Chinese schools.

The Status Quo of Principal Leadership Research
This sub-section provides a critical review on the contemporary principalship

research in Mainland China. The review identifies two major problems and recent
methodological development of the research into principal leadership in Chinese
schools. The problems involve the lack of empirical studies and the over-reliance on
Western leadership concepts and theories. In terms of the methodological issue,
qualitative perspective has been accepted in the field. The three arguments are

explained below.

7 . . .
® Leaders are expected to depend on social norms and ceremonies rather than on fear to establish
social control {(Guo, 2002).

7 i.e., implicit leadership, which is a covert conceptual structure regarding the definition of a leader
and what a leader should be in the minds of people in a society (Bresnen, 1995; Kenney, Schwartz-
Kenney, & Blascovich, 1996; Ling, Chia, & Fang, 2000},

71



First, lack of substantial empirical study remains a striking weakness of Chinese
academic discourse in the field. Tang (1999) has reviewed 2389 papers on education
management published from 1982-1999, only 5% (203) of them werc based on
empirical studies. Despite the improvement over the past decade, “China’s
educational research rclies overwhelmingly on the traditional Chinese way of
argumentation.” (Yang, 2005, p. 76) A number of published articles are simply
descriptive argumentatton (e.g. Li, 2000; Li, 2008), introduction to new theories (e.g.
Dong, 2006; Tang, 2001; 2006), illustration of some policies (e.g. Zhang, 2006) or
personal reflections (e.g. Li, 2005). Among the relevant literature emerging during
1998-2008, over half of them (71 of 140} are introductory review or theoretical
analysis without reliable empirical evidence. Of course, these descriptions provide
some information about the work of Chinese principals. However, such falsely
labeled research papers often lack theoretical contribution and tight logical reasoning
and can not be verified without empirical cvidence (Wang, 2004; Yang, 2005; Qian,
2008).

Second, the awareness of contextual differences is lacking in Chinese studies. Since
the early 1990s, leadership research in China has been devoted to introduction of
Western leadership theories (Cheng, Ying & Yu, 1994; Liu, 1994). Many novel and
cmerging concepts in Western leadership literature have been imported to China, for
instance, curriculum leadership (Chen, 2005), instructional leadership (Chen, R.,
2004), contingency leadership (Tang, 2001), shared leadership {Dong, 2006),
transformational leadership (Zhang, 2008), distributed leadership and servant
leadership {see Feng, 2004, 2005). The introduction of Western knowledge is indeed
a real need for Chinese research in the field. However, the imported knowledge of
leadership i1s highly contextualised and needs to be substantially modified when
applied in China (Yang, 2005). But there is always a shortage of an indigenous
perspcctive. or a contextual awareness in the Chinese research. Many local
researchers prefer using Western materials without question. For example, the
Leader Behavior Description Questionnaire (LBDQ), developed in business area
decadcs ago, is often used in the research conducted in Chinese schools (e.g. Sun &

Xie, 2008).

Third, the qualitative stance has been gradually established and increasingly accepted

by Chinese researchers. Traditionally, quantitative approach is often regarded as a
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more advanced rescarch paradigm and the international academic convention (Yang,
2005). Majority of Chinese researchers prefer quantitative methods from an
abjectivist view (Shi, 2004). This objectivist view has already been criticised in both
Western and Chinese academic community. Among 68 empirical studies conducted
between 1998 and 2008, 33 are quantitative research, 25 adopt qualitative approach,
and 10 have a mixed research design. More and more researcher realise the limitation
of the single use of this research approach. This is not to deny the role of quantitative
investigation entirely. To the contrary, it aims ta enhance the factual description of
social phenomena with more in-depth and contextual interpretations. Chapter Four
will discuss the methodological issuc in more detail. Next sub-section specifies the

research findings relevant to principal leadership practices in China.

Research Findings of Principal Leadership Practices
In Mainland China, there is also a consensus that principals play a critical role in

driving educational quality, school development and education reform (Wang, 2005;
Wang, 1., 2006; Wang, L., 2007; Wang, L., 2006). Many non-¢mpirical research
papers have argued for the stance. Increasing empirical studies have been devoted to
the research into Chinese principal leadership. These explorations provide some
evidence pointing to principal leadership practices in Chinese schools. This sub-
section synthesises the research findings in order to outline the authentic leadership
practices of school principal in Chinese Mainland. Since a deal of Chinese literature
in the field takes the form of prescriptive suggestions, factual descriptions, or
reflective comments, both non-empirical papers and empirical studies are included in

the review to gather indigenous insights into school principal leadership.

Principal leadership practices emerging from non-empirical research papers
The non-empirical pieces stress the critical role of principals in driving educational

quality, school development and education reform (Du, 2004; Feng, 2006; Gao, 2002;
He & Ying, 2003; Zhao, H., 2005). They took prescriptive, descriptive or
commentary forms, or a combination of these: The dominant thrust was to tell
Chinese school principals what they should do to be ‘good’ school leaders.
Information gleaned through reviewing these papers provides insights into the reality
of Chinese principals’ work (See Appendix 3.5.1). Although such descriptions
cannot strictly be classified as empirical, they built upon some first-hand observation

and interview data.
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Imported Leadership Practice
Much of the writing drew heavily on Western theories and perspectives. These were

generally prescriptive and held up Western models as avenues to imptove Chinese
leadership practice (e.g., Feng, 2002; Gu & Meng, 2001). Writers introduced
concepts including curriculum leadership (Chen, 2005), instructional leadership
(Chen, R., 2004; Peng, 2006; Zhao, 2007), contingency theory (Tang, 2001; 2006),
shared leadership (Dong, 2006), transformational and charismatic leadership (Chen,
2002; Chen, 2001b; Dong, 2006, Peng, 2006, Shi, M. Z., 2007; Zhang, 2008),
distributed leadership and servant leadership (Feng, 2002, 2003, 2004, 2005; Hu, C,,
2005). This trend, normally without any explicit contextualisation, suggesis ‘good
practices’ drawn from foreign theories as the way forward for Chinese principals.
However, these papers did not provide much real evidence of the influence of such

exercises on principal leadership practice.

The most common form of these papers is to provide detailed introductions to the
theories or models popular in Western socicties (sometimes current and sometimes
quite outdated) and conclude with sketchy suggestions of the conditions and qualities
needed for application (e.g., Hu, 2001; Wei, 2006). In general they provide no
evidence of relevance and applicability of these imported practices. These papers
appear high on rhetoric and idealism and. as such, may be difficult for principals to

comprehend and apply.

Moreover, these prescriptions often convey contradiclory messages. On the one hand,
for example, some papers exhort management as a ‘scientific’ cxercise (e.g., Xu,
1999) and schools are suggesied to establish a quality assurance system against the
ISO9001 standards (see Cheng, 2006). On the other hand, principals are often
advised to become a human-oriented leader and to avoid the technical rationality
(Chen, 2005, Sun & Xie, 2008), behave as a moral example and a servant (Zhang &
Zeng, 2006), and make efforts to build school culture (Yuan, 2002; Fan & Wang,
2006) and school values (Shi, Z., 2007).

Focusing on Main [ssues
The non-empirical literature also indicates where Chinese principals focus their

attention. This provides at least an anecdotal perspective of principal leadership. A
dominant concern relates to student academic achievement (Dong, 2006; Guo, 2006;

Zhao, 2007). As one of the ultimate outcomes of school education, it is normally and
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traditionally thought as the upmost indicator of the quality of education provided by
schools and thus is always related to the assessment of school performance and
principal leadership and the distribution of governmental financial support (Guo,
2006; Wang, S., 2005). In order to maintain high academic performance, some
principals pay particular attention 1o attracting quality students through various
marketing strategies such as media advertisements, open days, home visits, and
bonus awards (Zhang, Li & Gu, 2005). School curriculum content can be summed up

by the statement, ‘what is to be examined is what is to be taught’ (Dong, 2006).

Another concern is resource procurement — this has been seen as an important part of
a principal’s job since 1995, cspeciall?in\ordinary schools (see NPC, 1995; Chapter
Two). Principals appear very concerned about insufficient funding (Zhang, D., 2004),
particularly those “whose schools are in remote areas and have minimal resources”
(Hannum & Park, 2002, p. 7). As a result, they spend a lot of time lobbying local
education authorities for more direct support or increased quotas of fee-paying
students. They also actively seek donations from local enterprises and parents, and
engage in business activities such as reming classrooms to outside organisations
and/or individuals. Such activities are said to consume so much time that it distracts

principals’ attention from teaching and learning (Lin, 2000; Zhang, Li & Gu, 2005).

A further concern is intensive social networking or Guarnxi (good relationships) (Yan,
2005). This is part of traditional culture which is also present in some of the literature
(Bush & Qiang, 2002). In Chinese: schools, as in society, establishing and
maintaining guarxi with important school stakeholders and other influential figures
seems paﬁicularly important for both individual and organizational success (Cai,
2000; Bai, 2006). Good relationships with local government agencies can provide
schools with essential benefits, including financial support (Zhang, Li & Gu, 2005).
Therefore, principals have to spend considerable time engaged in various formal and
informal meetings with relevant local authorities and superiors to built and maintain

guanxi (Li, S. F., 2005; Lin, 2000; Yan, 2006).

Comprehensive Expertise
In accordance with the traditional image of leaders, Chinese school principals are

expected to be omniscient leaders in many prescriptive papers that enumerate
multifold qualities, functions, responsibilities or capabilities of school principals
(Chen, 2001a; 2004; Dong, 2004; Xu, 2005; Li & Chu, 2005; Zhang, D., 2004;
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Zhang, 2005; Zhang, X., 2004, 2007). They are supposed to organize school
instruction, supply instructional resources, evaluate instructional practices and build
learning teams (Chen, R., 2004; Zhao, 2007). At the same time, they are required to
fulfill their administrative functions, attend to school direction and the overall
administration and human resources management, and above all, ensure the
implementation of government guidelines and education policies (Cai, 2000; Li,
2008).

Large slices of the literature identify principal practice through, often flowery,
descriptions of the day-to-day work and/or personal experiences of principals
regarded as ‘extraordinary’ (e.g. Li, L., 2005). Such descriptions identify how these
famous leaders make a difference. For example, Wei Shusheng, ex-principal of
Panjin Experimental High School has been identified and portrayed as an omniscient
leader who masters a repertoire of leadership skifls, including target management,

time management, space management, and efficiency management (Zhou, 2006).

The traditional role of the principal is shifting because of the flood of recent
reforms — this appears to becoming increasingly prominent in the rion-cmpirical
literature. Since the new curriculum reform was implemented in Mainland China,
school principals have been given more autonomy in school management (Gao, 2002)
and responsibility for developing school curriculum and improving school instruction
(Du, 2004; Feng, 2006; Gao & Xu, 2006; He, 2007; Huang, 2008; Meng, 2008; Sun,
2007a; 2007b; Yu, 2004; Zou, 2007). With the application of new technology in
school education, principals are required to effectively lead the development of

information technology within their schools (Xiao, 2007; Liu, 2007).

A theme which endures even throughout massive reform demands is the importance
of mainstream political ideology and its influence on the job of the principal. In
Chinese Mainland, most public school principals are party members and works
within the “cadre” sysfem, in which one’s political morals would be evaluated before
he/she would be selected as a leader (Cai, 2000; Li, S., 2005; Wang, 2004).
Furthermore, socialist ideology is always regarded as an essential component of the
leader moral characters, which is the top dimension of headship requirements and
training contents fbr mainland principals (Feng, 2003; Li, 2000a; 2000b; MoE, 1999;
SEC, 1991; Zheng, 2006). Specifically speaking, they must serve people

wholeheartedly, even at the expense of themselves; they must devote themselves to
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the realization of moral education, work hard, and put collective interests in front of
their individual benefits; they must abide by the Party’s policies and the state’s laws,
maintain unity, be loyal and honest to the Party, resist against corruption, promote
communist moral codes and be ready to sacrifice their lives at times of difficulties

and danger (Jia, 2005; see SEC, 1991; MoE, 1999).

Principal leadership practices emerging from empirical Research
This review involves the empirical studies relevant to principal leadership practices

in Chinese schools from 1998 to 2008. Most of them are presented in unpublished
degree dissertations (41 of 69). Considering the limited number of empirical studies
in Chinese Mainland, this body of empirical research is included in order to collect
indigenous empirical evidence as much as possible. The review of the empirical
research reaffirms the positive effects of principal leadership practices in Chinese
schools. The empirical evidence indicates that the leadership practices of Chinese
school principals combine imported models with indigenous patterns and relate to

mulitiple contextual variables (See Appendix 3.5.2).

Positive Effects
Some positive outcomes have been identified and related with certain principal

leadership practices in the empirical research. In some qualitative resecarch, the
designation of ‘exemplary school’ was considered as an outcome and indicator of
effective principal leadership (Wong, 2006; 2007). In another quantitative study, Zhu
(2005) found that there was a significantly positive correlatign between principal
leadership behaviors and school effectiveness. Tian (2005) cocbirmed a significant
positive correlation between principal transformational Jeadership and teacher job
satisfaction and teacher orga;ﬁzational commitment. Transformational leadership

turned out to be a better predictor of leadership effectiveness.

In terms of the popular two-dimension model of leadership behavior (i.e., structure-
initiating and consideration), both of them were reported to be significantly and
positively related to teachers’ job satisfaction (Sun & Wang, 2008). Zhang and Wu
(2000, 2001) further confirmed that principals’ consideration behaviors had a highly
significant and positive impact on all dimensions of teacher job satisfaction and
principals’ structure-building behaviors were significantly and positively related with
teachers’ satisfaction at teaching, principal, colleague, promotion and the whole

school work.
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These positive effects of principal leadership practices demonstrate the important
role of principal leadership in school education. Among these outcomes, however,
student achievement seems to be seldom explicitly connected with principal
leadership’2. This might be because that principal leadership often indirect influence
student. All the outcomes of principal leadership directly or indirectly relate to
student academic achievement (i.e., instruction, curriculum, school culture). In fact,
Chinese have a traditional respect for knowledge and highly-selective examinations
and tend to an over-emphasis on student test score (Wong, 2006). The ongoing
education reform aims to transform the situation. Thus, Chinese researchers would

rather avoid highlighting the point publicly. (see Chapter Two)

Adapted Western Models
According to the empirical evidence, many leadership models for school principals

espoused in Western literature are adapted or selectively adopted by Chinese school
leaders in practice. In some studies, transformational leadership stands out as a ‘good
practice’ of school leaders (i.e., Hou, 2006; Tian, 2005). As stated above, this
leadership approach and the related consideration-orientated leadership behaviors are
both found positively related to teachers’ job satisfaction and commitment (Sun &
Wang, 2008; Tian, 2005; Zhang & Wu, 2000; 2001). These empirical explorations
have identified similar core practices of transformational leadership, such as
supporting consideration/inspiration, charismatic leadership, promoting cooperation,
and intellectual stimulation (Tian, 2005); morale modeling, charisma, visionary and
individualized consideration (Hou, 2007); and chrisma/idealized influence,
inspirational motivation, intellectual stimulation, and individual consideration (Bo,
2007; Li & Zhang, 2006; Zhang, 2005). Among these practices, some researchers
found that the school leaders were not so good at ‘charisma’ (Hou, 2007). Some
others pointed out that the sampled principals exhibit ‘individual consideration’ most

while ‘intellectual stimulation’ least (L1 & Zhang, 2006; Zhang, 2005).

At the same time, many principals have been reported to prefer what Bass (1997)
called ‘transactional leadership practices’ (see Chi, 2007; Li & Zhang, 2006; Zhang,
2005). Most Chinese research into this type of leadership practice is based on Bass’

three dimensions (1997, p. 134): contingent reward — leaders clarify expectations,

™ Only Wang, L.’s (2006) study related student achievement and development with principal
leadership.
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exchange promises and resources for support, arrange mutually satisfactory
agreements, negotiate for resources, exchange assistance for effort, and provide
commendations for successful follower performance; active management by
exception — leaders monitor followers’ performance and take corrective action if
deviations from standards occur; passive management exception — leaders wait to

take action until mistakes are brought to their attention.

Consistent with the actual preference for transactional leadership, recent
measurement of principal leadership behavior suggests a consistent tendency among
Chinese principals that they are inclined to work/performance or initiating structure
rather than consideration or reiation-building (Chi, 2007; Hu, X., 2005; Sun & Wang,
2008; Sun & Xie, 2008; Wang, 2004; Wang, F., 2005; Zhang & Wu, 2000). However,
some school principals seemed more satisfied with their own leadership behaviors

than the teachers in their schools (Wang, F., 2005).

Another increasingly prevalent conception is participative or distributed/distributive
leadership (Bo, 2007). In the relevant empirical studies, school principals always
express their recognition of the importance of the d?:mocratic leadership practice (An,
2006), whereas they do not believe in teachers’ capability of participating in school
management, and fear that the participative decision-making would compromise
their authority (Lu, 2007). Similarly, some school leaders tended to exert their
influence by virtue of hierarchical or positional power rather than professional power
and their schools lacked openness, democracy and cooperation and operated with a

hierarchical managemental structure, like a governmental agency (Wang, L., 2007).

That is also the case in terms of instructional leadership and curriculum leadership.
Many school principals emphasise the central statue of instruction and curricuium in
school education, but just perceive their leading roles in these activities from an
administrative perspective (Zhang, 2004). They were found more engaged in some
indirect supporting activities rather than direct supervision and teaching evaluation,
such as developing and communicating instruction objectives, guaranteeing
curriculum quality as a curriculum leader, evaluating instruction effects, providing
feed back, and mentoring (Zhang, 2004). Some school leaders gave more weight to
administrative affairs than the activities promoting curriculum and instruction, team
building, teacher professional development and teachers’ participation in learning

and training (Li, 2006; Wang, L., 2007). Moreover, considerable school principals
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were found incapable to perform their leading roles in improving curriculum and
instruction for they lacked effective strategies and adequate knowledge (Ma, Wang
& Xie, 2008). Especially in rural area, quite a few principals were confused on their
role in curriculum reform, and still adopted examination-oriented strategies and gave

more priority to school physical construction (Ma, Wang & Yan, 2005).

With a sample of 1165 teachers, 18 principals and their supervisors of 19 Chinese
schools, Cravens (2008) investigated the cross-cultural generalizability of the VAL-
ED, the assessment instrument developed in the United States. She found strong
cross-cultural alighment on the overarching goal of improving student learning
through setting high standards, providing rigorous curriculum and quality instruction,
and enhancing the professional learning culture in schools. The cross-cultural
validity of the instrument could be partially confirmed through the examination of
content and criterion validity. However, the findings also indicated that the existing
framework and assessment content need to be modified according to the reality of
Chinese school education, which has been reshaped by the recent reform pursuit of

the balance between academic and social learning.

Indigenous Patterns
The empirical research provides some indigenous experiences of Chinese principals

in leading schools. For instance, the paternalistic leadership practice can be found in
many types of Chinese organisations, including schools (Cheng, Shich & Chou,
2002). The principal is supposed to act morally as a role model, exert decisive
authority, and cunningly make use of exchange and appraising tactics, and other
school members should behave deferentially (Pittinsky & Zhu, 2005; Wong, 2006).
With the traditional thoughts, some principals tended to the directive or top-down
leadership style (Lu, 2007, Wong, 2007). In some Chinese school, principals’

democratic leadership practices took the form of ‘contrived collegiality’”® —*

no
debate, no argument, the principal selects who would speak and ballots were held in

relation to options put forward.” (Ryan, Xiao & Merry, 1998, p. 178)

Meanwhile, Chinese school leaders always make efforts to play their role as a moral
example and/or considerate servant (Bo, 2007; Hu, C., 2005; Jiang, 2006; Xu, 2007,

™ Contrived collegiality has the following features: administratively regulated rather than spontaneous,
compulsory rather than discretionary, geared to the implementation of the mandates of govemment or
principal, fixed in time and place, and designed to have predictable outcomes (Hargreaves, 1994, p.
195-196).
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»
Zhang & Zeng, 2006). They would like to exhibit philanthropy, honesty, faimess,

and cooperation-and-service orientatipn (Bo, 2007) and maintain good interpersonal
leadership with other school members (Zhang, Y., 2002). Although some of these are

typical practices of ‘servant leadership ™"

conceptualised in Western context, the
moral and servant leadership practices of Chinese principals were greatly affected by
the mainstream ideclogy (Luo & Najjar, 2007). Following the prescribed political
ideology is accentuated as the upmost prerequisite for Chinese school principals

(Wang, 2004).

Empirical evidence explicitly indicates that politicisation of education has an impact
on principals’ leadership philosophies and practices (Luo & Najjar, 2007). Many of
them worked like “governmental officials”, who give priority to implementing
various educational policies enacted by the government (Cai, 2000; Chen, 2007).
Many schools operate with a hierarchical management structure, just like the
government (Wang, L., 2007). Therefore, a number of Chinese school principals
prioritise the responsibility to upper administration rather than the accountability to
other stakeholders (Li, 2005; Qian, 2008; Yu, 2001; Yu & Liu, 2005).

Moreover, building school-government guanxi (good relationship) and gaining
supports or designations from local and/or central authorities has become a vital
practice of school principalship in China (Ryan, Xiao & Merry, 1998). That’s largely
because the government has been playing an important role in supplying and
allocating financial and human resources for school education. In a study of principal
job specifications (Qiao, 2003), principals first answered a questionnaire and
reported six tasks: strategic planning, school work monitoring, class observation, self
learning, fund raising and guanxi maintaining. In the follow-up interviews, the
researcher found that principals were only concerned three major tasks: strategic
planning, guanxi maintaining and fund raising. Regarding their answers in the survey,
some principals explained that they just felt it necessary to emphasise the tasks

‘principals are supposed to do’.

In fact, Chinese principals are supposed to be balanced leaders who can fulfill

several key functions simultaneously. In a quantitative study, Tang, Cheng and Ying

™ The servant leadership means that the leader is believed to take consideration of subordinates’ well-
being {Westwood, 1997).
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(1999) investigated principal leadership behaviors with a five-dimension mode!”
(structural, human, educational, political, & cultural). The five aspects respectively
center on achievement-orientation and guiding school instruction and professional
development, school structural construction and technical support, staff satisfaction
and interpersonal relationship, internal and external relationships and conflicts, and
motivation, school culture, and vision. The comprehensive kit almost covers every
facets of school management, such as instruction, curriculum, internal structure,
external relationship, and vision-building. The higher a principal’s scores at all the
five aspects, the better his or her leadership practice. As a result, 46% of the
participants were identified as the balanced school leaders, while 10% were short of
all the dimensions. In a latest research into principal professionalization, the
conclusion also takes the form of a comprehensive list of what principals should do

in schools (i.e., Chu et al., 2009)

Relevant Contextual Variables
Along with these leadership practices, some empirical studies, usually the

quantitative research, have also identified several contextual variables that influence
these practices. These factors are located in individual, organisational and societal

contexts.

The personal contextual factors involve some traits of individual principals, such as
age, gender, years of teaching, years of principalship, and personality. These
variables reflect a respondent’s personal context and have been related with principal
leadership practices in many quantitative studies. For example, in Dong and Geng'’s
(2008) study, they divided principal leadership behaviors into two dimensions: “care
to people” and “care to work”. Their analysis showed that age and professional title
of the principals related to the difference in their behaviors of “care to people”, and

their years of teaching and training times lead to the difference in both dimensions.

In Li and Zhang’s (2006) study, a significant correlation was discovered between
principal leadership behaviors and their gender, years of teaching, years of
principalship, and education background. Specifically, female headmasters were
found good at handling interpersonal relations and principals who have higher

academic credentials prefer people-oriented leadership style (Wang, L. P., 2006).

 Cheng uh% Cheung (1999) have developed a principal leadership profile that involves the five
dimensiouz,
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Luo and Najjar (2007) confirmed that principals’ education attainment level was
positively related to both internal and external leadership practices and lack of
leadership training and degree program in educational administration would

compromise the effectiveness of principal leadership.

Research into Chinese principal competence model contended that outstanding
principals are characterised of mission consciousness, initiative, analytical thinking,
conceptual thinking, originality, and communicativeness (Hu, 2007; Liu, Zhao &
Zhong, 2007, Wang, X., 2007). Excellent performance of principals is often found
significantly correlated with certain personalities such as conscientiousness,

agreeableness, extraversion, and openness (Guo, 2003; Ma, 2007).

Some organisational contextual factors, such as school location and school tevel (Li
& Zhang, 2006) also have an impact on principal leadership practices. Lu (2007)
asserted that principals in city are more inclined to democratic management than
their counterparts in county or town. Wang L. (2006) found that high school
principals do better than middle school headmasters in initiating structure and
internal controlling. In Tang, Cheng and Ying’s (1999) study, school climate and
school efficiency were associated with different combinations of principal leadership
behaviors. Furthermore, a teacher’s gender, years of teaching, and position would

influence his or her perception of the principal’s leadership behaviors (Chi, 2007).

In addition, the influence of societal congxl has been posited in some studies. One
prominent social contextual factor is the traditional culture of Chinese society. The
GLOBE research program (House ef al., 2004) reaffirmed that many leadership
theories developed in Western context, especially Anglo-American culture, may not
be generalisable when used by leaders with different cultural backgrounds (Hofstede,
2001). As classified into “Confucian Asia” (House et al., 2004), traditional social
culture of Mainland China is mai;lly rooted in Confucianism. Based on the Confucius
values™, Chinese tend to respect authority and patriarchy, and seniority and age,

avoid conflicts and uncertainty, and stress superiors’ “face (mianzi)”, interpersonal

" Confucius values are represented by four closely connected virtues: the class system, obedience,
doctrine of the mean and “renging”, and the idea of “ Wulun™ or “five cardinal relationships” (see, Fu,
2003). The class system and obedience refer to maintaining ancient rituals and proper ordering in
society and the observance of orders; doctrine of the mean and renging are embedded in the pursuit of
harmony and the order of hierarchical relationship (Dimmock & Walker, 1998); the five cardinal
relationships imply that an individual’s role is defined by the bond between father and son, the duty
between ruler and subject, the distinction between husband and wife, the precedence of the old over
the young, and the trust between friends.
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“guanx: (relationship/network)”, collectivity, harmony and order (see Child, 1994;
Farh & Cheng, 2000; Hofstede, 1980a; 1980b; House et al., 2004, Lin, 2008; Lowe,
2003; Pittinsky & Zhu, 2005; Walker, 2004).

Another evident factor at societal contextual is politics, which has consumed much
attention of school leaders in China (Luo & Najjar, 2007). For Chinese schools,
principals are usually appointed or hired by local educational authorities as the
highest administrators and corporative representatives of schools (Yan, 2006). They
normally are party members and work within the ‘cadre’ system (Wong, 2006, 2007,
Lin, 2008). At the same time, the secretary of the school Party branch would be
appointed by the local authority to ensure that the operation of the school conforms
to the Party's aims and policies. This person are usually treated as someone equal to,
or even upper than, the school principal. In this instance, politicisation still has an
impact on school administration (Ryan, Xiao & Merry, 1998), even though the
principal responsibility system and the new ‘career-ladder’ system (zhiji zhi) have
been implemented to decentralise school administration system and depoliticise the

position of school principal.

Summary
Overall, principal leadership research in China has reconfirmed the importance of

principalship in school administration. But the relevant studies overwhelmingly draw
upon Western theories. A lack of empirical studies remains a stril(‘ng weakness of
the research into the principalship, despite the progress over the past decade. Given
the underdeveloped state of the indigencus research in the area, there might be a risk
associated with the trend of adopting Western leadership undefended (Dimmock &
Walker, 2005).

Existing literature shows that principal leadership practices in Mainland China have
some common as well as different priorities, compared with the findings in Western
societies. Many Western leadership models have been introduced as ‘ideal’
leadership practices for Chinese school leaders in some descriptive and prescriptive
papers. In this type of literature, principals are supposed to be omniscient leaders
who master comprehensive expertise and succeed in dealing with the critical issues
facing Chinese schools (i.e., student achievement, school finance and guanxi). The
experience of reputed school principals echoes the omniscient image of Chinese

school leaders. In this sense, there seems to be no lack of good principal leadership in
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Chinese schools. What is really scarce might be the serious research into the

authentic insights into school principalship in Chinese schools.

Such comprehensive expertise has also been identified in relevant empirical research.
On one hand, Western leadership practices are adapted to Chinese schoo! context in
practice. On the other hand, indigenous patterns of principal leadership practices (e.g.,
paternalistic leadership, moral leadership) can be found in Chinese schools. In other
words, both the depictive literature and empirical findings include two broad
categories of principal leadership practices, imported and indigenous leadership

practices, as Table 3.1 exhibits.

Table 3.1 Two Broad Categories of Chinese Principal Leadership Practices

Non-empirical Literature Empirical Research

Imported Transformationai/charismatic Transformational/charismatic

leadership leadership leadership

practices Distributed/shared leadership Transactional leadership
Instructional leadership Distributed leadership
Curriculum leadership Instructional leadership
Servant leadership Curriculum leadership
Scientific management Performance/structure vs.
Contingency theory consideration

Servant leadership
Teacher professional development

‘Indigenous  Focusing on student Paternalistic/top-down leadership
leadership achievement Building school culture
practices Seeking extra resources Teacher professional development
Networking & guanxi Internal administration
building Contrived collegiality
Building school culture Building school-government
Shaping school values guanxi
Implementing reform Fund raising
policies Implementing reform policies
Exhibiting gnoral and Exhibiting moral and ideoiogical
ideological loyalty loyalty

Combining these partly overlapped themes lead to six general practices in terms of
principal leadership in Chinese schools. The six practices are:

e Building visions and goals;

e Forming school values/culture/climate;

¢ Managing instruction and curriculum and implementing reform policies

= Enhancing teacher professional development;
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e Establishing school structure and policies, managing human resources, and

encouraging positive interpersonal relationship;

» Developing external guanxi and seeking resources.

These generic practices integrate various principal leadership practices found in

Chinese schools. They combine the core leadership practices endorsed by ISSPP

(e.g., setting direction, managing teaching and learning, building school culture, etc.)

with some indigenous practices (e.g., maintaining guwanxi) and bilend somewhat

discordant leadership approaches, for instance, transformational and transactional

approaches (Hu, I., 2005), participatory and top-down approaches (Luo & Najjar,

2007).

In addition, multiple contextual factors have been examined at the personal,

organisational and societal levels, as summarised in Table 3.2. These variabies work

together to construct a specific leading context. Connected with the effects of

principal leadership practices identified in the empirical studies, these contextual

variables right reflect the interactive nature of leadership practice.

Table 3.2 Contextual Variables Relating to Principal Leadership Practices (PLPs)

Contextual Factors

Constextual
impacts

Effects
of PLPs

Personal
Context

Age, gender, education background
Yeas of teaching, years of principalship
Training/continued education
Knowledge & capacity

Personalities

School
Context

School location

School level/type

School designation

School climate/culture

Financial & human Resources

Student achievement & development
Teachers' gender, years of teaching & position
Teachers’ job satisfaction & commitment
Other stakeholders

School effectiveness/progress

Societal
Context

Societal culture
Relevant administrative system
Political ideolog_y

<2 L] < < A A Al P .

An Initial Framework of Exploration
Based on the literature review, an initial research framework was constructed to

guide this study. As Figure 3.2 shows, the framework integrated the Western
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investigative scheme into principal leadership practices emerging from the existing

Chinese research findings.

Potential Core Leadership Practices

e Setting direction Potential Contextual Variables
Building schoo! culture e Personal context

Develo_plng people _ o School context

Managing instruction & curriculum » Societal context

Administering internal affairs & reiationship

Building external guanxi & seeking resources

Figure 3.2 An Exploratory Research Framework

This exploratory research framework was formed upon two grounds. On one hand,
Western research into principal leadership practices has provided an informative
research map for the investigation in the area. It’s built upon the relevant research
findings and the integrative framework used in the cross-cultural research, ISSPP.
Focusing on the core leadership practices of school principals, the framework
embraced a variety of contextual influential factors at personal, organisation, and
societal levels. This reflected the interactive nature of principal leadership in schools
and matched the theoretical attention of principal leadership practice in this study.
More importantly, many of these have been introduced to China as exemplary
practices of school principals, such as setting direction, indtvidual consideration. In
fact, some indigenous research has also proved that there may be some transnational
leadership behaviors that are applicable across cultures (see, Cheng, er al., 2004)
Therefore, absorbing the framework into this research might facilitate the exploration
in Chinese schools, as well as help Chinese researchers get benefit from the robust

findings in Western societies.

On the other hand, contextual distinction between the West and China makes the
simple transplanting unadvisable. Therefore, the researcher examined indigenous
insights and empirical evidence carefully in order to establish an initial knowledge
base for the study. The review indicates that Chinese school principals not oaly
exhibit some core practices identified in Western society (e.g., the findings of ISSPP),
but also are characterised by some indigenous tactics (e.g, developing and
maintaining guanxi}). However, the core practices identified in ISSPP reflect Western
perceptions of principalship, such as “encourages collaborative decision making,
teamwork and distributed leadership” (see Appendix 3.2.1) They do not involve
some Chinese ways of leadership, for example the paternalistic leadership. In other

words, Chinese principals might exert their leadership through the practices that may
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not be the same as those identified in Western schools. Thus, it is essential for
Chinese researchers to understand “which are universal and which are culture
specific” when applying Western leadership practices to Chinese organizations
(Cheng ef al., 2004, p. 92). In this sense, coupling Western research framework with
indigenous empirical evidence seemed to be an advisable approach to conducting the

present exploratory study.

However, this framework was just formulated to initiate and guide the exploration,
not a definite conclusion, The actual configuration of Chinese principals’ core
leadership practices would be identified and demonstrated with empirical evidence
emerging from this study. With this understanding, next chapter outlines the research

approach and specific methods employed in the research.
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Chapter 4 Methodology

The two preceding chapters sketched the practical and theoretical foundations of this
study. This chapter clarifies the methodology of the research. Such clarification not
only implies a thorough description of the methodology and methods employed in
the research but, more importantly, justification for the choice and use of the
approaches (Crotty, 1998). The justification lies in the research purpose and
questions in that methods are used to serve research purpose(s) and answer research
question(s) (Punch, 2006). Thus, the chapter aims to explicate the analytical
boundary of the study and to report and justify the research paradigm, research

design, procedures of data collection, and process of data analysis in the study.

The study targeted the core leadership practices of school principals in Mainland
China, further divided into three subsidiary areas which led to the three foci of the
research. These areas suggested that the study required the comprehensive
description and more in-depth explanation of the target principal leadership practices.
Considering the holistic research scope and recent advancements in research
paradigms, this study adopted an integrative approach to knowledge, mixed methods
research, in order to draw a sound inference through combining quantitative and

qualitative research paradigms.

A pragmatist perspective was employed as the base of the study, and a questionnaire
survey and in-depth interviews were conducted with a partially mixed sequential
equal status design. Data analysis included two data processes, data reduction and
data integration. Quantitative data were first analysed with proper statistical methods
to answer the research questions. Then, qualitative data were analysed via three
coding steps. The two types of data were integrated through transformation,
information and combination to inform the research question. Figure 4.1

demonstrates the whole process.

The chapter has ten sections. The first section outlines the scope of the study and
restates the research purpose and questions to clarify the research framework of the
study. The second section explains and justifies the use of the mixed method research
paradigm. The third and fourth sections respectively explicate the research design
and sampling plan. Data collection is clarified in the fifth section and data analysis in

the sixth. The seventh section provides an account of the research quality of the study
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and the eighth section is about ethic considerations. The final two sections present

major limitations of the research.
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Figure 4.1 Operational Process of the Study

Scope of the Research
This section explains the research focuses and recaps the research questions in order

to clarify the scope of the research. As contended in prior chapters, serious research
on principal leadership in China is thin on the ground. Western findings cannot fully
account for the practice of principalship in Chinese schools, owing at least partly to
the societal and contextual distinctions between the two societies. Therefore, this
study aimed to explore Chinese principalship through identifying and analysing the

generic leadership practices of Chinese school principals.

The overarching purpose implied that the central concept underpinning the study is
leadership practice. As stated in the literature review, leadership practice is an
integrative conception of leadership, which conceives of leadership as a practice of
social interactions embedded in a specific context (Carroll, Levy, & Richmond, 2008;
Densten, 2008; Elmore, 2008; Spillane & Orlina, 2005). This concept represents a
holistic perception of leadership, that is, what leaders do and how they lead as a
result of multiple contextual influences that form or influence leaders’ actions. Thus,

the core leadership practices of school principals means the common things school
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principals stress and do to lead their schools and the typical ways they enact these

practices within their school contexts.

Accordingly, the overall purpose of the study was divided into three sub-purposes.
First, it aimed to identify what are the core leadership practices of Chinese principals.
Second, it sought to find out sow Chinese principals enact these key practices in
schools. Third, it attempted to understand why Chinese principals adopt these core
practices in their schools. The three aspects encompass exploratory and explanatory
enquiries into leadership practices of Chinese school principals which suggest three
fundamental propositions. The three research focuses are specified in the following

subsection.

Three Research Foci
Three research focuses composed the scope of the research. First, the leadership

practices of Chinese school principals might converge on certain generic aspects.
This might be attributed to some universal principles of leadership and the essential
nature and structure of schools as social organisations (Leithwood er al., 2006).
These generic practices would describe the common activities that Chinese school
leaders perform to lead their schools. As summarised in the literature review (see
Chapter Three), the core leadership practices of Chinese principals might have the
following six general dimensions:

setting direction

building school culture

developing people

managing instruction & curriculum

administering internal affairs & relationship

building external guanxi & seeking resources

Thus, the first step of this study was to explore whether these six practices could
cover the core leadership activities of Chinese school principals and the relationship
between them. The answers to these guestions would compose a repertoire of the

core leadership practices of Chinese school principals.

The second sub-purpose was to understand the enactment patterns of these key
leadership practices. This purpose related to a second proposition that Chinese

principals actually exert these core leadership practices in a uniquely different way
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from their counterparts in Western schools. Enactment eésentially_ means a way of
doing things. In this study, it could be operationally defined as the patterned process
in which Chinese principals apply the core leadership practices in schools. Thué, ‘this'
sub-purpose pointed to an understanding of the basic mechanism or patterns
characterising the core 'Ieadcrship practices when they are enacted in re_al‘-'life
situations. Existing literature has verified the diversity of the ways in which Chinese
principals exert their leadership and the effect of societal culture on the enactment
patterns of leadership practices. Therefore, the second focus of the study was to
discern the theoretical and practical patterns exhibited by Chinese schools when they

enact the core leadership practices.

The third sub-purpose was to explore contextual factors that affect these core
practices. This interest derived from the proposition that principal leadership
practices are shaped by the interactions among individual, organisational and societal
variables. These interactions coexist with a structural order, each with its own form
or forms (Goffman, 1983). Therefore, individual interpretations and contextual
elements jointly influence and synthesise leadership perceptions and corresponding
actions (Morrison, 2002). An in-depth understanding of principal leadership practice
therefore naturally requires investigation of the effects of individual, organisational
and social contexts on principals’ leadership practices. The identified contextual

factors are mainly located at the following three levels:

® personal context: age, gender, education background, yeas of teaching, years of
principalship, training/continued education, knowledge and capacity,
personalities;

® school context: school location, school level/type, school designation, school
climate/culture, financial & human resources, teachers’ gender, years of teaching
& position, other stakeholders, school effectiveness/progress;

® societal context: societal culture, relevant administrative system; political
ideology.

This study explored these potential contextual factors in order to provide a contextual

explanation for the emergence of the core leadership practices of Chinese principals.

The triple research foci constituted a logical sequence from more obvious and
measurable performance to deeper, more subtle grounds. The first two foci implied

validation and exploration, that is, they not only targeted the validation of existing
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research findings on principal leadership practices with Chinese samples but also
aimed to discover new phenomena or patterns overlooked by previous Western and
Chinese research. The final aim of the research involved both explanation and
exploration in that it used existing theories and explored new knowledge, accounting
for the research findings.

Recapping Research Questions

The scope of the research was consistent with the research questions proposed in

Chapter One. These questions are recapitulated as follows.

Q1. What are the core leadership practices of Chinese school principals?
Q1.1 Do the leadership practices of Chinese school principals converge on a set
of generic practices?
Q1.2 What specific practices compose these generic leadership practices?
Q1.3 What is the relationship between the different generic leadership practices?
Q2. How do Chinese principals enact the core leadership practices in their schools?
Q2.1 Are there any general patterns which characterise Chinese principals’
enactment of the core leadership practices in their schools?
Q2.2 Are there any differences in the enactment of the core leadership practices
between different Chinese school principals?
Q3. Do certain contextual factors relate to the core leadership practices of Chinese
principals and the enactment of these practices?
| Q3.1 Do personal factors relate to the core leadership practices of Chinese
principals and the enactment of these practices?
Q3.2 Do any organisational factors relate to the core leadership practices of
Chinese principals and the enactment of these practices?
Q3.3 Do any societal factors relate to the core leadership practices of Chinese

principals and the enactment of these practices?

The first cluster of research questions pointed to the identification of the generic
practices and their manifest activities characterising Chinese school principalship.
The second group was intended to describe how these core leadership practices are
commonly and differently enacted by Chinese principals in their schools. The last set
of questions referred to the effects of the contextual factors at the three levels on

relevant core leadership practices.
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Research Paradigm
A paradigm is a conceptual model ol a person’s worldview’’ and the assumptions

associated with that view which chiefly consist of ontology (nature of reality and
truth), epistemology (nature of knowledge and the relationship between the knower
and the would-be-known), and methodology (the process of research or obtaining
knowledge) (see Denzin & Lincoln, 2005; Guba & Lincoln, 1994; Mertens, 2003).
The paradigmatic perspective held by a researcher influences his or her perceptions
of reality, the process of knowing, and the research methodology (Greene &
Caracelli, 2003; Guba & Lincoln, 1994).

As Johnson, Onwuegbuzie and Turner assert, ‘we currently are in a three
methodological or research paradigm world, with quantitative, qualitative, and mixed
methods research all thriving and coexisting’ (2007, p. 117). This study adopted the
‘third’, holistic, way, a mixed methods approach. The following subsections
explicate and justify the research paradigm and the specific perspectives
underpinning the study.

Mixed Methods Research Paradigm

This subsection focuses on two issues: what comprises mixed methods research, and
why the mixed methods research paradigm is used to direct this inquiry. The former
question points to the definition of the so-called ‘third’ approach. The second one
demands a justification of its relevance to the present investigation. Both answers are

expanded as follows.

What is mixed methods research?
Generally speaking, mixed methods research has emerged and developed rapidly as a

‘third’ methodology or research paradigm which employs both qualitative and
quantitative approaches to understanding social phenomena (Bryman, 2006; Creswell
& Plano Clark, 2007; Greene, 2008; Johnson, Onwuegbuzie, & Turner, 2007;
Tashakkori & Creswell, 2008; Tashakkori & Teddlie, 2003). This ‘third’ avenue is
explained hereafter via a brief retrospective look at its generation and a synthesis of

its defining characteristics.

" A worldview is an overarching framework of ideas and beliefs through which an individual defines
the nature of ‘world’, their place in it, and their possible relationships with the world and its parts
{Guba & Lincoln, 1994),
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An emerging ‘third’ approach
Among the three research paradigms mentioned above, the quantitative approach is

the oldest discourse and originates from an orthodox philosophy of scientific inquiry,
positivism.n This paradigm holds that physical and social reality is independent
from the inquirer and can only be known through unbiased observation (Denzin &
Lincoln, 2000). Accordingly, the first research approach seeks to identify causal
relationships through objective measurement and quantitative analysis (Firestone,

1987).

Since the 1930s, this view has been rethought and modified. The resultant view is
called postpositivism, which reconciles the main criticisms of positivism and
recognises that knowledge or reality is interpreted or constructed by the knower
(Rcicllardt & Rallis, 1994; Denzin & Lincoln, 2005; Smith, 1994). But the deep roots
of the philosophy stay within the positivist tradition that truth may be discovered or
understood best with quantitative evidence found via replicable experiments/quasi-
experiments, measurable variables, large samples, standard procedures and provable

hypotheses (Mertens, 2003; Teddlie & Tashakkori, 2003).

At the same time, more qualitative paradigms, such as interpretivism and
constructivism, have become established and popular in the social sciences (Denzin
& Lincoln, 2005, Teddlie & Tashakkori, 2003). Thesc paradigms together contend
that social reality is constructed, researchers are subjectively immersed in the
research, and the investigation is directed at a deeper understanding of what is
happening in a smaller sample (Firestone, 1987, Gall, Borg & Gall, 1996).
Accordingly, qualitative research normally adopts an interpretative or constructive
perspective on its subject matter. This approach has gradually developed and now

competes with quantitative orthodoxy (Denzin & Lincoln, 1994, 2005).

Polarisation of the two approaches has led to what was called ‘paradigm war’ in the
1980s (Smith, 1994; Denzin, 2008; Denzin & Lincoln, 2005; Teddlie & Tashakkeori,
2003). Social researchers were almost forced to make a choice between the
positivist-quantitative methodology and the interpretative-qualitative one, even at the
risk of missing the information provided by the discarded approach (Howe, 1985). In

this instance, some scholars began to think about ceasing rivalry and realising mutual

'8 Prevalent in the first half of the twentieth century, ‘positivism® was first coined by Auguste Comte
in the 1830s as synomynous with science or with positive or observable facts (Silverman, 2000).
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dialogues (Denzin, 2008; Teddlie & Tashakkori, 2003). Gradually, quantitativ> and
qualitative research methods were combatively used by some researchers (e.g.

Campbell & Fiske, 1959; Smith, 1994; Denzin, 1978; Jick, 1979).

Consequently, from the 1990s, mixed methods research has gradually appeared as a
third approach bridging the gap between quantitative and qualitative approaches
{Denzin, 2008; Hanson ef al., 2005; Johnson, Onwuegbuzie, & Turner, 2007; Teddlie
& Tashakkori, 2003). This new avenue has been interpreted from a different
paradigmatic perspective (see Appendix 4.1), involving dialectic (all paradigms
count), pragmatist (the end justifies the means), transformative-emancipatory
(focusing on marginalised groups), and multi-paradigm perspectives {matching the
paradigm with the research design) (Teddlie & Tashakkori, 2003). Despite the
different paradigmatic positions, all these stances reflect the integrative orientation

underlying the emerging research paradigm and its defining characteristics as follows.

Integrating quantitative and qualitative approaches
With the evolution of mixed methods research, different definitions have been

posited to specify the concept. Greene, Caracelli, and Graham (1989) defined it as a
research design that includes at least one quantitative method (designed to collect
numbers) and one qualitative method {designed to collect words). Tashakkori and
Teddlie (1998) pointed out that mixed methods studies combine qualitative and
quantitative approaches in the research methodology of a single study or multi-
phased study. More recently, Johnson and Onwuegbuzie (2004) saw mixed methods
research as when the researcher mixes or combines quantitative and qualitative

research techniques, methods, approaches, concepts or language into a single study.

Some of these interpretations regard this third approach in a more methodological
sense, such as the collection and analysis of quantitative and qualitative data (e.g.
Creswell & Plano Clark, 2007), but more contemporary writings in this area agree on
a complete integration of quantitative and qualitative approaches (Hanson et af.,
2005; Bryman, 2007; Creswell & Plano Clark, 2007). Some rigorous definitions refer
to ‘a single study’ only (Johnson & Onwuegbuzie, 2004; Tashakkori & Creswell,
2007), whereas other views include ‘a series of studies’ or ‘study phases’ (Cresweli
& Plano Clark, 2007; Tashakkori & Teddlie, 1998). Such diversified comprehensions
of mixed methods research tend to persuade researchers that it is better to keep an

open mind about definitions because the paradigm is still evolving (Johnson,
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Onwuegbuzie, & Turner, 2007; Tashakkori & Cresweil, 2007). Thus, an acceptable
way of defining mixed methods research might be to centre on its essential

characteristic from a broad perspective.

With this understanding, one defining characteristic stands out, that is, integrating
quantitative and qualitative approaches in a study. This is explicitly stated in recent
definitions of the integrative approach. Tashakkori and Creswell (2007) explain that,
in mixed methods research, the investigator collects and analyses data, integrates the
findings, and draws inferences, using both qualitative and quantitative approaches/
methods in a single study. Creswell and Plano Clark (2007) contend that mixed
methods research focuses on collecting, analysing, and mixing both quantitative and
qualitative data in a single study or series of studies. Johnson, Onwuegbuzie, and
Turner (2007) confirm that a2 mixed method design is a plan for a scientifically
rigorous research process comprised of a qualitative or quantitative core component
that directs the theoretical drive. In this sense, mixed methods research by its nature

is the synthesis of quantitative and qualitative research paradigms.

Therefore, this study defines mixed methods research as the integration of qualitative
and quantitative approaches or methods in a single or multiphase study. This
definition explicitly holds that a mixed methods research approach is actually the
outcome of combining former rival paradigms rather than some newly created

conception, separate from previous methodelogical views,

Why are mixed methods used in this study?
Adopting a mixed methods approach for this study was mainly based on two grounds.

First, the integrative research paradigm was fundamentally determined by the
complex nature of leadership and the integrative purpose of the research. Second, the
approach was intrinsically built from an integrative perspective which provides a
good chance of producing a better understanding of social phenomena. The

following paragraphs expand this justification in greater detail.

The first argument is that the nature of leadership, the scope of the research and the
research questions required an integrative research paradigm. First, leadership is
essentially a complex, dynamic social phenomenon occurring within a certain
context (Uhl-Bien, Marion, & McKelvey, 2007). Not only can it be observed as a se*
of perceivable leadership practices, but it can also be interpreted as a process of

social interaction constructed by the people invoived within specific contexts
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(Densten, 2008; Lawrence, Lenk, & Quinn, 2009; Martinez, 2008). Nowadays school
principals work in quite complicated organisational and societal contexts {(Leithwood,
2005; Walker & Dimmock, 2002a), especially in China where great transformation
has been taking place in society and school education (Feng, 2006). What constitutes
an effective leader will not be properly understood unless examined holistically
(Walji, 2009). Therefore, it seemed necessary to go beyond a single methodological
perspective in order to form a contextual understanding of Chinese principal

leadership practices.

Second, the broad scope of the research justified the integrative perspective, because
the purpose and nature of an inquiry determine its research approach and methods
{(Creswell, 1994; Punch, 2005). The scope of this research not only embraced
measurable leadership behaviours, but also recognised the interpretative nature of the
real-life leadership practices as they are enacted within the complicated context.
Accordingly, the research questions fashioned the queries into both tangible
leadership practices of school principals and intangible enactment patterns and
influences coming from specific contexts. Specifically, the first group of research
questions was largely related to the findings of objective measurement whereas the
second cluster required more constructive interpretations of the contextual

phenomena. The answer to the third group used both methods, however.

The other reason for employing a mixed methods research paradigm was that the
approach has an edge in terms of producing better answers to the research questions
{Johnson & Onwuegbuzie, 2004). As two main established research paradigms,
quantitative and qualitative approaches have different, or even contradictory,
orientations.”” To a great extent, each alternative has irrepiaceable strengths and
compensatable weaknesses (Johnson & Onwuegbuzie, 2004). Through bridging the
schism between the two camps, mixed methods research offsets the disadvantages of
adopting either approach separately, and provides better (stronger) understanding of
research problems and complex phenomena (Creswell & Plano Clark, 2007; Johnson
& Onwuegbuzie, 2004; Johnson, Onwuegbuzie, & Turner 2007; Onwuegbuzie &
Leech, 2004b; Tashakkori & Teddlie, 2003). Such afr integrated pattern echoes the

™ Quantitative research focuses on deduction, confirmation, theory/hypothesis testing, explanation,
prediction, standardised data collection, and statistical analysis; qualitative research emphasises
induction, discovery, exploration, theory/hypothesis generation, researchers as the ‘instrument’, and
qualitative analysis {Onwuegbuzie & Leech, 2004b).
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holistic perspective suggested by Habermas’s (1971) theory of knowledge-

constitutive interests®® and may help researchers in the pursuit of emancipatory
knowledge.®

Consequentpy, this approach is gradually becoming a new tradition in both
educational and leadership research (Johnson & Onwuegbuzie, 2004; Molina-Azorin,
2009; Niaz, 2008; Teddlie & Tashakkori, 2003). Particularly in principalship
research, this approach is increasingly employed by researchers in the field (see
Leithwood et al., 2006a). Considering the aforementioned transformative-
emancipatory stance embedded in the approach, a mixed method exploration would
benefit the establishment of an original knowledge base of principalship in Chinese
schools instead of one aping Western countries. As indicated in Chapter Three, both
quantitative and qualitative approaches have been established in Mainland China and
are increasingly combined in research. In this context, it seemed desirable to conduct
an empirical study in Mainland China by integrating the two complementary research

paradigms together.

Of course, this third approach is by no means flawless. it is difficult and demanding
for a single researcher to carry out both qualitative and quantitative research. It is
more expensive and time-consuming. Some of the details of mixed methods research
remain to be worked out. As Teddlie and Tashakkori (2003) observed, however, this
research paradigm is still in its ‘adolescence’ and so needs academic exploration and
supportive application for further advancement. In view of this, the present study

applied this emerging research paradigm.

Pragmatist Perspective
Once a quantitative or qualitative approach has been determined, the paradigm is

normally explicit, expressing positivism or constructivism. As regards the mixed
methods research paradigm, the concern is how different paradigmatic perspectives

are integrated (Tashakkori & Teddlie, 2003). In accordance with its scope, this study

% In Habermas's theory (1971), there are three human cognitive interests (technical, practical, and
emancipatory) and the respective social media of work, language, and power. Coupling the human
interests with social media leads to three types of knowledge and related means of knowing or
scientific methodology (empirical-analytic, historical-hermeneutic, and critical social). This typology
comresponds to three major paradigms of the mixed methods research: positivist-postpositivist,
interpretative-canstructivist, transformative-emancipatory (Mertens, 2003).

*! One paradigmatic foundation of the approach, the transformative-emancipatory position (Mertens,
2003), generally accords with Habermas’s (1971) critical social methodology for emancipatory
knowledge.

99



integrated quantitative and qualitative methodologies from a pragmatist perspective.

The following subsection justifies this position.

First of all, the pragmatist perspective reflects the defining feature of mixed methods
research: combining the best divergent approaches and methods for answers to the
research question(s). The pragmatist calls for ‘whatever philosophical and/or
methodological approach [that] works for the particular research problem under
study’ (Tashakkori & Teddlie, 1998, p. 5). From this perspective, the research design
and implementation are determined by the practical demands of one particular
inquiry (Mertens, 2005; Rocco et al.,, 2003; Tashakkori & Teddlie, 2003; Yardley &
Bishop, 2008). The overiding aim is to make the ‘best use’ of research techniques
and procedures for specific research problems or questions (Tashakkori & Teddlie,
2003; Yardley & Bishop, 2008). In this situation, all methods are compatible and
potentially useful as long as they help to make the data collection and analysis more
accurate or the inferences more useful (Mertens, 2005; Patton, 1990; Rocco et al.,
2003; Tashakkori & Teddlie, 2003). This flexible perception of research
methodology has been universally recognised as one of the major paradigmatic
foundations of mixed methods research (Densten, 2008; Hall & Howard, 2008;
Johnson, Onwuegbuzie, & Turner, 2007; Onwuegbuzie & Leech, 2004b; Rocco ef al,,
2003; Tashakkori & Teddlie, 2003).

Second, the scope of the research required a pragmatic integration of the divergent
research paradigms. This study was intended to investigate the core leadership
practices of Chinese principals. As noted earlier, leadership practice not only points
to the observable interactions among leaders, followers and contexts, but also
involves the subjective matter constructed by relevant people within specific contexts
{Antonakis et al., 2004; Densten, 2008). Accordingly, both objective descriptions
and contextual interpretations were included in the scope of the research. There were
three foci: identifying the generic and specific practices, finding out specific patterns
to describe the enactment of the generic practices, and exploring the underlying
contextual factors. The first two foci exhibited an orientation towards generality,
whereas the third one related to specific situations. As particularity and generality
respectively point to the interpretivist/constructivist and positivist/postpositivist
paradigms, the pragmatist position offers a flexible and purposive strategy of

connecting the two paradigms, mixing them in line with the research questions. In
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this way, the researcher could directly target the central themes of the research, as
well as obtain more detailed information about the interactions between individual
practices and the larger social context they share with others (Greene & Garacelli,
1997).

In sum, from the pragmatist angle, any means can be utilised to reach the ends;
research methods should follow research questions in the way that offers the best
chance to obtain useful answers (Johnson & Onwuegbuiie, 2004; Punch, 2006). This
enables researchers the flexibility to choose appropriate research methods to help
them obtain pertinent answers to their research questions. Thus, this study built an
integrative research design so that the quantitative and qualitative perspectives and
relevant methods were combined: in the light of the research scope and specific

questions. The research design is presented in the following section,

Research Design
The research design sits between the research questions and the data and shows how

the research questions will be connected to the data (Punch, 2005). Considering the
research questions against the pragmatist principle, the study adopted a-partially
mixed sequential equal status design that draws on quantitative and qualitative
approaches and priority was given to the former. This section explains the

underpinning grounds and specific methods involved in the design.

Partially Mixed Sequential Equal Status Design
A mixed methods research design can be represented as a function of three

dimensions: level of mixing, time orientation, and emphasis of approaches (Creswell
& Plano Clarke, 2007; Leech & Onwuegbuzie, 2009). The first issue is to ascertain
where the mixing of the qualitative and quantitative methods will occur. The second
dimension determines whether the qualitative and quantitative stages should be
conducted concurrently or sequentially. The third is to decide whether both the
methods are given equal weight. This study employed the partially mixed sequential

equal status from the pragmatist stance; research methods serve research questions.

First, the partially mixed design met the needs of the research questions. According
to the extent of the mix of quantitative and qualitative techniques, the research design
can be classified as a fully mixed design or a partially mixed design (Leech &

Onwuegbuzie, 2009; Onwuegbuzie & Johnson, 2004). This research involved
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exploring and explaining the key leadership practices of Chinese school principals.
Within the study's remit there are three questions (i.e. ‘what’, ‘how’ and ‘why’
questions). All these questions could be answered through both approaches.
Therefore, after the quantitative and qualitative data had been separately collected,
the two types of data were pooled together in the process of data analysis in order to

answer the research questions. This was a partially mixed design.

Second, the sequential design was required by the sequence of the research questions.
As stated above, the research questions involved an investigation into measurable
practices (what and how) and contextual explanations for the practices (why). Among
various research methods, quantitative methods are usually utilised to measure
phenomena objectively, test hypotheses, make generalisations, or construct
relationships (Antonakis et al., 2004). Thus, they were mainly used to identify the
actions and approaches composing the core leadership practices and explore the
potential contextual factors (i.e. the first and third questions). On the other hand,
qualitative research would provide more in-depth understanding of the contextually
rich phenomena (Denzin & Lincoln, 2005) because it is ‘building a complex, holistic
picture, formed with words, reporting detailed views of informants, and conducted in
a natural setting’(Creswell, 1994, p. 2). Thus, it was mainly used to answer the
second and third questions. In other words, the study applied quantitative

investigation followed by qualitative research.

Finally, equal status was given to both paradigms. As described in the preceding
section, quantitative research is based on a positivist philosophy which assumes
social facts as objective realities apart from individuals’ beliefs. Qualitative research
is rooted in constructivist and/or interpretive paradigms, which hold that reality is
socially constructed through individual or collective definitions of the situation
(Taylor & Bogdan, 1984). Both of the methodologies have their own advantages and
disadvantages in exploring social phenomena (Johnson & Onwuegbuzie, 2004,
Tashakkori & Teddlie, 2003). Therefore, the study gave them equal weight in order
to produce a sounder understanding of the core leadership practices of Chinese

schoo] leaders.

Overall, this arrangement cohered with the explanatory sequential design described
by Creswell and his colleagues (2003), which begins with a quantitative phase

followed by a qualitative one. The first stage aims to identify major findings and the
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next stage is to explain or enhance prior inferences. Within the design, a survey and

follow-up interviews were sequentially conducted in this study.

Survey and Interviews
This subsection introduces the specific methods used in this study. Antonakis and

colleagues (2004) have summarised the types of quantitative methods and qualitative
methods employed in leadership research: a quantitative approach involves
laboratory experiments, field experiments, field studies, and survey research and
qualitative investigation comprises ethnography, grounded theory, case studies,
phenomenological studies, and action research. This classification is consistent with
other scholars' taxonomies of quantitative and qualitative methods (e.g. Punch, 2005;
Mertens, 2005). Using this classification, this study was conducted in a non-
experimental ‘field’ or natural environment consisting of a questionnaire survey and

follow-up interviews.

Generally, the ‘field study’ was required by the contextual and complex nature of
leadership practice. As Kerlinger (1986) contended, much research nowadays in the
behavioural sciences involves non-experimental research in that there are many
possible causes for human behaviours in non-experimental conditions. The
researcher cannot have control over all the independent variables in complex real-life
conditions, ‘because their manifestations have already occurred or because they are
inherently not manipulable’ (Kerlinger, 1986, p. 348). Accordingly, majority
research in leadership area is conducted in the real-life ‘field’ {e.g. Atwater, Dionne,
& Avolio, 1999; Bass ef al., 2003; Wong, 2006). The literature review in Chapter
Three also suggests that principal leadership practice needs to be examined within
specific contexts. Accordingly, the quantitative and qualitative methods were applied

in a real-life school context in Mainland China.

Specifically, a questionnaire survey was conducted in the quantitative investigation.
Survey research is used to determine or describe the characteristics of a population or
the relationship between variables by collecting data from a large number of people
(Antonakis ef al., 2004; Punch, 2005; Mertens, 2005). This method permits
generalisation based on ‘standardised questions of large, representative samples of
individuals’ (Cohen & Manion, 1994, p. 38). Thus, it has been widely used in
leadership research {Antonakis et al., 2004) and the particular research field of
principal leadership (e.g. ISSPP, see Leithwood et al., 2006a; Li & Zhang, 2006; Luo
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& Najjar, 2007). More importantly, it could help to collect opinions from a larger
group of participants to provide pertinent answers to all the research questions of this
study. It could not, however, provide a detailed description of the influence of the
contextual factors on principals’ leadership practices. Thus, qualitative interviews

were conducted in the following phase to provide more information about the reality.

An interview has been defined as ‘a conversation between researcher and informant
focusing on the informant’s perception of self, life and experience, and expressed in
his or her own words’ (Minichiello et al., 1990, p. 87). During the process,
interviewees can express their deeper feelings and tell real stories and interviewers
can respeond by using proper questions to help them clarify or expand their answers
and explain questions when respondents feel perplexed (Drever, 1995, pp. | & 8).
This process helps researchers to see situations as participants see them, so that the
meanings interviewees attribute to a given situation become clearer (Sharp &
Howard, 1996). The face-to-face communication also enables researchers to learn
directly about respondents’ initial reactions to the interview questions. This helps
researchers to assess the candidness of respondents and the authenticity of their
answers (Wang, T., 2004). Therefore, this method is regarded as a main vehicle for
intensive collection of qualitative data (Denzin & Lincoln, 2005; Mertens, 2005;
Punch, 2005). It fulfils the need for in-depth investigation into contextual reasons for

the core leadership practices of Chinese school principals.

In sum, this study conducted a questionnaire survey followed by in-depth interviews.
The survey aimed to identify, describe, and partly explain the target phenomena. The
following interviews provided intensive description and potential explanation for the
phenomena within real-life situations. The inferences deriving from the two types of
data answer the research questions. Table 4.1 illustrates the research design and the
functions and related research questions of the specific methods. Consistently with
the methodological landscape, mixed sampling strategies were adopted to select
participants of the study.
Table 4.1 Research Design

Research design Functions
S Describing generic and specific practices;
QUAN Survey exploring contextual factors.
i) . Describing the enactment and contextual
Interviews

QUAL

influence; confirming and expanding prior
inferences,
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Sampling Scheme
A sampling scheme involves the determination of the research site and the utilisation

of pertinent sampling strategies to select participants. This section clarifies where the
study was conducted, whom it targeted, and how the participants were identified. The
research site of this study included four cities. For optimal selection of the
informants, two sampling strategies, purposive sampling and probability sampling,

were used in accordance with the mixed methods research design.

Research Site
The research site is the specific context for the sampling and conduct of an

investigation. This study was mainly conducted in Beijing, the capital city of China,
and Guangzhou, the capital city of Guangdong province, as well as Zhengzhou, and
Shenyang, two provincial capital cities of China. There were two major reasons for

this decision.

First, to a great extent, school education in these cities could reflect the complex
context facing contemporary Chinese school leaders, as pointed out in Chapter Three.
Geographically, these big cities are respectively located in northeast, north, central
and south China, Beijing and Guangzhou particularly being known for their abundant
economic and human resources. In some senses, the societal context in these places
is typically characterised by a mixture of the influences of the market, the
government, the international exposure, and the traditional culture. The local
authorities give priority to the development of local education system and the
societies provide adequate support for school education. Therefore, the schooling in
these cities, particularly Beijing and Guangzhou, has played the leading role in the
recent national education reforms (see Chapter Two). In a sense, they could be
considered as a miniature version of the current educational context on the Chinese
Mainland. Since it is not possible for one study to cover all the principals in China, it
seemed sensible to conduct the research in sites that typically reflect the current

educational context in Mainland China.

Second, there were some personal and practical considerations. The researcher had
spent three years studying for her master's degree in educational administration at
Beijing Normal University. She had always wanted to do some in-depth educational
research in Beijing because of her affection for this city and her special academic

interest. Her three years as a research postgraduate in this city provided familiarity
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with the local educational context and academic community. This would facilitate
her approach to potential participants and the consequent research. In fact, it was a
scholar in Beijing who helped the researcher to gain access to the samples in
Shenyang. With respect to Guangzhou, there were two operational concerns. For one
thing, it was convenient to conduct the research in Guangzhou owing to its
geographical nearness. On the other, the researcher had access to the target
population in Guangzhou so that it was feasible to conduct the research there. As
regards Zhengzhou, it is the capital city of the researcher’s hometown province and
thus she could get in touch with some local schools through personal connections.

The study gave final priority to sampling in Beijing and Guangzhou, however.

Sampling Strategies
Selection of a sampling scheme is closely related to the research questions, methods

and related instruments, and the resources available (Maxwell & Loomis, 2003).
Existing sampling techniques are mainly divided into two categories: probability
sampling and purposive sampling (Tashakkori & Teddlie, 1998). Different sampling

strategies are normally attached to distinct research paradigms and methods.

Probability sampling means selecting a relatively large number of units from a
population, or from specific subgroups (strata) of a population, in a random manner
where the probability of inclusion for every member of the population is
determinable (Teddlie & Tashakkori, 2003). The goal of this sampling process is
generalisation or the chance to extrapolate findings from a subset of a population or
particular setting and apply them to a larger defined population of people. This

strategy is normally associated with quantitative research.

Purposive sampling is based on the assumption that one needs to select a sample that
is most likely to provide relevant and valuable information or to allow researchers to
develop or test particular theoretical ideas (Maxwell & Loomis, 2003, Stake, 1978).
The goal of this sampling strategy is to select participants who can supply rich
information with respect to the purpose of the study (Kemper, Stringfield, & Teddlie,
2003; Patton, 1990). The sampling process is typically used in qualitative research.

Neither of them, however, is the sole domain of either research paradigm
(Tashakkori & Teddlie, 1998). For a mixed methods study, all the sampling

techniques can be used to answer the needs of the research design (Teddlie &
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Tashakkori, 2003). Thus, this study matched different sampling techniques with the
needs of the research and the types of specific methods, as shown in Table 4.2.

Table 4.2 Sampling Strategies
Sequential Mixed Methods Research Sampling Strategies
Generally identifying potential Purposive sampling (typical &

participants information intensity)

Quantitative survey Convenience sampling
Cluster sampling

Qualitative interviews Convenience sampling

Volunteer sampling

The purposive sampling technique was first used to determine the target population
because the research needed to be informed by proper participants. Above all, the
research questions explicitly pointed to a focus on the core leadership practices of
Chinese school principals. As the priority of sampling was given to Beijing and
Guangzhou, the participants mainly came from schools in those cities, complemented
by samples from two schools respectively located in Zhengzhou and Shenyang.
According to the sampling strategy, the informants who could provide rich
information about the research topic were principals, teachers and staff working in

secondary schools.

First, Chinese secondary school principals work in a particularly challenging context.
As Chapter Two indicates, students receiving nine-year compulsory education are
now enrolled on a catchment area basis and post-compulsory enrolment is still highly
competitive. The scores of municipal-level HSEE and national-level CEE are the
most important determinant of admission to high schools and colleges and thus act as
a key *lever’ in the adjustment of school instruction and administration (Feng, 2006;
Qian, 2008). Partly resulting from these extremely selective exams, principals of
Chinese secondary schools have to deal with more pressure from society and school
stakeholders. As the results of the exams are also the ultimate determinants in
evaluation of school performance, ensuring a good exam result is exceedingly
important for Chinese secondary schools and their leaders. In addition, secondary
schools often have a larger size and a more complicated organisational structure than
those at lower levels. All these factors suggest that Chinese secondary school
principals face considerable tensions and challenges in their leadership practice. Thus,
their experience could be seen as representative of authentic expertise in leading

Chinese schools.
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Second, the involvement of other school members in the study could lead to a more
complete perspective on Chinese principal leadership practices. Some indigenous
research has indicated the divergent perceptions of principal leadership between
principals and their staff in Chinese schools (e.g. Wang, F., 2005). In reality, as the
major witness of their principals’ leadership practices, school teachers and staff
could offer a more objective perspective on how these principals lead in real-life
situations. In this connection, involving other school members in the investigation
might ‘increase confidence in making generalizations to particular subgroups’
(Patton, 2002, p. 243). The target population of this, therefore, study consisted of
both principals and other school members from secondary schools in the four cities.
The specific sampling techniques used in the survey and interviews are explained in

the following section.

Other strategies were also used to gain access to the participants. Initially, internet
resources, such as governmental websites, were explored to abtain information about
school education in the sample sites. Meanwhile, the researcher consulted relevant
scholars and practitioners about the potential participants and asked them for help to
access the population. After locating the sample sites, the researcher contacted
certain key persons via phone, e-mail and formal invitation to arrange the field study.
After the survey and interviews, souvenirs were sent to these people to thank them

for their help.

Data Collection
In the light of the sequential mixed methods research design, the data collection

involved two phases: the questionnaire survey and the follow-up interviews. The
survey was executed to capture the leadership practices characterising the principals
working at the sampled schools and the relevant contextual factors that might
influence their leadership practices. A pilot study was conducted before the main
survey to pretest the instrument for the quantitative research. The interviews were
intended to provide a deep understanding of the enactment and emergence of these
practices in real school contexts. The following subsections explicate the operational

procedures of the pilot study, the main survey and the follow-up interviews.

Pilot study
Before the main quantitative investigation conducted with a questionnaire, a pilot

study was carried out in January 2010. It aimed to evaluate all the items and the scale
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as a whole to check the content of the instrument and the operational process of data
collection (Converse & Presser, 1986; De Vaus, 2002; Mertens, 2005; Punch, 2005).
It was essential to ensure linguistic accuracy, since the questionnaire was based
partly on the framework developed in English-speaking counties, whereas all
respondents were native Chinese and might not understand English (see Mertens,
2005). In addition, this process could help the researcher gather relevant information

to frame the qualitative research tool (Teddlie & Tashakkori, 2003).

Sampling. The pilot sample included two cohorts of participants. The first cohort was
37 trainees who participated in a training programme provided by South China
Normal University in Guangzhou, involving principals and middle administration
from secondary schools. The second cohort consisted of 226 participants, involving

principals, teachers and staff from two secondary schools in Zhengzhou.

These participants were selected because they resembled those to whom the main
questionnaire would be administered and thus could help to circumvent inappropriate
questions, highlight particularly useful questions, uncover problems with language,
and alert the researcher to any misunderstanding about Chinese principaiship (see
Mertens, 2005; De Vaus, 2002). As explained in the preceding section, the
participants in this study were the principals and other school members of secondary
schools in the four Chinese cities. Taking account of the limited time and resources,
the researcher adopted a convenience sampling strategy to collect information from
qualified participants who were easily accessible, as suggested by Kemper,
Stringfield, and Teddlie (2003).

Data collection. The pilot study contained two parts, a preliminary test (about 20
minutes) followed by a semi-structured interview (about 20 minutes), and a pilot
survey (20 minutes). The preliminary test was used to confirm the face validity® of
the pilot questionnaire and obtain further information to refine the pilot scale and
help the researcher to learn more about the target group. The first cohort of the pilot
sample participated in the pretest and was asked to answer the preliminary
questionnaire and comment on its relevance to the research topic, the clarity and
legibility of the expression, and any other matters related to principal leadership

practices. Their feedbacks were used to improve the quantitative instrument and help

"2 Asking respondents whether the instrument looks valid to them is an important method of
establishing face validity (Muijs, 2004).
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the researcher to understand the target group (De Vaus, 2002). All the interviews

were tape-recorded with the participants’ permission.

After the necessary revision, the pilot questionnaire was retested with the second
cohort of 226 participants®® to examine the validity and reliability of the instrument.
This led 10 142 (62.8%) valid responses. Table 4.3 provides the demographic
information about the participants in the pilot study.

Table 4.3 Respondents of the Pilot Study
Frequency Percent (%)

School

School | 133 58.8
School 2 93 41.2
Gender

Male 80 354
Female 139 61.5
Missing 7 3.1

Position

Teacher 182 80.5
Staff 16 7.1

Leader of teaching & research unit/the grade 10 4.4
Director of teaching & discipline/general affairs 5 2.2
Deputy secretary of general party branch 1 0.4
Vice-principal 2 0.9
Principal 1 0.4

Otheérs 3 1.3

Missing 6 2.7

Total 226 100

Instrument. Before the pilot survey, the researcher had interviewed three principals in
Beijing :o obtain primary information about Chinese principalship in order to prepare
the questionnaire. After that, the researcher developed the pilot questionnaire. This
instrument was constructed on the base described in Chapter Three. This base
combined the core leadership practices identified in recent cross-cultural research
(e.g. ISSPP), the dimensions confirmed in the study of vice-principalship in Hong
Kong, and the findings emerging from the relevant indigenous research (e.g. Liu,
2005). Since the: target participants were native Chinese, all the items originating

from Western and Hong Kong research were translated from English to Chinese.

 De Vaus (2002) regards 75 to 100 respondents as adequate for a pilot test and Mertens (2005)
suggests that there should be 100 observations for each major subgroup and 20 to 50 for minor
subgroups. Given the quantitative disparity between principals and teachers in reality, the sampling
size is thought appropriate for the pilot study.
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For the translated items, the translation procedures contained split translations and
back translation® (Harkness, Van De Vijver, & Mohler, 2003; Mertens, 2005). Two
translators separately translated their own sections. At a reconciliation meeting, the
transtators and a translation reviewer went through the questionnaire question-by-
question to agree on the translation. Then the Chinese version was translated back
into English and compared with the original in order to improve the accuracy and
exactitude of the translation. Aftgr that, the translators reviewed the adjustment and
finalised the diction in another reconciliation meeting. All the translators and
reviewers were bilingual and had a good knowledge of the research topic and the
specific research methods. Through these procedures the researcher could ensure the
quality of the translation and minimise possible translative errors (Harkness, Van De
Vijver, & Mohler, 2003).

All of the original items were developed on the basis of existing research findings
(Appendix 3.6, see Chapter Three), involving a set of measurement items and
demographic questions. Afler the original descriptions were formulated, these items
were reviewed by another Chinese researcher in the field and adjusted accordingly.
Then, a final version of this part wag added to the translated content in a uniform
format to form the pilot scale, which was structured according to the theoretical
framework of this study (see Table 4.4). At the end of the gquestionnaire, several
open-ended questions were asked for feedback on the questionnaire (see Mertens,
2005).

Table 4.4 Structure of the Pilot Questionnaire
Components Dimensions

Background Demographical information: gender, age and education background;
Information  Professional information: years of teaching, years of being a principai,
position, training times;
Organisational information: school size, school status, type and
school location.

Core Generic practices: setting visions, building school culture, developing
Leadership  people, managing instruction & curriculum, administering internal affairs
Practices & relationships, and building external guanxi & seeking resources.

Contextual  Personal level: knowledge & capacity, personality;
Variables® Organisational level: school culture & climate, resources, and influence

* The process of translating a document that has already been translated into a foreign language back
to the original language, usually done to ensure the accuracy of translation and minimum translative
errors (Harkness, Van De Vijver, & Mohler, 2003).

* The contextual factors that are treated as background information will not be repeated in this section;
for instance, personal level factors such as age, gender, and education background, etc.
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of teachers and other stakeholders;
Social level: societal culture, administration system & policy, political
ideology.

Open-ended Comments on the scale: process, items, time, options, understandability
Questions & clarity, and suggestion for improvement;
Comments on the topic: whether the questions reflect the facts and
suggestions for improvement.

This instrument was adjusted according to the feedback on the preliminary test to
ensure its content validity *® and then examined with the second cohort of the
participants in the pilot survey. All these respondents were required to respond to
every item on a Likert-type six-point scale.” Principal leadership practices were
examined with ‘frequency’ (1= not at all, 2=seldom, 3=sometimes, 4=many times,
5=often, and 6=always) and the contextual factors with ‘influential level’ (1=not at
all influential, 2=slightly influential, 3=relatively influential, 4=very influential, 5=
highly influential, and 6=extremely influential). If a behaviour or a contextual factor
was given a higher rate, it implied that the behaviour was more often used by the
Chinese school principals or the factor was considered more influential by the

respondents.

The two scales of the questionnaire had different functions, however. The
Involvement scale was the main scale of the instrument and was used to measure the
extent of principal involvement in the listed leadership practices. Each item of the
scale described a specific leadership practice. The scale of the extent of influence of
the contextual factors was developed mainly to collect general information about the
potential factors that might affect principal leadership practices. Each item included
in this part was a general description of a potential factor according to the relevant
literature. For example, the first item was ‘Principal personality traits’, a broad
statement which did not point to any specific personalities. Thus, data gathered with
this scale were largely used to generate a broad picture of the influencing factors
within Chinese school context. Therefore, the quantitative analyse of this scale in the

pilot study focused on its reliability.

% See data analysis in this subsection.

% The Likert-type rating scale is widely used in social research, especially when a questionnaire is
used (Punch, 2005). Usually, the scale has five points but there is a problem in that respondents tend
to prefer the middle category (Muijs, 2004). With the traditional pursuit of mean in Chinese societies,
the tendency might be more evident when the respondents are Chinese. In this case, the scale was
designed in the six-point form.
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Data analysis. The role of a pilot test in quantitative research was mainly to refine
the quantitative instrument (see De Vaus, 2002). Two indicators of the quality of
quantitative instruments are validity and reliability (De Vaus, 2002; Muijs, 2004;
Robinson & Shaver, 1973). Thus, both of them were analysed in this stage.

Reliability
Reliability essentially means the consistency and stability of the instrument (Punch,

2005). There are two forms of reliability: repeated measurement (or consistency over
time) and internal consistency. The repeated measurement means the instrument has
to measure the same time at different times. This form of reliability can be assessed -
by administration of the same instrument at two points in time, i.e. test-retest
reliability (Muijs, 2004; Punch, 2005). The interna! reliability ‘relates to the concept-
indicator idea of measurement’ that is identified by the factor analysis (Punch, 2005,
p. 95). In other words, it concerns consistency among the items composing one
construct or the whole scale. This form of reliability estimation requires only one

administration of the instrument (Punch, 2005).

Regarding the current study, assessing internal consistency was more appropriate in
tl;e light of the resedrch purposes, as well as the limited time and access to the target
population, Among different ways of assessing internal consistency, Cronbach’s
alpha-cocfﬁcient (a) is the most recognised indicator used in quantitative data
analysis (Pedhazur & Schmelkin, 1991). The coefficient is currently calculated in
SPSS 15.0. This study used the measure to assess the internal consistency of the
instrument. Specifically, a>0.7 indicates an acceptable level of reliability whereas

a<0.3 implies low reliability (Robinson & Shaver, 1973).

Accordingly, .the internal consistency of the pilot questionnaire was estimated first.
Except for the dimension ‘setting direction’ (0.693), the Cronbach’s alphas of the
other dimensions of leadership practice, the main scale overall, and the scale of
contextual factors were all over 0.8 (0.805—-0.946),' higher than the acceptable level
of reliability.

The results further indicated that the alpha vaiue of the dimension ‘setting direction’
would increase when one item®® was excluded from this group of leadership

practices. In fact, this item was found not consistent with the theoretical definition of

* The item was determining school vision, goals and plans dictatorially.
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this dimension. Thus, the item was excluded from the first dimension and was
reconsidered later. Similarly, there would be better internal consistency when three

items®’

were respectively excluded from the relevant dimensions, but these items
were not deleted and the dimensions were not fixed. The structure of the instrument
was determined and revised during the following exploratory factor analysis. The
internal consistency of the revised instrument was demonstrated by the estimates
presented in the table below.

Table 4.5 Estimates of internal consistency reliability
Cronbach’s alpha

Leadership practices

1.Building school culture and climate 0917
2 Establishing authority (reverse) 0.891
3 .Developing people 0.894
4.Developing external guanxi 0.846
5.Administering internal affairs 0.827
6.Managing instruction & curriculum 0.781
7.Setting direction 0.748
Total 0.938
Contextual factors 0.838

Validity

‘Validity asks the question: are we measuring wh.at we want'to measure?’ (Muijs,
2004, p. 65). There are three sides to validity: content validity, construct validity and
criterion validity. The content validity refers to whether the manifest variables® (i.e.
items of a questionnaire) target the latent variable®® which the research wants to
measure. Comprehensive literature review, establishing face validity, or using a
panel of experts may help to achieve content validity (Muijs, 2004; Pedhazur &
Schmelkin, 1991). All of these were done in this study (i.e. literature review,

preliminary test, and instrument development).

The construct validity ‘examines the relationship among the constructs’(Harrington,
2008, p. 5). According to Cronbach and Meehl (1995), this concept refers to the
examination of a measure of an attribute which is not measured directly or

of)erationally determined, relating the structure of the scale to the theoretical

* These were establishing a hierarchical professional development system in the school, rewarding
teachers and studenis on the basis of their performances, and actively developing school-run business
{o gain more funds for school construction,

% Manifest or observed variables are the variables or indicators a scale actually measures, e.g. an item
of a questionnaire, or a measure attribute (Harrington, 2008; Muijs, 2004).

' Latent variables or constructs are unobserved variables that cannot be directly measured
(Harrington, 2008; Muijs, 2004).
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knowledge of the concept measured. Factor analysis is normally used to determine
the construct validity because it can detect the general dimensions or structure
underlying the responses to a set of questions or observable variables (De Vaus, 2002,
Pedhazur & Schmelkin, 1991). Thus, this analysis is thought to be an appropriate
technique for quantitative data reduction without loss of the information that original
variables provide (Punch, 2005). Two types of factor analysis are often used for this

purpose: exploratory factor analysis (EFA) and confirmatory factor analysis (CFA)

{Pedhazur & Schmelkin, 1991; Harrington, 2008). As they are mathematically
related procedures, these two methods are usually used together to determine the
construct validity of a measure (Harrington, 2008; Muijs, 2004; Pedhazur &
Schmelkin, 1991).

Specifically, EFA is used to identify the underlying factors for a set of variables
whereas CFA can be used to indicate ‘whether a construct is unidimensional or
multidimensional and how the constructs (and subconstructs) are interrelated’ and ‘to
examine the latent (i.e. the unobserved underlying construct) structure of an
instrument during scale development” (Harrington, 2008, p.7). Alti'lough EFA can
generate the basic structure of the underlying factors, the method is often seen as a
data-driven approach to identifying the latent variables so that EFA findings
normally need to be confirmed by CFA testing (Harrington, 2008). In other words,
EFA initially reduces the number of variables by finding the common factors among
them without predetermined dimensions; CAF is appropriate for reduction within a
pretested theoretical framework (Hau, Wen, & Cheng, 2004).

As the pilot questionnaire was meant to discover the structure underlying the
measure and to refine the instrument, the exploratory factor analysis was run in SPSS
15.0 to identify the latent constructs and reduce the items at the same time. In this
process, the Kaiser-Meyer-Olkin measure of sampling adequacy (KMO) and
Bartlett’s test of sphericity were conducted®. The method of extracting factors was

principal components and the eigenvalues of extracted factors was one. The

92 The Kaiser-Meyer-Olkin measure of sampling adequacy is an index for comparing the magnitudes
of the observed correlation coefficients to the magnitudes of the partial correlation coefficients. Large
values for the KMO measure indicate that a factor analysis of the variables is a good idea. Another
indicator, Bartlett’s test of sphericity is used to test the null hypothesis that the variables in the
population correlation matrix are uncorrelated. For example, when the observed significance level is
below 9.0000, it can be concluded that the strength of the relationship among variables is strong and it
is a good idea to proceed a factor analysis for the data. (see Norugis, 2007)
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correlation matrix and the screen plot were displayed to help with factor selection.

Varimax and listwise deletion were used in the operation.

The results showed that the KMO value (0.765) was desirable and the Bartlett’s test
confirmed the suitability of EFA operation (see Colman & Pulford, 2008). The total
variance explained, the screen plot, and the rotated component matrix all suggested
that there were seven latent factors. In other words, a seven-factor solution emerged
from the EFA process. These seven factors were essentially consistent with the
dimensions proposed in the exploratory research framework (see Appendix 4.5).
Then, all the items were assessed in line with two criteria: high-factor loading and
conformability to the theoretical framework. At the same time, several items were
restated and added in the light of the feedback from the pilot participants and the
advice of two Chinese scholars in the field. Based on the factors emerging from the
factor analysis, a scale of the importance of these dimensions was added to the
original questionnaire. The revised questionnaire was then used in the following

main survey (see Appendix 4.3).

Main Survey
In this stage, the survey was administered to the target samples with the

questionnaire pretested in the pilot study.

Sampling. Five hundred and seventy-two practitioners working at secondary schools
participated in the survey. * These participants were selected via convenience
sampling and cluster sampling techniques. Convenience sampling ‘occurs where
researchers have easy access to particular sites’, which *has obvious advantages in
terms of cost and convenience’ (Muijs, 2004, p. 40). This study was largely
compieted by the researcher alone. The access to the target population mainly
depended on her personal connections. In this sense, convenience sampling was a
reasonable way to approach the target population. In the study, this method was
mainly used to collect data in secondary schools. During this process, school
type/levels and location were taken into consideration to make sure the sample

represented the real school conditions of the target population.

Cluster sampling was employed to collect data on the relevant training programmes.

This method is appropriate when the sampling unit is a group which occurs naturally

* The number of participants met the requirement for sample size in the quantitative research (see De
Vaus, 2002; Hau, Wen, & Cheng, 2004; Mertens, 2005).
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in the population, such as a class (Maxwell & Loomis, 2003). Since the study would
collect data from both principals and other school members of secondary schools,
cluster sampling seemed a convenient way to collect data from the participants in
these programmes and would reduce the administrative problems caused by more
complicated sampling methods (Pedhazur & Schmelkin, 1991). Thus, the researcher
collected data from all the trainees participating in certain professional development

programmes designed by practitioners working in secondary schools.

Instrument. The formal instrument Leadership Practice Questionnaire for Chinese
School Principals (see Appendix 4.3) was used to collect data in the main survey.
This six-point scale comprised four parts. The first part was composed of the
questions referring to basic background information. The second part related to the
degree of importance of the generic leadership practices (i.e. the factors emerging
from the EFA in the pilot study). The third main scale was the extent of involvement
in the specific leadership practicés. The final part was the descriptive scale of the

extent of the influence of the relevant contextual factors.

Data collection. In the process of data collection, the researcher first gave a brief
self-introduction to the participants and outlined the purpose and process of the
survey to establish trust and credibility. Then, the questionnaire was distributed to
the participants and it took about 30 minutes for them to complete it. The completed
questionnaires were immediately collected only by the researcher to ensure their

confidentiality.

Interviews
Interviews were conducted to collect the qualitative data after the survey. In this

phase, the researcher focused on probing the authentic descriptions of the key
leadership practices exercised by the principals of the sampled schools and the

contextual factors-affecting these practices.

Sampling. Twenty-one informants were selected through the convenience sampling
and volunteer sampling methods. There were six school principals, seven vice-
principals, four teaching directors, and four teachers. The researcher directly asked
the principals participating in the survey to take part in the interviews and allow the
researcher to interview other school members. Of course, not all the principals

accepted the invitation. In this case, the volunteer sampling technique was adopted.
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This method applies when researchers ask people to volunteer to take part in the
research (Muijs, 2004). In other words, the researcher conducted the interviews in the
schools whose principals accepted all the arrangements of the qualitative
investigation. This measure not only enabled the interviews to include enough
informants, but also ensured that these informants were cooperative and willing to
share their stories. During this process, school type/levels and location were taken
into account in order to make sure the sample could represent the real school

conditions of the target population as much as possible.

Instruments. An Interview Protocol (see Appendix 4.4) was constructed from the
research questions to facilitate the interviews. This tool was used only to guide the
conversation to keep core issues addressed. All the questions were carefully
formulated in open-ended format to avoid interviewees being led and to promote a
non-threatening atmosphere and a lively discussion between the participants (Patton,

2002). Both the wording and ordering of the questions were contextually flexible.

Data collection. Before conducting the interviews, the researcher explained the
research purpose and process, addressed the terms of confidentiality, and clarified the
respective roles of informants and researcher. After the interviewees had given
permission for the tape-recording of the interviews, seﬁli-structured interviews {one
to two hours) began. The issues covered and the main questions asked were decided
prior to the interviews but the interview protocol did not necessarily determine the
conduct of the conversations (see Drever, 1995). Depending on the reply of the
informants, different follow-up questions were posited accordingly. This format
allowed the researcher sufficient freedom to explore particular issues of concern
whereas some degree of structure kept the core themes in focus so that the researcher

was able to obtain comparable data across interviewees (Bogdan & Biklen, 1992).

As mentioned ahove, all the interviews were recorded with the consent of the
informants. Meanwhile, a notebook was used as an alternative or used to record key
words from the participant responses or any notable changes in facial expression and
body language. After the interviews, all recordings were transcribed verbatim and
then the transcripts were sent to the respondents for checking, amendments and
additions as necessary. Once the transcripts were verified, they were used for coding

and analysis,
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Data Analysis
As Onwuegbuzie and Teddlie (2003) contended, the data analysis of mixed methods

research represents a more comprehensive analytical technique that permits
researchers to use the strengths of both quantitative and qualitative analysis
techniques for certain purpose(s), such as triangulation, complementarity,
development, initiation, and expansion. They further constructed a seven-stage
mode] comprising data reduction, data display, data transformation, data correlation,
data consolidation, data comparison, and data integration. Among these stages, data
reduction, data display, data transformation, and data integration are generally
applicable whereas data correlation, data consolidation, and data comparison are

three parallel processes that can be used flexibly according to research purposes.

More recently, Bazeley has made a summary of the various strategies for integrating

data:

* Intensive case analysis

« Employment of the results from analysis of one form of data in approaching
the analysis of another form of data (referred to by some as typology
development)

+ Synthesis of data generated from a variety of sources, for further joint
interpretation

» Comparison of coded or thematic qualitative data across groups defined by
categorical or scaled variables {matched, where possible, on an individual basis)
* Pattern analysis using matrices

» Conversion of qualitative to quantitative coding to allow for descriptive,
inferential, or exploratory statistical analysis

» Conversion of quantitative data into narrative form, usually for profiling

» Creation of blended variables to facilitate further analysis

» Extreme and negative case analysis

» Inherently mixed data analysis, where a single source gives rise to both
qualitative and quantitative information, such as in some forms of social
network analysis

» Often flexible, iterative analyses involving multiple, sequenced phases where
the conduct of each phase arises out of or draws on the analysis of the
preceding phase

(2009, p. 205.)

This list largely reflects all the phases after data display in terms of Onwuegbuzie
and Teddlie’s model (2003). For example, the ‘comparison of coded or thematic
qualitative data across groups defined by categorical or scaled variables’ is equal to
the data comparison in the seven-step model; both ‘conversion of qualitative to
quantitative coding’ and ‘conversion of quantitative data into narrative form’ belong

to data transformation, and the ‘creation of blended variables to facilitate further
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analysis’ essentially amounts to data consolidation. In this sense, these stages could

be seen as closely related and can be integrated together.

The current study mainly aimed pragmatically to use quantitative and qualitative
methods to achieve paradigmatic complementarities. Therefore, the pertinent
components of Onwuegbuzie and Teddlie’s model (2003) could be used to guide the
data analysis. Since data reduction and display both focus on reducing different types
of data, the two phases were combined together. The following stages are generally
organised around how to integrate the different types of data. Thus, all these phases
were combined into the data integration. In this way, the defining stages of mixed
methods data analysis could be retained and enough flexibility could be obtained.
More importantly, the two steps met the needs of the research questions. As
explicated in the research design, the quantitative survey and qualitative interviews
were conducted sequentially in order to answer the research questions. The
quantitative and qualitative data did not join together until this stage. The sequence

naturally implied the two phases of data analysis.

Consequently, the two broad steps, data reduction and data integration, were
formulated to direct the process of data analysis in this study. To put it simply, the
quantitative and qualitative data were analysed separately and then pooled together
for further integration. Through this process, all three questions were answered, with
the proper inferences emerging from the two forms of data analysis. Table 4.6
provides a summary of the data analysis and research questions. The following

subsections explain the specific steps involved in the process.

Table 4.6 Summary of Data Analysis and Research Questions

Data Analysis
Research Questions Reduction Integration
Statistics Coding Transform Inform Combine
QL. What N . J J N
Q2. How g N yJ N N
Q3. Why v v v N v

Data Reduction
The first stage referred to ‘reduction of whatever forms of data were gathered at the

data collection stage’ (Onwuegbuzie & Teddlie, 2003, p. 373) into appropriate and
simplified “gestalts or easily understood conflgurations’ {Miles & Huberman, 1994, p.
11). In other words, the quantitative and qualitative data were reduced separately via

respective analytic techniques.
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Quantitative Data
To answer the research questions, the quantitative data were processed with two

software packages, SPSS 15.0 and LISREL 8.7, according to standardised
quantitative analytical procedures (Miller & Salkind, 2002; Onwuegbuzie & Teddlie,
2003). The numerical information emerging from the process was displayed in the
form of tables and graphs, the usual way to display quantitative data (Mertens, 2005).
Table 4.7 displays the statistical strategies used in the analysis of the numerical data.
These statistical techniques are explained below,

Table 4.7 Summary of Statistical Operations

Research questions Statistical operations Functions
Validity & reliability of the Cronbach’s alphas (a) Intemnal consistency
[nvolvement scale Exploratory factor analysis Construct validity

Confirmatory factor analysis

Q1 Generic practices High-order factor analysis Confirm core leadership
Descriptive analysis practices
Cluster analysis Describe specific practices
Correlation analysis & Identify different groups
full-model factor analysis Explore and confirm

interrelationship

Q3 Contextual factors Descriptive analysis Describe & identify factors
Q3 Background variables Correlation analysis ldentify the relationship
IX I;vo::ementtl':ec:e Descriptive analysis Describe background
eaaersni ractl f .

e t-test & ANOVA information

overall level of involvement . . .
Identify the reiationship

Since the main survey involved the use of a questionnaire, the validity and reliability
of the instruments needed to be assessed (Punch, 2005). As in the pilot study, the
construct validity and internal consistency were estimated to evaluate the quality of
the measure. Specifically, Cronbach’s alphas were computed to measure the internal
consistency of each latent construct.”® EFA and CFA were used to validate the
theoretical framework underlying the structure of the instrument, as the main survey
was intended to identify and confirm the latent constructs of the measure. The EFA
was conducted in SPSS 15.0 and CFA was run in LISREL 8.7. Both of them are
widely used for conducting EFA and CFA in social science research (Punch, 2003;

Hau, Wen, & Cheng, 2004). Particularly, the CFA process involved two functional

* See Data Analysis in the pilot study.
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models developed from the original simple model. They were the high-order model
and the fuil model. The factors emerging from these models signified and validated
the generic constructs of the core leadership practices of the sampled Chinese
principals. In this process, the following statistical methods were used for further

analysis.

Descriptive _statistics are universally used to ‘describe or indicate several

characteristic common to the entire sample’ (Mertens, 2005, p. 402), involving mean,
standard deviation, frequency distributions, etc. (Punch, 2005). With SPSS 15.0,
descriptive statistics were run to display the characteristics of the sample, the extent
of the importance and involvement of the core practices and the respondents’

perceptions of the degree of the influence of the contextual factors on these practices.

Correlation coefficient is an indicator of the relationship between two variables
(Muijs, 2004). It varies with the kind of variable used. In this study, the manifest
variables could be generally treated as continuous variables,” which ‘vary in degree,
level or quantity rather than categories’ % (Punch, 2005, p. 86). In this study,
different variables were related to identify the relationship between them through this
operation. For two continuous variables, the correlation coefficient is Pearson’s t,
which can be calculated with SPSS. The criteria for the strength of the relationship
are as follows: <0.+/-1 — weak, <0.+/-3 — modest, <0.+/-5 — moderate, <0.+/-8 —

strong, >+/-0.8 — very strong {(Muijs, 2004),

Cluster analysis is a method used to classify data objects into mutually exclusive
untknown groups based only on information found in the data that describes the
objects and their relationships. The goal is that the objects within a group are similar
to one another and different from the objects in other groups. The technique is often
used to discover a system of organising observations, usually people, into groups
(see Stockburger, 1998). For this study, this method was used to discover the
potential groups according to the reported extent of principal involvement in the six

core leadership practices.

T-test and ANOVA. The t-test is designed to test the difference between means of a

continuous variable between two groups. Analysis of variance (ANOVA) is a

£

% According to a more stringent criterion, rating scale points to ordinal variables (i.e., Muijs, 2004).
% Ie. discrete variables, categorical variables, discontinuous or nominal variables, such as gender,
school type.
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method used to compare the mean score of a continuous variable or an ordinal
variable with many scale points between a number of groups (Muijs, 2004; Punch,
2005). The independent variable has to be nominal or ordinal. Both of them can be
easily calculated in SPSS and a cut-off point of <0.05 is usually used as a rule of
thumb to determine whether or not the relationship is significant (Muijs, 2004). In
the study, the two tests were used to find out the effects of different background

variables on the principals' involvement in the core leadership practices.

Multiple linear regression (MLR) is used to look at ‘the relationship between one

dependent variable and one or more predictors’ (Muijs, 2004, p. 160). This method is
developed for use in non-experimental research and aims to relate different variables.
It requires the dependent variable to be continuous whereas the predictor variables
can be continuous, ordinal, or nominal.”’ MLR was performed in SPSS 15.0 to detect
the relationships between involvement in the individual core leadership practices and
the overall level of involvement. The process generated several important indicators,
adjusted R square, b, and beta. The adjusted R square indicates how well a model is
likely to fit with the population (Muijs, 2004). There is a rough guide: <0.1 — poor fit,
0.11-0.3 — modest fit, 0.31-0.5 — moderate fit, and >0.5 — strong fit. The b coefficient
indicates the value that dependent variables will change by if the independent
variable changes by one unit. The beta is a standardised coefficient for effect

comparison, varying between zero and one, the strongest effect.

Qualitative Data
In this study, the collected qualitative data were analysed to help with in-depth

understanding of the core leadership practices and the relationship between these
practices and the contextual factors. The analysis process ‘occurs throughout the data
collection process’ (Mertens, 2005, pp. 420-421). Owing to the diverse methods for
analysing social life, different techniques can bé used to analyse qualitative data
(Punch, 2005). Among these methods, the best one needs ‘to be systematic,
disciplined and able to be seen (and to be seen through, as in “transparent”) and
described’ (Punch, 1998, p. 195). Given this requirement, the study borrowed three
coding tools commonly associated with the grounded theory analysis tradition. The

decision was made because they are well-established and systematic coding

¥ In regression analysis, nominal or discrete variables, which express group membership or categories,
need to be transformed into binary or dummy variables (Hardy, 1993; Muijs, 2004; Punch, 2005).
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strategies that help to ensure standardisation and rigour in the process of qualitative

data analysis. During the process, the researcher used the qualitative data analysis
software, NVIVO 8.7, to conduct the analysis.

The typical strategy in grounded theory analytic process involves three coding steps:

open_coding, axial coding, and selective coding (Mertens, 2005; Punch, 2005;
Strauss & Corbin, 1990). The initial coding is typically descriptive and of low
inference, whereas the latter codings integrate data by using higher-order concepts.
The first open coding pertains to ‘the naming and categorizing of phenomena
through close examination of data’ (Strauss & Corbin, 1990, p. 62). The process is to
identify categories of data and their related properties and dimensions (Punch, 2005;
Mertens, 2005). Operationally, the researcher separated interview transcripts into
discrete parts, compared them for similarities and differences, and gave each part a
label that stood for a specific theme. The codes were identified through looking for
repetitions and words or phrases that carried special meanings for the participants,
and then the related concepts were grouped into categories. As Strauss and Corbin
(1998) recommended, the open codes and memos were written on the side of the

transcripts and all the emerging concepts or categories were regarded as provisional.

The following axial coding is a process in which fractured data obtained through
open coding are put back together ‘in new ways by making connections between the
category and its sub-categories’ (Strauss & Corbin, 1990, p. 97). This step aims to
relate a main category with properties, dimensions and minor affiliated categories
with a theoretical memo (Strauss & Corbin, 1998). In this study, axial coding was
used to make connections among the different categories of the contextual factors to
find patterns, consistency and/or inconsistency among them. At the same time, it
contained ‘constant interplay between proposing and checking’ (Strauss & Corbin,
1990, p. 111). »

Finally, the selective coding was utilised to select the core category, systematically
relate it to other categories, validate those relationships, and fill in categories that
needed further refinement and development (see Strauss & Corbin, 1990). The
objective of this coding phase was to integrate and pull together the developing
analysis. The coding techniques were the same as those in the earlier coding steps,

but at a higher level of abstraction (see Strauss & Corbin, 1990; Mertens, 2005;
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Punch, 2005). All the qualitative information involved was presented with suitable
formats selected from variform qualitative data displays, such as ‘matrices, charts,

graphs, networks, lists, rubrics, and Venn diagrams’ (Mertens, 2005, p. 373).

Data integration
Data integration took place after the two types of data were individually processed.

This process was used to generate sounder understanding of the leadership practices
identified in the study. In this stage, different kinds of data were ‘integrated into a
coherent whole or two separate sets of coherent wholes’ {(Onwuegbuzie & Teddlie,
2003, p. 377). According to the strategies listed by Bazeley (2009), this study
adopted three strategies to integrate different forms of data. Through this process,
quantitative and qualitative data were pulled together to generate a more complete
picture of how Chinese school principals lead their schools under a variety of

contextual influences.

First, data transformation were utilised to facilitate further processing (Onwuegbuzie
& Teddlie, 2003). This strategy involved qualitising quantitative data and/or
quantitising qualitative data (Onwuegbuzie & Teddlie, 2003). For quantitative data,
factor analysis was used to generate descriptive themes or dimensions from
numerical information (Onwuegbuzie, 2001; Onwuegbuzie & Teddlie. 2003), owing
to the natural function of this technique, as stated earlier. For the qualitative data, the
researcher adopted a common strategy of counting emerging themes or calculating
the frequency of categories (Onwuegbuzie & Teddlie, 2003; Tashakkori & Teddlie,
1998). Second, the sequence of data collection implied that a typology development
strategy was applicable. In the study, the dimensions emerging from the preceding
quantitative data were used to help code the qualitative data. Third, the different
types of data were combined in order to generate a more complete picture of the
relevant issues (Onwuegbuzie & Teddlie, 2003). The combination was relevant to the
core leadership practices of the sampled school principals and the contextual factors

identified in the prior analysis.

Quality of Mixed Methods Research

In terms of research quality, quantitative and qualitative methods have their own
criteria, such as the internal and external validity of quantitative research, and the
credibility and transferability of qualitative research. As the mixed methods research

integrates the two approaches, the quality criteria of the mixed methods research
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need to be a set of bilaterally applicabie terms. Combining the divergent
nomenclatures, Teddlie and Tashakkori (2003) developed a set of indicative terms
for mixed methods research, involving data quality, inference quality, and inference
transferability, These terms transcend the quantitative and qualitative orientations,
offering a common nomenclature to denote the quality of mixed methods research.
Therefore, this study employed these double-edged concepts to discuss the research

quality.

Data quality indicates the extent to which the data are regarded as
‘acceptable/trustworthy’ or adequate to represent the ‘theoretical phenomena or the
attributes under study’ (Teddlie & Tashakkori, 2003, p. 694). The term describes the
validity, trustworthiness, reliability and dependability of the research. Thus, research
must be conducted under certain established procedures in terms of both quantitative

and qualitative research paradigms.

This study was designed to mix sequentially the questionnaire survey and in-depth
interviews with consistent concentration on the research questions. This ensured
‘consistency within aspects of the same measure or observation’ and ‘consistency
between different procedures for measurement or observation of the same
phenomenon’ (Teddlie & Tashakkori, 2003, p. 694). The prolonged engagement of
the researcher with the respondents through multiple data collection approaches
provided an opportunity for data triangulation (Patton, 2002; Teddlie & Tashakkori,
2003). Furthermore, the study carefully observed the principles of conducting
quantitative and qualitative research and preserved a record of the questionnaire
development, interview protocol and audio records, field notes, and coding notes to
achieve an ‘audit trail’; all are recommended for strengthening the reliability of the

data (Lincoln & Guba, 1985, p. 319).

Inference quality indicates the accuracy with which conclusions have been drawn
from a study (Teddlie & Tashakkori, 2003), i.e. ‘whether the inferences meet the
minimum criteria to be defensible/credible’ (p. 694). The concept essentially
amounts to the internal validation of quantitative research and the credibility of
qualitative probes, involving two components: design quality and interpretative
rigour. The former concerns the quality and rigour of the procedures implemented

and the consistency within the design and the latter refers to the defensibility of the
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results or findings interpreted from the data (Teddlie & Tashakkori, 2003). The

criteria integrate the standards of evaluating quantitative and qualitative research.

With regard to the current study, the quantitatj;ﬁé survey strictly observed the
principles of quantitative research in sampling, data collection, and statistic analysis.
The audit trail process, data collection triangulation, and the researcher’s prolonged
engagement particularly helped to improve the inference quality (Teddlie &
Tashakkori, 2003). Moreover, ‘peer debriefing’ and ‘thick description’ are also
acknowledged as good strategies for improving inference quality {Lincoln & Guba,
1985; Tashakkori & Teddlie, 1998; Teddlie & Tashakkori, 2003). Accordingly, the
researcher invited the participants and bilingual colleagues to review the interview
transcripts and interpretations, and a description of the context in which the

inferences were made was clearly presented in the research process (Lincoln & Cuba,
1985).

Finally, Teddlie and Tashakkori (2003) consider inference transferability as an
umbrella term that refers to the quantitative term ‘external validity’ and the
qualitative term ‘transferability’. The concept is used to determine ‘whether the
conclusions may be extrapolated beyond the particular conditions of a specific stud?
(Teddlie & Tashakkori, 2003, p. 37). The external validity of quantitative research
relates to population, setting, and time, whereas the transferability of qualitative
research refers to the transferability of the results from the sending context to the

receiving context (Lincoln & Guba, 1985).

In this study, the questionnaire survey was planned according to the quantitative
research principles in terms of instrument developmcnf, pretesting requirement,
sampling (techniques and size), data collection procedures, and statistical analysis
techniques. These considerations helped to ensure the inference transferability of the
quantitative research findings. For the qualitative interviews, the thick description of
the context was used to enhance the transferability of the inferences as Lincoln and
Guba (1985) suggested.

Ethical Considerations
The study involved participants’ personal views so that voluntariness, privacy, and

confidentiality were important ethical considerations. Great efforts were made to
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obtain informed consent from the participants and protect their privacy and the

information they supplied.

Before the pilot and main studies, an invitation (Appendix 4.2) was sent to each
potential participant in which there was an assurance that all of their identifying
information (such as names of institutions or people) would be protected. The
participants were also informed that their participation in this research was voluntary
and did not relate to any performance evaluation. All participants could withdraw
from the study at any time without penalty and avoid answering guestions to which
they did not want to respand. Each of them would receive a copy of their interview

transcript and would have an opportunity to make comments or corrections.

The data were collected directly by the researcher. All personal information was only
accessed by the researcher, who did not disclose any information that was prejudicial
or disadvantageous to the participants. In the stages of data analysis and data
presentation, the identity of each informant was allocated a pseudonym with an
English letter. Consequently, no individual or workplace could be identified by name

or description in the dissertation.

In addition, the cultural and social backgrounds of the participants were also taken
into consideration. The participants consisted of the principals and the staff working
in the selected secondary schools in the four Chinese cities. Their perceptions of
leadership were deeply influenced by Chinese societal culture and the local context.
The researcher respected their dignity, self-esteem, values, ideas, and concerns and
endeavoured to understand their viewpoints in a non-threatening and unassuming
way. With these considerations in mind, the researcher conducted the mixed methods
research as described above. The collected data were analysed via the methods stated

in this chapter.
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Chapter 5 Analysis of the Quantitative Data

As designed, this study was based on both quantitative and qualitative data collected
through the mixed methods research approach. The quantitative data were analysed
via the relevant statistical techniques in SPSS 15.0. This chapter presents the analysis
process of the qualitative data in five sections. The first section gives a brief
description of the profile of the respondents. In the second section, the validity and
reliability of the questionnaire used in the survey were established through two-step
factor analysis and internal consistency assessment. The third and forth sections
present the major findings of the qualitative investigation, including the core
leadership practices and the relevant contextual factors emerging from the analysis.

The last section summarises the contents of this chapter.

Outline of the Respondents
Through the survey, a total of 572 responses were collected from the participants.

Among them, 408 (71.33%) respondents provided valid data. The valid data were
sorted out and prepared for the statistic analysis’. Table 5.1 presents a summary of

the demographic characteristics of the participants who provided valid responses.

Table 5.1 Background Information of the Respondents
Frequency Percent

Gender

Male 140 34.3%
Female 257 63%
Missing 11 2.7%
Age

20-25 26 6.4%
26-30 101 24.8%
31-35 82 20.1%
36-40 72 17.6%
41-45 70 17.6%
46-50 27 6.6%
51-55 16 3.9%
56-60 10 2.5%
Missing 4 1%
Years of Teaching

<5 61 15%
5-10 118 28.9%
11-15 81 19.9%

* In the questionnaire, respondents were asked to provide specific information about years of teaching,
years of being the principal in the present school and in other scheels and the number of these schools,
as well as times of professional training in 2009 and the numbers of vice principals, students, and
teachers of the present school. To better present the information, the researcher transformed the
original continucus data into interval data in SPSS 15.0.
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16-20 62 15.2%

21-25 4] 10%
26-30 19 4.7%
31-35 8 2%
36-40 16 3.9%
>40 1 0.2%
Missing ! 0.2%
Highest Academic Degree Obtained

Associate Degrees 23 5.64%
Bachelor Degrees 338 82.84%
Master’s Degrees 37 9.07%
Doctor’s Degrees 2 0.49%
Missing 8 1.96%
Present position

Teacher/ Administrative/Supportive Staff 317 77.7%
Leader of teaching & research unit/the grade 29 7.1%
Director of teaching & discipline/general affairs 16 39%
Vice principal/Deputy Secretary of General Party Branch |0 2.5%
Principal/Secretary of Genera! Party Branch 16 3.9%
Missing 20 4.9%
Total 408 100%

In light of the summary, majority of the participants were female and in their thirties
or forties. Most of these educational practitioners had a bachelor degree or above and
had worked for no less than five years in schools. The average years of teaching were
more than thirteen (13.62). Some of them had been teaching for more twenty years.
Most participants (75.49%) indicated that they had taken part in professional training
activities or programs at least once in 2009. The average times of profession training
in the last year was nearly six times (5.96). Some participants (73 out of 408)
‘ndicated that they had participated in the professional training more than ten times in
the last year. All the participants were working in secondary schools located in
Beijing (221, 54.2%), Guangzhou (96, 23.5%), Zhengzhou (46, 11.3%) and
Shenyang (45, 11%).

Moreover, the information about the schools in which these respondents work was
collected in the survey. Table 5.2 shows a summary of certain organisational
conditions of the schools. Majority of the participants came from non-exemplary

schools. More than half worked in comprehensive secondary schools” and in cities.

* There are three major types of public secondary schools in China: junior, senior and comprehensive
secondary schools. The comprehensive secondary schools provide both senior and junior secondary
education. Some of them also include primary education,
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In most of the schools, the number of vice principals was less than three. There was

only one comprehensive secondary school which had eight vice principals.

Table 5.2  School Information'®

Frequency Percent Frequency Percent
School status No. of students
Non-exemplary school 310 76% <500 14 3.4%
Exemplary school 98 24% 500-999 141 34.6%
Schooling type 1000-1499 82 20.1%
JSS 91 22.3% 1500-1999 30 7.4%
SSS 97 23.8% 2000-2499 4 1%
CSS 220 53.9% 2500-2999 38 9.3%
Location 23000 97 23.8%
Rural areas 24 5.9% Missing 2 0.5%
Suburban areas 142 34.8%
Urban areas 242 59.3% No. of VPs
No. of teachers 1 102 25%
0-99 73 17.9% 2 102 25%
100-199 231 56.6% 3 166 40.7%
200-299 18 4.4% 4 24 5.9%
300-399 37 9.1% 5 12 2.9%
400-499 47 11.5% 8 ] 0.2%
Total 406 99.5% Missing 1 0.2%
Missing 2 0.5%

Total 408 100 Total 408 100

With a brief understanding of the respondents, the following sections focus on the
reliability and validity of the instrument used in the survey and the findings emerging

from the quantitative data analysis.

Validity and Reliability of the Questionnaire
The survey was conducted with the questionnaire pretested in the pilot study as

elaborated in Chapter Four. The main scale of the questionnaire was the
‘Involvement in specific leadership practices’. Based on the feedback gotten from the
participants in the pilot study, several new items were added to the original scale in
light of the relevant literature {(sece Chapter 4). Therefore, the validity and reliability
of the revised scale needed to be reexamined. This process also aimed to refine the
instrument because the questionnaire had been roughly examined only once in the
pilot study. Consequently, the valid data were used to estimate thle reliability and
validity of the scale.

'% JSS=junior secondary school, $8S=senior secondary schools, CSS=comprehensive secondary
school, VP=vice principal.
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Before these statistic operations, missing data had to be treated in a proper way.
Many methods have been developed to handle missing data. Among various methods,
listwise deletion, pairwise deletion, and mean substitution %! are three traditional
techniques that are commonly employed and easily implemented in quantitative data
analysis. But these methods have to be used conditionally and might lead to biased
estimation and thus they are not highly recommended in light of the recent literature
(see Davey & Savla, 2010; Graham et al, 2003). Instead, several modern approaches,
such as Mulitiple Imputation (MI), Expectation Maximization (EM) and Full
Information Maximisation Likelihood (FIML), have been developed as better ways

to deal with missing data (see Davey & Savla, 2010; Graham et al, 2003).

As far as this study was concerned, there were 128 (31.37%) cases with missing
entries in the valid dataset. Using the listwise deletion would cause a great loss of
information. Besides, all items of the main scale were expected to be correlated with
each other. These suggested a more sophisticated method to process the missing
entries. For this purpose, EM was adopted in the analysis in that the method is able to
make use of information from all cases and correct bias in parameter estimates
(Davey & Savla, 2010). Additionally, it’s easy to conduct the operation in SPSS 15.0.
Thus, all missing values in the valid dataset were treated through EM before the

other statistical operations.

Validity of the Main Scale
As shown above, the questionnaire was administered to different groups of

practitioners working in different types of secondary schools in China. The
participants included teachers, middle management, and school principals. Therefore,
the responses to the Involvement scale actually reflected their perceptions of how

often their school leaders engage in the leadership practices listed in the scale.

The guestionnaire mainly consisted of three scales: Importance of general practices,
Involvement in specific leadership practices, and Influence of contextual factors, The
validity of each scale was considered in line with their major functions. The first
scale, Importance of General Practices, was directly built upon the structure of the

Involvement scale. The seven items included in the scale targeted the broad

'®! In the method of listwise deletion, an entire record is excluded from analysis if any single value is
missing. For the pairwise deletion, the cases will be excluded from any calculations involving
variables for which they have missing data. Mean substitution is to replace all missing data in a
variable by the mean of that variable. (see Davey & Savla, 2010)
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dimensions of the principal leadership practices identified in the pilot study. It
mainly aimed to confirm the importance of these generic leadership practices. Thus,
the validity of this part was actually based on the validity of the main scale of this

questionnaire.

The final scale, Influence of contextual factors, was formed mainly to collect general
information about the potential contextual factors relevant to schoo! principalship in
China. Each item included in this part was a general description of the contextual
factor emerging’ from the literature. For example, the first item was ‘Principal
personality traits’, a broad statement without pointing to any specific personalities.
Thus, data gathered with this scale were largely used to generate a broad picture of
the influencing factors within the specific context of Chinese schools. In this sense,

the author mainly focused on the reliability of this part.

As the matn body of this instrument, the Involvement scale was structured upon the
research framework and designed to measure the extent to which Chinese principals
engage in these leadership practices. The validity of this scale was established
through the two-step factor analysis as stated in Chapter Four. First, an exploratory
factor analysis (EFA) was implemented in SPSS 15.0 to explore the potential
constructs. Second, a confirmatory factor analysis (CFA) was conducted in LISREL
8.7 to validate the structure identified in the first step.

For the operation, the valid data were randomly split into two halves as suggested by
Byrne (1998). One half was used in the process of EFA and the following CFA was
applied to the other half. Each case was given a number. Then, the dataset was split
into two equal groups: cases with even numbers and cases with uneven numbers. The
resultant size of the split set was considered to be justifiable given the total sample
size (Gorsuch, 1983; Hau, Wen & Cheng, 2004; Norusis, 2007).

Exploratory factor analysis _
First, the cases with even numbers were used for the exploratory factor analysis. In

this process, Principal Components method was used to extract underlying factors
with a Varimax approach to rotation. The operation was driven by the rule of thumb
that there are as many factors as there are eigenvalues equal to or greater than 1.0.
The results involved a correlation matrix of the items, KMO Measure of Sampling

Adequacy, and Bartlett’s Test of Sphericity. A screen plot was included to help the
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researcher identify the proper number of potential constructs. Items with factor

3

loadings lower than 0.35 were suppressed.

Consequently, an initial ten-factor solution was generated as shown in Appendix 5.1.
The KMO value (0.941) was desirable and the Bartlett’s test results (x’=12201.865,
df=2145, P=0) confirmed the applicability of EFA. These ten factors explained
70.974% of the total variance. However, some factors (e.g., Factor 1 & 2) involved
too many items while some others only had one or two items (e.g., Factor 9 & 10).
Three items fell under two or three factors with nearly equal factor loadings (i.c.,
awarding the opportunity of professional development to the staff with outstanding
performance, rewarding staff on the basis of their performances, and encouraging
teachers to develop school-based professional programs). There was one factor
which pulled two naturally unconnected items together and thus couldn’t make sense
(i.e., forming a hierarchical and obedient climate within school and keeping a good
personal relationship with officials in charge of local educational administration).
These suggested that the ten-factor structure needed to be refined and a better

solution might result from the deletion of these confusing items.

Accordingly, a second nine-factor solution was attained through the same EFA
operation without the aforesaid five items. In this solution, one item had a relatively
large loading cross two factors (i.e., encouraging healthy competition) and another
one formed a factor by itself (i.e., trusting teachers’ capability of teaching and
delegating power to teachers regarding class teaching). In order to refine the

structure, these two items were excluded in a third EFA operation.

This process led to an eight-factor solution as shown in Table 5.3. These eight factors
could explain 69.448% of total variance. Each of them could be labeled in light of
the items with a larger loading. Accordingly, the first factor was labeled as building
school climate. Factor Two could be regarded as managing administrative affairs.
The following three factors respectively referred to the practices of establishing
authority, developing external relationships/guanxi, and setting direction. Factor Six
pointed to developing people and the seventh factor was composed of the practices
aiming to manage teaching and learning. The last factor signified the practice of

seeking resources.

Table 5.3 The Eight-factor Solution for the Involvement Scale in EFA

Items Factors
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Maintaining a harmonious interpersonal relationship
and climate within school.

Playing an exemplary role in all respects.
Exhibiting high morals and dedication to school
education.

Considering teachers' and students’ needs while
implementing instruction and curriculum reforms.
Encouraging other school members to participate in
decision-making,

Supporting ali staff to participate in professional
development activities.

Creating a supportive environment,

Advocating a morzal-based school culture.
Considering different needs of the staff in terms of
professional development.

Sharing personal professional experience with
colleagues.

Encouraging group work within school.

Actively taking part in principal professional
development activities.

Building effective channels to facilitate
communication between school members.

Centring on teaching and leaming in school to
protect teachers’ teaching from distraction,
Consulting with School Union on major decisions.
Improving staff welfare and working conditions,
Considering individual needs of different staff to
motivate them to work hard.

Leading school through collective management and
decision-making.

Involving teachers when making policies concerning
school instruction and curriculum.

Disciplining subordinates with a human-orientation.
Consulting with Teacher Congress on major
decisions.

Consulting with parents on school instruction and
curriculum,

Consulting with the Party Branch on major decisions.

Making decisions in a participative way.

Sharing leadership power through delegating
subordinates.

Providing sufficient resources for scheol instruction
and curriculum development.

Leading innovations in school instruction and
curriculum,

Reinforcing the hierarchical administrative structure.
Restricting the discussion within the options set by
the principal and rejecting other’s ideas or critiques
in decision-making.

Making all decisions authoritatively in school
administration.

Excluding critical staff from decision-making and
discussion.

Making and implementing school instruction and
curriculum policies from top to down, without
consulting with teachers.

Determining whether a staff can participate in
professional development and the type of training

0.7111
0.696

0.68

0.678

0.659

0.658
0.64%
0.633

0.63

0.624
0.602

0.588

0.583

0.58

0.387

0.378

0.384

0.445

0.382

0.365

0.427

0.406

0.392

0.721
0.688

0.676

0.673

0.667
0.662

0.66

0.654
0.631
0.627

0.612

0.54%

8.499
0.473

0.893

D.867

0.866

0.784

0.746

0.363
0.443

0.397
0.365

0.375

0.423
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programs from top to down, without listen to staff's

voices.

Determining schoo! goals and plans dictatorially. 0.587

Publicising school major developments and

achievements. 0.730
Establishing and maintaining school image and

reputation. 0.361 0.643
Prioritising the implementation of superiors’

educational policies and tasks. 0.627

Paying attention to current and emerging educational

policies to assess the external environment. 0.385 0.600
Keeping a good work relationship with local

educational authorities and the concerned officials. 0.351 0.589
Coordinating various public relationships to promote

school development. 0.398 0.531

Setting a shared goal for school development. 0.656
Involving other school members in designing the

goal. 0.649
Involving other school members in school planning,. 0.629
Explicitly setting goals for student academic

achievement. 0.37 0.577
Advocating a moral-based goal of school

development. 0.471 0.522
Assessing strengths and weaknesses of the school. 037 0.368 0.509
Setting priorities for different school plans and

objectives. 0.386 0.448
Delegating front-line teachers to design school-based

curriculum. 0.56
Promoting ordinary staff’s and teachers® awareness

and capability of participating in school leadership

and administration in profession development. 047 0427 0.548
Establishing a hierarchical professional development

system. 0.356 0.548
Supporting teachers® bottom-up innovations. 0.368 0.54
Promoting middle and above management’s

awareness and capability of participating in school

leadership and administration in profession

development. 0.4 0.404 0.507
Assessing teaching effects and learning progress

against student test scores.

Setting specific standards and expectations for

teaching and learning.

Stressing the tasks and standards of school teaching

and leamning.

Focusing on the change of students” exam

performance. 0.441

Getting extra resources through the connections of

students® parents.

Getting extra resources from social organisations and

individuais.

Applying for government funds to support school

development and construction. 0.358 0.409

0.367

0.682

0.638

0.637

0.594

0.808

0.772

0.473

Kaiser-Meyer-Olkin Measure of Sampling Adequacy {0.943)
Bartlett’s Test of Sphericity: Chi-Square=10842.138 (df=1711, P=0)

Confirmatory factor analysis
Then, the structure identified in the exploratory factor analysis was retested through

confirmatory factor analysis with the other half of the dataset (i.e., the cases with
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uneven numbers). All factors were allowed to freely correlate. The fitness of the
model was assessed using traditional Minimum Fit Function Chi-Square (y?), Degree
of Freedom (df), Root Mean Square Error of Approximation (RMSEA), Non-
Normed Fit Index (NNFI), and Comparative Fit Index (CFI). According to Byrne
(1998) and Hau, Wen, and Cheng (2004), a good mode!l has to meet the following
requirements: low x* and high df or a small ratio of ¥ to df (about 2.00-3.00), a small
RMSEA value (less than 0.08, a value below 0.05 is better), and a large value in
terms of NNFI and CF! (over 0.9).

In course of the confirmatory factor analysis, a series of models were developed from
the initial eight-factor model (i.e., M0). Table 5.4 displays the parameter estimates of
these models. The process of modification was further explained.

Table 5.4 Fit Statistics of CFA Models
Models  df 1 RMSEA NNFI CFl Notes

MO 1624 3425.1(P=0.0) 0.079 097 097 The eight-factor model from EFA

— Adjusting M0 according to the
M1 1624 341330(P=0.0) 0.083 097 097 designed structure of the scale

M2 1511 3140.85(P=0.0) 0.080 097 097 Excluding two items from M1
M3 1511 3112.64(P=0.0) 0.074 097 0.97 M2 with the calibration dataset
M4 1511 3992.22(P=0.0) 0.073 098 098 M2 with the full dataset

_ A high-order model developed
MS 11200 322921(P=00) 0079 098 098 from M4 by deleting two factors

The initial model (MO) confirmed the eight-factor solution emerging from the
- exploratory factor analysis with the validation dataset. However, this model was
slightly different with the designed structure of the scale presented in Chapter Four,
particular regarding the factor of managing administrative affairs. Four items
originally belonging to the practice of developing instruction and curriculum fell
under these two dimensions. For example, the item, leading innovations in school
instruction and curriculum, was designed to embody the practice of developing
school instruction and curriculum. In this model, it was integrated with a number of
practices concerning school internal administration with a comparatively small factor
loading. This seemed inconsistent with the meaning of the statement per se. That’s
also the case for the other three items. At the same time, the modification indices
suggested that it would be much better to put the item of applying for government
JSunds to support school development and construction under the factor of developing

external relationships rather than the dimension of seeking resources.
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Given that the CFA process was used to test the structure of the scale, M1 was
developed through modifying MO in light of the designed structure of the scale and
the relevant modification indices. As a result, the four items mentioned above were
relocated into the factor of managing teaching and learning. These were providing
sufficient resources for school instruction and curriculum development, leading
innovations in school instruction and curriculum, involving teachers when making
policies concerning school instruction and curriculum, and consulting with parents
on school instruction and curriculum. Meanwhile, the item of applying for
government funds to support school development and construction was replaced
under the factor of developing external relationships as the modification indices

suggested.

But the fit statistic of M1 turned slightly worse as displayed in the table above. The
modification indices implied that the model would be better when two items were
excluded. These were reinforcing the hierarchical administrative structure and
assessing tegching effects and learning progress against student test scores. Both of
them had a relatively small factor loading but a large value of measurement error,
especially the latter'®. This suggested that the variance of the two indicators might
be largely caused by the measurement error rather than the related latent constructs.
In other words, these two indicators didn’t fit in with the structure of M1 well and

thus were deleted.

The deletion led tg the following M2. This model generally met the foresaid criteria
used to evaluate the fitness of CFA models. Then, the structure was verified with the
calibration dataset (i.e., M3) and finally validated with the full dataset (i.e., M4).
Consequently, the Involvement scale could be seen as composed of these eight
dimensions. According to the specific items under each factor in M4, the eight
-dimensions could be relabeled as shown in Table 5.5.
Table 5.5 The Eight-factor Model

Factors Items Loading
Setting 4. Involving other school members in school planning. 0.81
direction 2. Involving other school members in designing the goal. 0.79
(SD) 6. Assessing strengths and weaknesses of the school. 0.78

3. Setting priorities for different school plans and objectives. 0.77

1, Setting a shared goal for school development. .73

3. Explicitly setting goals for student academic achievement. 0.7

12 The factor loading and measurement error of the two indicators were respectively 0.26 and 0.93,
and 0.46 and 0.79.
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7. Advocating a moral-based goal of school development. 0.67
Shaping 24. Considering different staff’s needs of professional 0.84
school development.
climate (SSC) 18. Playing an exemplary role in all respects. 0.83
19. Maintaining a harmonious interpersonal relationship and 0.82
climate within school.
14. Considering teachers’ and students’ needs while 0.81
implementing instruction and curriculum reforms.
15. Encouraging group work within school. 0.8
7. Exhibiting high morals and dedication to school education. 0.3
16. Advocating a morzal-based school culture. 0.79
11, Creating a supportive environment. 0.77
9. Building effective channels to facilitate communication 0.77
between school members.
10. Encouraging other school members to participate in decision- 0.77
making.
23. Sharing personal professional experience with colleagues. 0.73
21. Supporting all staff to participate in professional development 0.72
activities.
22. Actively taking part in principal professional development 0.67
activities.
12. Centring on teaching and leaming in school to protect 0.66
teachers’ teaching from distraction.
Developing 28, Promoting ordinary staff and teachers’ awareness and 0.87
people (DP) capability of participating in schoo! leadership and administration
in profession development.
29. Promoting middle and above management’s awareness and 0.83
capability of participating in school leadership and administration
in profession development. _
27. Supporting teachers’ bottom-up innovations. 0.81
26. Delegating front-line teachers to design school-based 0.75
curriculum.
31. Establishing a hierarchical professional development system. 0.7
Managing 35. Leading innovations in school instruction and curriculum. 0.85
instruction &  34. Providing sufficient resources for school instruction and 0.82
curriculum curriculum development.
(MIC) 36. Involving teachers in policy-making in terms of school 0.77
instruction and curriculum.
37. Consuiting with parents on school instruction and curriculum. 0.73
39. Stressing the tasks and standards of school teaching and 0.62
leaming.
38. Setting specific standards and expectations for teaching and 0.6
leaming.
40. Focusing on the change of students’ exam performance. 0.55
Managing 45. Leading school through coliective management and decision- 0.87
administrative making. _
affairs 44. Making decisions in a participative way. 0.84
(MAA) 47. Consulting with School Union on major decisions. 0.84
48, Consulting with Teacher Congress on major decisions. 0.83
51. Disciplining subordinates with a human-orientation. 0.82
52. Improving staff welfare and working conditions. 0.8
43, Considering individual needs of different staff to motivate 0.77
them to work hard.
46. Consulting with the Party Branch on important decisions. 0.75
49. Sharing leadership power through delegating subordinates. 0.72
Developing 59, Paying attention to current and emerging educational policies 0.84
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external to assess the external environment.

relationships 61. Coordinating various public relationships to promote school 0.83
(DER) development.
58. Publicising school major developments and achievements. 0.79
57. Establishing and maintaining school image and reputation. 0.75
62. Keeping a good work relationship with local educational 0.73
authorities and the concerned officials.
64. Applying for government funds to support school 0.61
development and construction.
60. Prioritising the implementation of superiors’ educational 049
pohicies and tasks.
Seeking extra  65. Getting extra resources from social organisations and 0.88
resources individuals,
(SER) 66. Getting extra resources through the connections of students’ 0.3
parents.
Establishing 54. Making all decisions authoritatively in school administration. 0.88
authority 55. Restricting the discussion within the options set by the 0.85
(EA) prim_:ipa] and rejecting other’s ideas or critiques in decision-
(reverse) making, . . - . , .
56. Excluding critical staff from decision-making and discussion. 0.81
42, Making and implementing school instruction and curriculum 0.78
policies from top to down, without consulting with teachers.
32. Determining whether a staff can participate in professional 0.7

development and the type of training programs from top to down,
without listen to staff’s voices.
8. Determining school goals and plans dictatorially. 0.63

Among the eight factors, six dimensions were highly correlated with each other,
which suggested that they might compose a high-order construct (see Hau, Wen &
Cheng, 2004). The correlation matrix is displayed below. As the table shows, except
two factors, seeking extra resources and establishing authority, there was a strong

interrelationship among the other six factors.

Table 5.6 The Correlation Matrix in M4

SD SSC DP MAA MIC DER SER EA
SD 1
SSC 0.87 1
DP 078  0.87 1
MAA 075 087 0.84 1
MIC 081 085 08% 0386 1
DER 074 077 072 073 079 1
SER 028 026 036 035 035 037 1
EA 038 0.48 036 045 0.3 0.3 -0.19 1

With this understanding, 2 high-order model (i.e., M5) was tried through integrating
the six correlated factors (i.e., first-order factors) into a high-order factor. The fit
statistics listed above confirmed that there was a high-order factor synthesising the
six general dimensions of principal leadership practices. Combined with the

descriptive inferences presented in the following section, the high-order factor could
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be label as ‘core leadership practice (CLP)’. Figure 5.1 illustrates the structure of the

Setting
direction
aping schogl
0.87 climate j~*0.0

high-order model.

-0, 24

0.97
1.00 pre lcaqership 0.91 eVEloping - 17
practice people
0.90

-0.09

Figure 5.1 The Steucture of the High-order Model (M5)

Reliability of the Instrument
The structure of the Involvement scale was identified through factor analysis as

presented in the prior sub-section. Regarding the Importance scale, it was constructed
to confirm the importance of the generic principal leadership practices in Chinese
schools. Each item of this scale pointed to one general dimension underlying the
specific leadership practices included in the Involvement scale. Therefore, there was

no need to identify any constructs underlying these general practices.

For the Context scale, the main aim was to find out the practitioners’ perception of
the extent of influence of the potential contextual factors on the leadership practices
of Chinese principals. Since the qualitative interviews were designed as the major
means of the investigation into the contextual influence, at this stage, the focus was
placed on collecting descriptive information about the degree of impact of all the
potential factors listed in the scale. These factors were naturally located in principais’
personal context, internal school context and external society as displayed in Chapter
Three. Accordingly, the items in this scale were simply divided into the three broad

levels.
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With this understanding, the internal consistency reliabilities of the three scales and
the relevant dimensions were examined with Cronbach’s Alpha in SPSS 15.0. Table
5.7 presents the results. As shown, the internal consistency ranged from 0.829 to
0.979, all of which were over 0.8. This suggested a strong internal consistency

reliability of all the three parts and the relevant dimensions.

Table 5.7 Internal Consistency Reliability
Cronbach’s Alpha

Importance of general practices 0.883
Involvement in specific leadership practices 0.975
Involvement in the core leadership practices 0.979
Shaping school climate 0.953
Managing administrative affairs 0.942
Setting direction 0.898
Developing people 0.893
Developing external relationships 0.883
Managing instruction and curriculum 0.878
Seeking extra resources 0.829
Establishing authority (reverse) 0.902
Influence of contextual factors 0.955
External context 0.925
Personal perceptions and traits 0.929
Internal school context 0.919

To sum up, this section confirms the validity and reliability of the instrument used in
the study and identifies the constructs underlying the main scale of the questionnaire,
the Involvement scale. These latent structures were generally consistent with the
exploratory research framework established in Chapter Three. The analysis further
resulted in a high-order concept of core leadership practice which synthesised six
generic leadership practices as presented above. In the following section, this

construct is further confirmed and explained through descriptive analysis.

o

Confirming and Describing the Core Leadership Practices
Based on the previous factor analysis, this section aims to further confirm and

describe the core leadership practices emerging from the high-order factor analysis

via descriptive analysis, correlation analysis, cluster analysis, and multiple linear

regression {MLR).

Validating the Core Leadership Practices
As operationally defined in Chapter Four, the core leadership practices of Chinese

principalship are the practices commonly stressed and exercised by Chinese school

leaders in leading their schools. Therefore, two descriptive indicators could be used
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to assess leadership practices of Chinese school principals. One was the degree of the
importance that school principals attach to the practice in everyday work and the
other was the extent of their actual invoivernent in the practice. The practice of both
high importance and high involvement could be seen as the core leadership practice

exercised by Chinese school principals.

In this study, the relevant information was collected from the practitioners via the
Importance scale and the Involvement scale in the survey. In the course of validating
the Involvement scale, a high-order factor was identified as a synthetic concept
integrating six generic leadership practices. Thus, the means of the related items in
the Importance scale and the means of these six core categories emerging from the
Involvement scale were calculated and correlated with each other in order to
demonstrate that these leadership practices were both emphasised and commonly
exercised by Chinese school principals from the view of the sampled practitioners.

Table 5.8 presents the results.

Table 5.8 Importance and Involvement for the General Leadership Practices

General Leadership Practices Means of Means of Correlation between
Importance Involvement'® Importance &
Involvement'™
Setting direction 5.08 4.50 R=0.415(*%)
Shaping school climate 491 4.46 R=0.497(*%)
Developing people 5.01 4,37 R=0.457(*%)
Managing instruction & curriculum 4.88 4.47 R=0.412(*%)
Managing administrative affairs 4.57 4.36 R=0.295(**)
Developing external relationships 4.49 4.69 R= 0.330(**)

According to the two groups of means, the six general leadership practices included
in the high-order model got high scores on the both scales. This suggested that these
six general practices were perceived as important for Chinese principaiship and often
adopted by these school leaders. For each of the six generic practices, there was a
significant positive correlation between the two variables. In other words, a high
rating of the importance of one leadership practice was accompanied with a high

score of principal involvement in the practice.

In the high-order factor model, the synthetic factor symbolised the common ground

underlying the six broad leadership practices (i.e., the six first-order factors) and the

'% In SPSS, the mean can be calculated by adding relevant item scores together and then dividing the
aggregate score by the number of the variables located in the category.
14 **Correlation is significant at the 0.01 level (2-tailed).

* Correlation is significant at the 0.05 level (2-tailed).
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related specific leadership activities (i.e., indicators under each first-order factor).
The results of the descriptive analysis and correlation analysis above indicated that
all the six dimensions of principal leadership practice were both highly emphasised
and often employed by the principals in the sampled schools. In other wards, great
importance and active involvement were two commonalities shared by the six
general leadership practices. Thus they could be seen as the core leadership practices
recognised by the participants. Accordingly, the high-order factor was labeled as
"core leadership practice’. This six-dimension model confirmed the six generic
leadership practice posited in the exploratory research framework presented in

Chapter Three.

Describing the Core Leadership Practices
The six core categories of principal leadership practices and the relevant specific

activities composed a repertoire of the core leadership practices performed by the
Chinese school leaders in the sampled schools. To further describe these leadership
practices, the author ran descriptive analysis, correlation analysis, and cluster

analysis in SPSS 15.0.

First, the mean scores of principal involvement in these leadership practices were
computed. The resuits are presented in the following table.

Table 5.9 Means of the Involvement in Core Leadership Practices of Six Dimensions

Leadership Practices Means
Developing external relationships 4.69
Establishing and maintaining school image and reputation. 4,93
Publicising school major developments and achievements. 4.82
Keeping a good work relationship with local educational authorities and the
concerned officials. 4.73
Prioritising the implementation of superiors’ educational policies and tasks. 470
Paying attention to current and emerging educational policies to assess the extemnal
environment. 4.62
Coordinating various public relationships to promote school development. 4.61
Applying for govemment funds to support school development and construction. 444
Setting direction 4.50
Setting a shared goal for school development. 4.70
Explicitly setting goals for student academic achievement. 4.64
Advocating a moral-based goal of school development. 4.60
Assessing strengths and weaknesses of the school. 4.5}
Involving other school members in school planning. 441
Involving other school members in designing the goal. 4.39
Setting priorities for different school plans and objectives. 428
Managing instruction and curriculum 4.47
Focusing on the change of students’ exam performance. 475
Stressing the tasks and stangdards of school teaching and learning. 4.75
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Setting specific standards and expectations for teaching and learning. 4.56

Leading innovations in school instruction and curriculum. 4.52
Providing sufficient resources for school instruction and curriculum development. 4.43
Involving teachers in policy-making in terms of school instruction and curriculum. 4.17
Consulting with parents on school instruction and curriculum. 4.13
Shaping school climate 4.46
Exhibiting high morals and dedication to school education. 4.82
Actively taking part in principal professional development activities. 4.68
Supporting all staff to participate in professional development activities. 4,67
Playing an exemplary role in all respects, 4.66
Encouraging group work within school. 4.63
Maintaining a harmonious interpersonal relationship and climate within school, 4.59
Advocating a moral-based school culture. 4.58
Sharing personal professional experience with colleagues. 4.55
Considering different needs of the staff in terms of professional development. 4.32
Considering teachers’ and students’ needs while implementing instruction &
curriculum reforms. 4.27
Creating a supportive environment. 4.26
Encouraging other school members to participate in decision-making. 416
Building effective channels to facilitate communication between school members. 4.15
Centring teaching and leaming in school to protect teachers’ teaching from 4.14
distraction.

Developing people 4.37
Delegating front-line teachers to design school-based curriculum. 4.59
Supporting teachers’ bottom-up innovations. 452
Promoting middle and above management’s awareness and capability of
participating in school leadership and administration in profession development. 4.45
Promoting ordinary staff and teachers’ awareness and capability of participating in

school leadership and administration in profession development. 4.20
Establishing a hierarchical professional development system. 4.10
Managing administrative affairs 4.36
Consulting with the Party Branch on major decisions. 4.63
Disciplining subordinates with a human-orientation. 4.44
Consulting with Teacher Congress on major decisions. 4.40
Sharing leadership power through delegating subordinates. 4.40
Consulting with School Union on major decisions. 434
Leading school through collective management and decision-making. 4.33
Making decisions in a participative way. 4.25
Improving staff welfare and working conditions. 4.25
Considering individual needs of different staff to motivate them to work hard. 420

As shown, the practices aiming to develop external relationships were most often
exercised by the leaders of the sampled schools. This type of leadership practices
mainly described how Chinese school principals handle the relationship with the
public and the government. Particularly, great efforts were made to establish a
positive school image and promote school achievements to the public. In terms of the
government, these school principals primarily engaged in relationship maintenance

and policy implementation, as well as funds application.
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Following the external relationship building was the practice of setting direction.
Under this category, goal-setting and planning were two basic approaches. The goal
was often shared by other school members and involved an explicit expectation of
student performance, and a moral orientation. The plan for school development was
often based on the exiting school conditions. For the both processes, the participation
of other school members was allowed in practice but not as often as goal-setting and

planning.

The third core leadership practice was to manage instruction and curriculum.
Generally, there were two major activities, developing instruction and curriculum
and supervising teaching and learning. But the latter was practiced more often than
the former in real-life situations. Although there was not an obvious test-orientated
assessment within these schools, the principals indeed emphasised the standards of
teaching and learning and took measures to monitor student exam performance. As
for developing school curriculum, leading reforms and supplying resources appeared

to be a more significant than listening to other stakeholders’ voice.

The forth core leadership practice, shaping school climate, was largely realised
through two approaches. One was building a supportive climate mainly through
showing consideration and supporting staff professional development, participation
and communication. The other was setting an example, which was more often
performed by the school leaders than the former. Consistent with the leader image
highly praised in Chinese society, the leaders of the sampled schools paid particular
attention to setting themselves as a good example in terms of moral conduct and
professional growth and to establishing a moral-based and harmonious climate

within school.

Developing people was the fifth core leadership practice. Empowerment was the key
word in this respect. The school leaders were reported to delegate front-line teachers
to design school-based curriculum and support their bottom-up innovations. More
importantly, efforts were made to enhance other school members’ awareness and
capability of participating school administration. Nevertheless, a hierarchical system

of professional development was said to exist in schools.

The last core leadership practice referred to the activities dealing with internal

administrative affairs. This practice involved three major actions: consulting,
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considering and sharing. For making important decisions, the principals would
consult with the Party Branch, Teacher Congress, and School Union. For motivating
the staff, these school leaders were inclined to show consideration and improve
working benefits and conditions. In general, there was an orientation toward
collective or democratic decision-making in this core category of Chinese principal

leadership practices.

In addition, the descriptive analysis indicated that the mean score of the practices
under the factor of establishing authority ranged from 2.78 to 2.93 and the mean
score of the two practices under the factor of seeking extra resources were 3.74 and
3.63 (see the relevant items in Tabie 5.5). All the mean values were far less than
those of the practices involved in the repertoire of the core leadership practices.
These results reconfirmed the essential status of the leadership practices identified in

the high-order model.

In a word, the ieadership practices exercised by the principals in the sampled schools
converged on these six core areas, which were closely correlated with each other.
Table 5.10 displays the correlation matrix included in the completely standardised
solution of the high-order model (M$S). The high positive correlation between the
core leadership practices reconfirmed the validity of the Involvement scale used in

the study.

Table 5.10 The Correlation Matrix of the Core Leadership Practices

Setting  Shaping Developing Managing Managing Developing

direction school  people administrative instruction &  external
climate affairs curriculurs relationships
Setting 1
direction
Slr.lapmg school 085 1
climate
Developing
people 0.80 (.88 1
Managing
administrative  0.78 0.87 (.82 ]
affairs
Managing
instruction & 0.84 (.84 0.87 0.86 1
curriculum
Developing
external 0.71 0.78 0.73 0.73 0.78 I
relationships

To further understand the leadership practices of the schools principals reported by
the participants, two-step cluster analysis was run in SPSS 15.0 to differentiate the
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emerging patterns of the core leadership practices. The six dimensions identified in
the high-order factor model were treated as variables. As a consequence, three
clusters were generated as displayed in the following table. According to the profiles,

the three clusters were differentiated by the mean scores of the six core leadership

practices.
Table 5.11 Cluster Profiles
Setting Shaping Developing Menaging Managing Developing
Direction school people administrative instruction & external

climate affairs curriceium relationships

Cluser Mean SD Mean SD Mean SD  Mean SD Mean SD  Mean SD

1 333 070 325 061 324 069 3.08 077 347 068 385 074

2 454 062 451 047 444 055 437 059 443 053 463 0.65

3 546 039 544 037 534 051 543 043 532 043 548 0.37
Combined 4.50 101 446 098 M37 103 436 109 447 090 469 087

For the third cluster, the mean score varied between 5.48 and 5.32, which was
consistently high against the six-point rating used in the Involvement scale. This
signified a high involvement in all the six core leadership practices. As to the second
group, the value rangeﬂ from 4.37 to 4.63, lower than the third cluster but higher than
the first one of which the six mean scores were between 3.08 and 3.85. Accordingly,
these two clusters could be respectively labeled as medium involvement and low
involvement in the core leadership practices. This implied that the participants

reported three levels of principal involvement in the core leadership practices.

However, the six core leadership practices might not equally contribute to the
difference in the general level of principal involvement in the core leadership
practices. Thus, the researcher employed multiple linear regression technique to
investigate which of the six core leadership practices would cause such differences.
In operation, the six generic leadership practices identified in the high-order model
were treated as independent variables and the overall level of the involvement, i.e.,

the cluster variable, was taken as dependent variable. Table 5.12 presents the relevant

statistics.
Table 5.12 Summary of MLR Results
Unstandardised Coefficients Standardised t Sig.
Coefficients
B Std. Error Beta

Setting direction 0.18 0.03 0.228 6.502 g
Shaping school climate 0.17 0.04 0.212 4,743 0
Developing people 0.15 0.03 0.202 5518 0
Intemal administration 0.17 0.03 0.234 6.175 0
Managing instruction & (.04 0.03 0.051 1.356 0.176
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curriculum

Developing relationships 0.10 0.03 0.11 3.767 0

Model Summary R=0.922 R*=0.85] Adjusted R°=0.848 F=380.596(P=0)
SE of the Estimate=0.303

Ameong the six core leadership practices, there were five practices that contributed to
the difference in the general level of principal involvement in the core leadership
practices. Except the practice of managing instruction and curriculum, the other four
core Jeadership practices all significantly related to the involvement level. It
suggested that this general practice did not help with the differentiation of school
principals according to their involvement in the core leadership practices. This model
exhibited a strong fit with the dataset (Adjusted R*>0.5, see Muijs, 2004). Thus it can
be seen that the general level of the reported principals’ involvement in the core
leadership practices mainly Qaricd with their involvement in the five generic
leadership practices. The following section focuses on the influence of the contextual

factors on these core leadership practices.

Influence of Contextual Factors
As stated above, the scale of contextual factors was used to get a general picture of

the respondents’ perceptions of significant contextual factors that could impact
principal leadership practices in school. Thus, the descriptive analysis was first used
to display the extent of impact of each potential contextual factor perceived by the
participants. Then, the correlation analysis, t test, and ANOVA were employed to

find out those relating to the core leadership practices identified from the dataset.

Describing Potential Contextunal Factors
The potential contextual factors were naturally divided into three groups as show

below. For each group and the relevant variables, the mean score of the degree of
influence was calculated through descriptive analysis in SPSS 15.0. Table 5.13

displays these values.

Table 5.13 Means of the Influence Degree of the Contextual Factors

Personal perceptions and traits ~ 4.77  External context 4.26

Principal’s capability of leadership ~ 4.96  Academic competition and pressure in ~ 4.74
basic education

Principal’s perception of leadership  4.87  Policies and interventions of local 4,62
educational authorities

Principal’s understanding of hisher ~ 4.85  Existing principal responsibility system  4.55

responsibilities

Principal’s perception of education 483  Educational guidelines and reform 4,52
policies of the central government
Principal’s understanding of the 474  Existing principal selection and 4.36
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professionalism of principalship assessment systems

Principal’s personality traits 438  Principal promotion system 4.35
Ongoing principal career ladder system  4.27
Servant leadership style advocated by 425

Internal school context 421 4o Party and the government
Existing school 4,52  Hierarchical administration system of 422
climate and culture the government
Resources available for school 4.52  Previous cadre system in school 4.05
development personnel administration
Other schoo! leaders’ perceptions of 4.39  Leader image in Chinese traditional 3.95°
leadership culture
Other school members’ views on 4.19  Western ideas of leadership with an 3.83
school administration orientation toward participation and

power sharing
Supervision and intervention of 409  Leadership ideas and conceptions in 3.63
school Party Branch business area
Supervision and intervention of 3.91
Teacher Congress
Supervision and intervention of 3.85
school Union

From the results, all the three groups of the contextual factors would affect the core
leadership practices of the Chinese school principals. The mean scores of the degree
of influence were all over four against the six-point rating scale, which denoted a
relatively large degree of the influence. As perceived by the respondents, the largest
influence came from the principals’ personal context, mainly involving their personal
perceptions and traits, and the impact from the external context was slightly larger

than that of the internal school conditions.

In terms of personal perceptions and traits, the most influential factors reported by
the participants were the variables relating to several essential understandings of
education and principalship and the capability of being a school leader. By
comparison, the personality traits were not regarded as much significant as the other

factors in this category.

In the following dimension of ‘external systems and policies’, the academic
competition and pressure and the district educational authority were considered as
two most powerful forces that affected the performance of the sampled school
principals. Following them were the principal responsibility system and the policies
of the central government, Other relevant administrative systems, such as principal
selection, evaluation, and promotion systems, career ladder system, and even the
governmental administration system, were also thought as influential external factors.
As for the previous cadre system, the impact seemed relatively small, compared with

the other system factors. The least powerful source of the external influence was a

150



variety of leadership conceptions or theories, especially those prevalent in business
area or originating from Western societies. Compared with those popular ideas of
leadership, the indigenous perceptions of good leaders seemed more relevant to the
principal leadership practices, particularly the leadership style advocated by the Party

and the government.

The internal school context was perceived as the third major category. Among the
relevant factors, the organisational climate and the available resources seemed as two
paramount factors concerning Chinese school principals. According to the
respondents, other school leaders and ordinary school members also had an impact.
But the supervision and intervention of certain functional units seemed less powerful

than the cther variables under this dimension.

Furthermore, the three dimensions were interrelated with each others according to
the result of correlation analysis shown in Table 5.14. From the table, the external
context was positively related with the other two types of contexts. The strongest
positive relationship was found between the external context and the internal school
context, followed by the correlation between the internal schoo! context and the

personal perceptions and traits.

Table 5.14 Correlation Matrix of the Three General Dimensions of the Contextual Factors
Personal perceptions & traits  Internal school context  External context

1

Personal perceptions &

© traits
Intemnal school context  0.614(**) ]
External context 0.588(**) 0.710(**) 1

After forming the general picture of the influencing factors in the context, the
researcher examined the relationship between these factors and the core leadership
practices identified in the prior section. The following sub-section presents the

analysis process.

Connecting Contextual Factors with Core Leadership Practices

In this sub-section, correlation analysis, t test, and ANOVA were used to understand
the relationship between the contextual factors and the core leadership practices.
First, the contextual factors and six core practices and the overall level of
involvement were connected together via correlation analysis. Table 5.15 displays

the correlation coefficients.
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Table 5.15 Correlation Coefficients'"”

SD 35C DP MAA MIC DER Overall

I;;iir::ipal's personality D308(**)  0263(**)  0.303(**) 0271(**)  0.304(**)  0375(**)  0.322(**)
Principal’s perception we . . . . an »
of education 0.4 0.374(*") 0.404{**} 0.348(**) 0.333(*") 0.456(**) 0,405(**)
Principal’s perception . . . . “e .
of Ieadership 0391(**)  0.358(**)  0.366(**)  0279(**)  030%(**)  0.439(*4)  0.364(°*)
Principal’s capability . .e . . . .
of leadership 0.327(**} 0.272(**) 0.290{**}) 0.220(**} 0241(**) 0.383(**) 0.298("**)
Principal’s

understanding of 0385(**)  0293(**)  03d7(**)  0.232(**)  0302(**) 0.413(*%)  0329(**)
histher responsibilities

Principal's

understanding of the . - . - P . .
professionalism of 0.388(**) 0.33%(*") 0.365(**) 0.316{} 0.353(**) 0.392(**} 0.355(**)
principalship

Existing school
climate and culture
Resources available
for schooi 0.382(**) 0.366(**) 0.391(**) G.334(**} 0 355{(**) 0.40){**} 0 396(**})
development

Other school leaders’

perceptions of 0.386(**) 0.359(%*) 0.48){** 0314(**) 0.378(**) 0 292(**} 0 365(**)
leadership

Other school .

members® views on 0.348(**) 0.368(**) 0.399(**}) 0.346(%*} 0.403(*%} 0.297(**) 0377(*)
school administration

Supervision and

intervention of school 0.377(*") 0.402(**} 0.452(**}  0.402{**} 0.419%{**) 0.363(**} 0.421{**)
Party Branch

Supervision and

intervention of school 0.368(**} 0.393(**) 0,438(*%) 0.429{**) 0.435(%*} 0333(**) 0.432(*}
Union -
Supervision and

0371(**)  0372(**)  0.429(*%) 0.321(**) 0356(**) 0376(**) 0A0L{**%)

intervention of 0.353(**) 0.395(**} 0.435{**} 0.457(**} 0.440(“*} 0.345(**} 0.439{**)
_ Teacher Congress
Academic competition

and pressure in basic 0.236(**) 0.217(**) 0.218(**) 0 195(**) 0237(**) 0 372(**} 0222(**)
education

Hierarchical

administration system 0.2B0{**} 0.330{**) 0.365(**} 0.294(**) 0 383(**) 0.420{**} 0.328(**)
of the government

Leadership ideas and

conceptions in D.127(*)  D.164(**}  0.20B(**)  0.184(*%)  0279(**) 0240(**)  0.200(**)
business area

Leader image in

Chinese traditional 0.104(*) D.422(") Q171(**)  0134(**y  Q201{**)  0209(**) 0 159%(**)
culture

Western ideas of

leadership with an

orientation toward 0.18i{**) 0.209(**) 0.280(**) 0.251(*") 0.2B8(**) 0229(**) 0234{**)
participation and

power sharing

Servant leadership N

Style advocated b)' the L1 L LT an o . Ak
Party and the 0.365(**) 0.4 0.465{*~)  0.420(**} D. 0.383(**} D
government
Educational guidelines

i wh - L] LL] L1 LLJ
and reform policies of 0.430¢7) 043071 04 0423 il ganetyy 0

195 SD=setting direction, SSC=shaping school ciimate, DP=developing people, MIC=managing
instruction and curriculum, MAA=managing administrative affairs, DER=developing extcmal
relationships, Overall=overall level of principal involvement in the core leadership practices (i.c., the
cluster variable emerging from the cluster analysis)
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the central government

Policies and
interventions of local 0.324(**) 0.312(**) 0 364{**) G.289(**} 0.320(**) 0.414(**) 0.350{**)
educational authorities
Existing principal
responsibility system

- Existing principal
selection and 0258(°%)  0.290(**)  0311(**)  0311(**) 0288(**) 0364(**}  0305(**)
gssessment systems
Principal promotion
system
Previous cadre system
in school personnel 0.242(**) 0.279({**) 0.339(**) 0 346(**) 0.344(**) 0 286(**) 0 289(**)
administration
Ongoing principal
career ladder system

0.314(**)  0335(**)  0.33%**)  0319(**)  03I9(**)  0412{**} 0 3I5H*")

0.206(**y  0237("*)  0266(**) 0265{**} 0245(*7) 0333(**)  0.254(*")

0.253**)  0.282(**)} 0.315(**)  0JI0T**)  0.348(**) 0358(**) 0270(**)

In general, the degree of influence of all the contextual factors had a significant
positive correlation with the extent of involvement in the six core leadership
practices. But most correlation coefficients suggested a moderate relationship
(0.3<r<0.5). For the three items referring to certain conceptions of leadership, the
correlation was quite weak (0.1<r<0.3). This was consistent with the results of the
descriptive analysis that, among all the contextual factors, the conceptions of
leadership had the smallest impact on the leadership practices of the Chinese

principals.

In terms of the other contextual factors, however, the strength of the relationship
differed. Since the correlation coefficients of these contextual variables ranged from
0.3 to 0.5, a cut-off point of 0.4 was used to identify the factors that had a relatively

stronger relationship with the core leadership practices (i.e., r>0.4).

At the personal level, three variables stood out, including principal’s perception of
leadership, principal’s perception of leadership, and principal’s understanding of
his/her responsibilities. The first one positively was correlated with the principal
involvement in the practices of setting direction, developing people, and developing
external relationships, as well as the overall levei of principal involvement in the

core leadership practices.

At the school level, seven contextual variables had relatively larger correlation
coefficients. These were existing school climate and culture, resources available for
school development, other school leaders’ perceptions of leadership, other school
members’ views on school administration, supervision and intervention of school
Party Branch, supervision and intervention of school Union, supervision and

intervention of Teacher Congress. Particularly, the last three variables referring to
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the supervision of the functional units within schools consistently had a positive
relationship with the overall level of involvement and three core leadership practices,
developing people, and managing administrative affairs, managing instruction and

curricujum.

In terms of the external context, there were five factors, involving educational
guidelines and reform policies of the central government, servant leadership style
advocated by the Party and the government, hierarchical administration system of
the government, policies and interventions of local educational authorities, and
existing principal responsibility system. The first factor pointing to the influence of
the policies of the central government was positively related with all the involvement
variables, followed by the variable referring to the influence of the mainstream
leadership style, which was positively correlated with five involvement ratings as

shown in the table above.

Considering each of tbg,\ involvement variables, there was a stronger relationship
between the influences of the contextual factors at all the three levels and the
following three involvement variables: developing people, developing external
relationship, and overall level of involvement. All of them positively were correlated

with seven or eight contextual factors as shown above.

For setting direction, the influence of two contextual factors had a strong positive
relationship with principal involvement in this practice. These were principal’s
perception of leadership and educational guidelines and reform policies of the
central government. For shaping school climate, three contextual variables were
prominent, including supervision and intervention of school Party Branch,
educational guidelines and reform policies of the central government, and servant

leadership style advocated by the Party and the government.

For managing administrative affairs and managing instruction and curriculum, they
were both correlated with five contextual factors within the internal school context
and the external context, i.e., supervision and intervention of school Party Branch,
supervision and intervention of school Union, supervision and intervention of
Teacher Congress, educational guidelines and reform policies of the central
government, and servant leadership style advocated by the Party and the government.
In addition, the latter was positively related with the influence of other school

members ' views on school administration.
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Third, t test, correlation analysis, and ANOVA were employed to detect the effect of
the demographic variables on the reported overall level of principal involvement (i.e.,
cluster variable emerging from the prior cluster analysis) and the extent of principal
involvement in the six core leadership practices. These statistical operations were
applied in accordance with the nature of the background variables shown in the first
section of this chapter. These demographic variables were inputted as independent
variables or grouping variables and the involvement variables were treated as

dependent variables.

T test was run in SPSS 15.0 to examine two dichotomous variable, gender and school
status. No difference was found between the participants from exemplary schools
and non-exemplary schools. But there was a significant difference between female
and male respondents in the rating of the overall involvement level and the extent of

involvement in four core leadership practices as shown in Table 5.16.

) Table 5.16 Summary of the T-test
Female Male t df ?;iﬁile d) gif:ﬁ:lea
Setting direction 45838 43555 2.168 395 0.031 0.23
Developing people 44407 42247 199 395 0.047 0.21
Managing instruction & curriculum  4.6035 4.2166 3.908 23762 0 0.43
Developing external relationships 47716 45016 2975 395 0.003 .31
Overall level of involvement 2.1 1.94 2.03 395 0.043 0.21

According to the mean scores of the two groups, female respondents gave a higher
rating than male participants with respect to principal overall involvement in the core
leadership and the extent of involvement in setting direction, developing people,
managing instruction and curriculum, and development external relationships. The
cffect of the gender was strongest on the perceived extent of involvement in

managing instruction and curriculum.

Then, the interval and continuous background variables were related with the six
core leadership and the overall involvement level through correlation analysis. These
included age, years of teaching, times of professional training in 2009, and the
numbers of vice principals, teachers, and students. Only age, years of teaching,
training times, and the number of students were found significantly related with those

involvement variables. The results are displayed in the table below.

1% je., Cohen's d, d=(Mean for group A-Mena for group B)/Pooled standard deviation, d>1=strong
effect (see Muijs, 2004).
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Table 5.17 Summary of the Correlation Analysis

. Shaping . Managing Managing Developing  Overall
3?“'“.3 school Developing administrative  instruction &  external level of
irection . people . . . . :
climate affairs curriculum relationships  involvement
Age 0.142(*%) 0.112(%)
Years of e .
teaching -0_136(. ] -0 118{(*)
Training .. .
times 0.4431*%) 0 109{%)
No. of .
students 0.110(%)

At the personal level, age and years of teaching both had a significant negative
relationship with the rating of principal involvement in two generic practices,
managing instruction and curriculum and developing external relationships. The
times of professional training in which the respondents took part in the last year was
significantly and positively related with their judgement about how often the
principals generally engage in the core leadership practices and specifically make
efforts to set school direction. At the school level, the number of students had a
significant negative correlation with the reported extent of principal involvement in
setting direction. All the correlations (<0.3) were not strong against the criteria

mentioned in Chapter Four.

Finally, ANOVA was operated to investigate the rating difference relating to the
ordinal and nominal background variables, which involved the highest academic
'dcgrcc obtained, present position, type of education, and school location. Estimates
of effect size were also displayed in the output. Except the highest academic degree
obtained, all the other three variables were found related with the difference in the

ratings of the involvement variables.

In more specific terms, the participants at different positions in schools had varied
opinions on the principal involvement in shaping school climate (F=3.096, P=0.016,
Eta Squared'’=0.031) and managing administrative affairs (F=2.766, P=0.027, Eta
Squared=0.028). But both of the effects were weak as the results suggested. The
outcomes of the post hot test indicated that a significant difference in the reported
extent of principal involvement in the two practices was only found between two
groups of the respondents, ordinary teachers and staff and school principals (15) and
Party secretary (1). The ratings given by the latter group were both higher than those
offered by the former.

197 The estimate of effect size for ANDVA, in SPSS, D-0.1=weak effect, 0.1-0.3=modest effect, 0.3-
0.5=moderate effect, and >0.5=strong effect (Muigs, 2004).
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In terms of the type of schoo! education and school location, there was a significant

difference in all the involvement ratings. Table 5.18 exhibited the relevant statistics.

Table 5.18 The Statistics of ANOVA

Type of school education School location
F Sig. Eta F Sig. Eta
Squared Squared
Setting direction 27476  0.000 0.119 14.068 0.000 0.065
Shaping school climate 16.001  0.000 0.073 6.838 0.001 0.033
Developing people 14318  0.000 0.066 9906 0.000 0.047
Managing administrative affairs 19.034 0.000 0.086 13.038 0.000 0.06
Managing instruction & curriculum 23237  0.000  0.103 11445 0.000 0.053
Developing external relationship 27.093  0.000 (118 9597 0000 0.045
Overali level 28.222  0.000 0.122 11.379 0.000 0.053

The post hot test indicated the specific differences. Respecting the type of school
education, all the ratings given by the participants from high schools were always
significantly higher than those made by the respondents working in the other two
types of secondary schools. Against these indicators, the respondents from
comprehensive secondary schools gave a significantly higher rating in terms of
principal involvement in the core leadership practices than the samples of junior
secondary schools, except that there was no significant difference in their opinions
on the principal involvement in shaping school climate. The effects of this variable
on shaping school climate, developing people, and managing administrative affairs

were weak while the impacts on the other four dependent variables were moderate.

As far as the school location is concerned, a significant difference was found
between the participants sampled from rural schools and those from schools located
in suburban and urban districts. The former always provided the lowest rating among
the three groups in terms of all the involvement variables. But for setting direction
and developing external relationships, the ratings given by the practitioners from
suburban schools were significantly higher than those offered by the participants

working in urban schools.

Overall, this section connects the potential contextual factors with the core leadership
practices emerging from the quantitative data. Through combining all the inferences
developed in this chapter, a summary of the quantitative data analysis is presented in

next section.

Summary
This chapter displays the analysis process of the quantitative data collected through

the survey. The background information of the samples is provided in the first

157



section. With the valid dataset, the researcher employed a number of statistical

methods to ¢onduct the analysis and attained a series of findings.

First, the validity and reliability of the instrument used in the survey were tested and
verified. The validity of the three scales was established according to their functions.
Two-step factor analysis was used to validate the main scale, ‘Involvement in
specific leadership practices’. As a result, eight factors were identified for the
Involvement scale (see Table 5.5) and then developed into a six-dimension high-
order model (see Figure 5.1 & Table 5.9). These constructs were consistent with the
items involved in the scale of ‘Importance of general leadership practices’ and the
dimensions proposed in the exploratory framework of this study. All the scales

exhibited strong internal consistency reliability.

Second, the six core leadership practices were further confirmed and described by
means of descriptive statistic, correlation analysis, cluster analysis, and multiple
linear regression. Base on the descriptive analysis and correlation analysis, the six
dimension identified in the high-order mode! were confirmed as ‘core leadership
practices’ employed by the sampled school principals. These practices were highly
correlated with each other. Ranked from the largest extent of involvement to the
smatllest, these practices could be listed as follows: developing external relationships,
setting direction, managing instruction and curriculum, shaping school climate,
developing people, and administering internal affairs. Through cluster analysis, the
reported extent of principal involvement in the six core leadership practices could be
divided into three general levels: low, medium, and high. The MLR resuits further
indicated that the general level of principal involvement in the core leadership
practices would vary with the difference in the involvement in five of the six core

practices, without the practice of managing instruction and curriculum.

Third, a number of contextual factors composed three major sources of the influence
on principal involvement in the core leadership practices. The three broad groups of
the contextual factors were personal perceptions and traits, external context, and
internal school context. Amont them, the personal perceptions and traits had the
strongest impact, followed by the external context, while the intermal school context
appeared as the least powerful force. Then, the contextual factors were connected
with the core leadership practices through correlation analysis. According the

correlation coefficients, the most significant contextual factors were principal’s
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perception of education, supervision of school functional units, policies of the central

government, and the leadership style advocated by the Party and the government.

Furthermore, t test, correlation analysis, and ANOVA were used to identify the
background variables that related to the invoivement ratings. These operations
resuited in several factors that affected the participants’ ratings of certain
involvement variables. These factors inciuded gender, age, years of teaching, present

position, training times, the number of students, type of school education, and school

location.
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Chapter 6 Analysis of the Qualitative Data

This Chapter presents the analysis of the qualitative data collected via a series of

semi-structured interviews built around the research questions of this study. Face-to-

face interviews were conducted with principals and other school staff. Each

respondent was interviewed individually and was asked to identify the most

important leadership practices of the principal, how the principal performed and

whether and what contextual factors they believed impacted on these practices. The

information collected from the participants was transcribed and analysed in NVivo 8.

As explained in Chapter Four, three stages of coding were used for the analysis,

included open coding, axial coding, and selective coding. First, open coding was

used to identify initial categories emerging from the data. In the axial coding stage,

the fractured data were put back together to make connections between the category

and its sub-categories. The exploratory research framework established in Chapter

Three was used to construct the synthetic categories. This process identified six core

principal leadership practices and a series of contextual factors that accounted for

these practices. Finally, selective coding was employed to re-examine the cases in

order to identify the inter-relationships among the core categories and the patterns

underlying the core leadership practices. The diagram below illustrates the procedure

employed for the qualitative data analysis.

Open coding Axial coding

Initial categories Core Categories

|
: Three-level |
| contextusl factors :
)

_________ v  pemmeeavassu==sw
}- Six core I E inter-relationships
: leadership | ¢ Underlying
practices | pattems

i Integrative modeis

1

1

1

Free nodes & Tree nodes in
Memos in NVivo 8 NVivo 8
A
i an 'L """"" 1

Selective coding in NVivo &

Figure 6.1 Overall Process of Qualitative Data Analysis

The chapter has five sections. The first section provides a brief description of the

respondents. The next three sections specify the major inferences which flowed from

the three stages of coding. The final section presents a summary of the chapter.

A Brief Description of the Respondents

The qualitative part of the study set out to

investigate the lived experiences of

twenty-one school leaders through in-depth interviews. There are six school

principals, seven vice principals, four teaching directors, and four teachers. All
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worked in public secondary schools located in Beijing and Guangzhou. The
leaders'® were selected within the sample available in the field study. Within these
schools the other respondents were selected from different focus groups in the staff,
including vice principals, middle management and/or front-line teachers'®. As
clarified in Chapter Four, the study was to investigate the core leadership practices of
Chinese school principals. A brief description of principals who formed the focus of

investigation is shown in Table 6.1.

The table shows that all the principals were middle-age males and have worked in
schools for more than twenty years. This seemed acceptable as experienced male
principals form the overwhelming majority of principals in Chinese secondary. All
the principals had higher education degrees. Two masters degree. Four principals
started their principalship before 1999 when the Quality Education reform was
implemented in earnest in China. Specifically, Principals B, C and F could be
classified as veteran principals because they have worked as a principal for more
than fifteen years, while principais A and D were appointed within the previous three

years. Principal E has worked as a school principal for eleven years.

Respondents encompassed principals of three types of secondary schools: junior
secondary schools (1), senior secondary schools (2), and comprehensive secondary
schools (3). There were three exemplary schools and three ordinary schools. As
appears standard in China, principals from the exemplary schools were widely
recognised and those from ordinary schools relatively unknown (Qian, 2008).
Principals came equally from urban and suburban schools; four schools were located

in Beijing and two were in Guangzhou.

The following sections present the findings of the qualitative analysis.

'® They were numbered in alphabetical order as shown in Table 6.1. In the thesis, the letters used to
label the principals were also used to deaote the corresponding schools.

' In most schools, the research was allowed to select one or more persons from each focus group.
But in schooi A, the research was not permitted to interview other staff. In addition, a teaching
director and a teacher from another ordinary school participated in the interviews individually without
their principal being included.
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Open Coding — Generating Initial Categories

In the first stage, initial codes were established as free codes in NVivo 8. The
researcher first divided all interview transcripts into discrete parts, gave each of these
parts a label representing a specific leadership practice or theme, and made memos to
keep track of the associations between different codes. For example, a teaching
director in School C stated that ‘in terms of teacher development, our principal has
paid particular attention to teachers’ changes in classroom instruction and teaching

methods since the implementation of the New Curriculum Reform (EEiZR 5 -
FERBUE LK BV RS BRI T 2 @R E MR8 L —aU). This

action by Principal C was clearly classified by the respondent as a measure of
developing teachers. At the same time, the practice related to the improvement of
classroom teaching and happened within the specific reform context. Thus, these two

points were recorded as memos.

Using the process described above a number of code labels were developed for each
action taken by the principals. Next, the labels clustering around a similar issue or
theme were put together to form a variety of initial categories. These were the raw
categories as identified by the respondents. Table 6.2 displays these initial themes
and vivo-generated frequencies.

Table 6.2 Initial Categories

Categories Frequen% of Frequency of Percent of

Sources References''' References

Leadership Practices

Setting shared vision or long-term goal 13 418 7.44%
Facilitating student leaming and development 17 59 9.15%
Developing teachers 13 53 8.22%
Planning for school development 14 50 7.75%
Making major decisions democratically 16 47 7.29%
orienting the school according to the reality 15 45 6.98%
Focusing on the improvement of teaching and

learning 14 44 6.82%
Establishing personal thoughts as school core ideas 11 3 481%
Prioritising student exam performance 10 23 3.57%
Constructing a unified understanding of schooling 12 18 2.79%
Seising external opportunities 10 17. 2.64%
Managing staff with a human orientation 8 16 2.48%

"'° Frequency of Sources refers to how many participants mentioned the point in their interviews.
"! Frequency of References signifies how many times the point was mentioned by the respondents in
their interviews,

L ]
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Coordinating internal relationships 7 15 2.33%
Seeking extra resources 9 14 217%
Developing cadres 7 14 2.17%
Attaining policy support from upper educational

administration 8 13 2.02%
Developing themseives 6 13 2.02%
Raising funds 6 12 1.86%
Delegating lower management to handle routine

work 4 9 1.40%
Improyigg organisational culture or climate 7 8 1.24%
Developing school-based curriculum 6 8 1.24%
Promoting a balanced thinking of schooling 4 8 1.24%
Emphasising the importance of developing people 6 6 0.93%
Gettipg others' opinions 4 6 0.93%
[dstening to teacher voice 3 6 0.93%
Centring on teaching and learning 4 5 0.78%
Keeping a good public relationship 4 4 0.62%
Promating character education 2 4 0.62%
Getting parents' support 3 3 0.47%
Serving the community 3 3 0.47%
Visiting other schools 1 2 0.31%
Making decisions collectively 1 1 0.16%
Total 645 100%

Contextual Factors

Upper educational authority 18 56 14.93%
Teacher conditions 17 43 11.47%
Non-power factors 4 40 10.67%
Educational policies and reforms 14 3 8.27%
Existing educational administration system 14 30 8.00%
Student characteristics 12 29 7.73%

Organisational climate 12 22 5.87%

Social environment 10 22 5.87%

Local educational environment 12 17 4.53%

Cadre conditions 8 17 4.53%

Positional responsibilities 3 12 3.20%

School performance and rank 5 (0 2.67%

Educational conceptions 6 9 2.40%

Principalship experience 7 8 2.13%

Physical environment 4 7 1.87%

Positional power 3 7 1.87%

Parents’ conditions 4 6 1.60%

Significant progress 3 3 0.80%

Financial situation 2 3 0.80%

Personal background 2 3 0.80%

Total 375 100%
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As can be seen in the table, several leadership practices and contextual factors stood
out from these categories. For example, setting vision or long-term goals appeared as
a common principal practice. Using this approach, six leadership practices were
mentioned repeatedly by a number of respondents. These included facilitating
student learning and development, developing teachers, planning for school
development, making major decisions democratically, orienting the school according
to the reality, and focusing on the improvement of teaching and learning. These
categories of leadership practices indicat’ the major concerns of the school

principals involved in this segment of the study.

Six categories of contextual factors emerged. These were district educational
authority, teacher conditions, non-power factors, educational policies and reforms,
existing educational administration system and student characteristics. Among these
contextual factors, the impact of district educational authority seemed to be the most
powerful force driving the work of the principals. The contextual categories
suggested that the way these principals lead their schools was influenced by multiple

contextual variables. These inferences laid the foundation for the axial coding.

Axial Coding —Developing Core Conceptions

In this stage the initial categories were reorganised according to the interconnections
between each other as recorded in the memos. This process consisted of two
procedures. First, the initial categories were re-structured with the research
framework described in Chapter Four. Second, different categories were assessed
and adjusted according to the frequency of reference. The first sub-section below
presents this process. The second and third sub-sections explained the emerging

categories.

Reorganising Initial Categories
First, the exploratory research framework constructed in Chapter Three was reviewed -
as a way to help with the reorganisation of the initial categories within an existing
theoretical structure. For example, selected principals were reported to have
implemented strategies to facilitate students learning and development, develop
teachers, develop cadres, and promote self-development. Although these practices
differed in terms of the target group and specific actions, they shared an overarching

theme — how to develop people working in the school. This was consistent with the
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general dimension of ‘developing peopie’ proposed by the exploratory framework.

Accordingly, these four initial categories were grouped under this generic dimension.

Using this process, the fifty-six initial categories were classified into seven
dimensions of principal leadership practices and three types of contextual factors via

the tree nodes in NVivo 8. Table 6.3 presents these reorganised categories.

Table 6.3 Reorganised Categories

Frequency Frequency of Percent of

Categories
g of Sources References References

Leadership Practices

Setting direction 21 132 25.10%
Setting shared vision or long-term goals 14 52

Planning for school development 14 52

Orienting the school according to the reality 15 51

Developing people 18 116 22.05%
Developing students 17 58

Developing teachers 13 51

Developing cadres 7 14

Developing themselves 6 12

Improving instruction and curriculum 19 78 14.83%
Focusing on the improvement of teaching

and learning 14 45

Prioritising student exam performance 10 23

Developing school-based curricuium 5 7

Listening to teacher voice 3 6

Promoting character education 2 4

Shaping core ideas and concepts 19 74 14.07%
Establishing personal thoughts as school

core ideas 10 29

Achieving a unified understanding 15 25

lmproving organisational culture or climate 5 5

Obtaining others’ opinions | 1

Managing internal administrative affairs 18 70 13.31%
Making major decisions democratically i5 39

Centring on teaching and learning 9 20

Managing staff with a human orientation 8 17

Coordinating internal relationships 8 16

Developing external relationships and

resources 17 56 10.65%
Seeking resources 11 27

Seising external opportunities 10 16

Attaining policy support from upper

authorities 6 10

Keeping a good public relationship 3 3

Serving the community 3 3

Total 526 100%
Contextual Factors

Internal conditions 2) 148 43.92%
Teacher conditions 17 42
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Student characteristics 12 30

Cadre conditions 8 17

Organisational climate 10 16

School performance and rank 5 10

Financial situation 5 8

Physical environment 4 7

Parents' conditions 4 6

Significant progress 3 3

External envj nt 21 116 34.42%
The upper educational authority 18 57

Educational administration system 13 30

Educational policies and reforms 13 24

Social environment 8 19

Local environment il 17

Educational conceptions 6 9

Personal traits and perceptions 18 73 21.66%
Non-position power 14 40

Positional responsibilities 8 12

Principalship experience 7 8

Position power 3 7

Personal preferences 2 5

Personal background 2 3

Total 337 100%

According to this framework, different principal leadership practices identified as
important fit into the six core categories of leadership practices. The relevant
contextual factors were grouped into three synthetic categories. In other words,
important leadership practices identified by the respondents fit quite neatly into these
six generic categories of principal leadership practices. These practices were mainly

influenced by the three groups of contextual factors.

Next the frequency and percentages of references were reorganised into these
categories. Setting direction and developing people were most commeonly mentioned
by the respondents. The other groups of practices exhibited varied frequencies of
repetition. Of these, from the highest to lowest ratings of reputation were improving
instruction and curriculum, shaping school core ideas and concepts, managing
internal administrative affairs, and developing external relationships and resources.
Among the three groups of contextual factors, internal conditions and external
environment were respectively the first and second most frequently mentioned.

Principals’ personal traits and perceptions were mentioned less often than these.

Since the study aimed to identify the core leadership practices of principals and the
major contextual factors, the target categories were taken as those most frequently

mentioned by most of the respondents. With this understanding, the reorganised
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categories were refined into a more compact repertoire focused on the leadership

préctices and contextual factors as most reported by the respondents. Table 6.4

displays the refined categories.

Table 6.4 Refined Categorics

. Frequency Frequency of Percent of
Categorics of Sources  References References
Leadership Practices

etting direction 21 132 25.10%
Setting shared vision or long-term goals 14 52
Planning for school development 14 52
Orienting the school according to the reality 15 51
De i l 18 116 22.05%
Developing students 17 58
Developing teachers 13 51
Developing cadres 7 14
Developing themselves 6 12
Improving instruction and curriculum 19 78 14.83%
Focusing on the improvement of teaching and
learning 14 45
Prioritising student exam performance 10 23
Developing school-based curriculum 5 7
haping core id d conce 19 74 14.07%
Establishing personal thoughts as school core
ideas 10 29
Achieving a unified understanding 15 25
Improving organisational culture or climate S 5
Managing internal administrative affairs 18 70 13.31%
Making major decisions democratically 15 39
Centring on teaching and leamning 9 20
Managing staff with a human orientation 8 17
Coordinating internal relationships 8 16
Developing external relationships and resources 17 36 10.65%
Seeking resources 11 27
Seising external opportunities 10 16
Afttaining policy support from upper authorities 6 10
Total 526 100%
Contextual Factors
Internal conditions 2] 148 43.92%
Teacher conditions 17 42
Student characteristics 12 30
Cadre conditions 8 17
Organisational climate 10 16
School performance and rank 5 10
Financial situation 5 8
Exte vironment 21 116 34.42%
The upper educational authority 18 57
Educational administration system 13 30
Educational policies and reforms 13 24
Social environment 8 19

168



Local environment 11 17

Educational conceptions 6 9

Personal traits and perceptions 18 73 21.66%
Non-position power 14 40

Positional responsibilities 8 12

Principalship experience 7 8

Total 337 100%

Accordingly, these six lcadership practices could be taken as the core leadership
practices of the principals involved in the interviews. The three types of contextual
factors could be seen as the main sources of contextual influences. Within each
category, the more specific indicators differed in terms of their perceived importance.
The following two sub-sections specify in detail to present their meanings according

to the respondents.

Understanding Six Core Leadership Practices
This sub-section expands on the specific components of each emerging category to
clarify and enrich them and so allow hypothesising of the practical implications of

the core leadership practices and contextual factors.

Setting direction

All respondents mentioned this principal leadership practice, including all the
principals involved. As Principal D asserted, ‘the direction of school-running - where
to go, that’s the core issue for a school (BACHIHRER HE-— AR 22 - B
RERH% (- fERE).” A teacher directly pointed out that ‘being a principal is to set a
direction (RRELEE M@ 7m)." All the leaders involved gave priority to this gross

practice and provided three interrelated actions taken by the principals in this regard.

First the principals attempted to set shared visions and/or long-term goal. Principal F
stated that ‘I’'m more concerned about the vision or goal and direction of school
development — where the school will be led and what kind of school it will be like
(B SLLE Z AR PR B RAOBREE BN M — sl B E @R BTN
BN E - IR — R BERIEBEE).” Furthermore, ‘this vision has to be fully
supported by teachers. [For this purpose], of course, the administrative cadres should
agree on it first GEAERR S SR GEIZANMMIAI R 1130R - EARERBITEEEH — B8,
said the Party Secretary of School F. To form the unity of thinking, the principal and

the leadership team had to play a major role in promoting and modelling the vision,

especially when it came to innovation. Principal F suggested, ‘once your key
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lecadership team aims at this direction, at the beginning phase, you cannot just stand

by on the bank or on the dyke to command instead of entering the water ( H B{RF7E%
R T OB AR TERRNORHERL A BEUhIE R | - BLTEER FEHE - AR

Second, in order to establish the shared vision or goals, these principals consciously

built upon a solid understanding of reality. Principal A explained his practice:

The first thing [1 do] is to continuously judge the status of our school

development, how the school runs at present, what goes well and what

deesn’t, what is going on in the surrounding areas and its development

tfends, and where our school is under such circumstances. (3 —{EL8& 4

Wb IR BB AR » IREEITHE B » YRt /T EIT8RET - I

e ith ST EITIRR A MM - REREFENHRERK - RRAESSEA

BE - T ETTY ST IR T ERaR )
The same principai elicited feedback from teachers, students and parents through
multiple channels. These included school-wide surveys conducted by the Research
Office, regular group meetings with students and teachers, personal interviews with
teachers and non-scheduled meeting with students and parents, In the similar ways,
these principals strived to better understand the school situation, clarify priorities and

seek breakthroughs for school development.

Third, principals engaged in planning in order to realise the shared vision or goals of

school development. As Principal D contended:

If you want to bring your thoughts into effect, you have to grasp the
overall course of school development. This means that there is a need of a
well-designed plan for the school. This plan ought to reflect the basic
approaches and strategies employed for school advancement. (32it1f/RE94R
HRER TR BREHNSREROBEIEEREME - ERERBREE
15— [EHEUBHRERIOHIN - 3& (R AP ST e B {81 2 S P B AR R 1
B
According to the respondents, the planning process usually involved several steps:
proposing initial schemes, discussion with the leadership team, consulting with
teachers, forming short-term aims and delegating to lower management to design
working plans. During this process, school leaders such as Principal C and D, would

visit other excellent schools to learn about their experience with the leadership teams.

Developing people
Eighteen respondents identified this aspect as an cssential component of

principalship. Respondents commenting on Principal A affirmed that ‘school
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chclopment ultimately depends on the development of students and the
development of teachers, these three aspects of development ought 10 be united (Z3#%
MR RARE WE R4 S RFIBAHNSR - =B EH-#9). Principal C
believed that people were the determinant of school success. This category involved
four generic dimensions: developing students, developing teachers, developing

school cadres''? and principal self-development.

In terms of student development, student happiness and all-round development were

highlighted by most of the principals. According to Principal D,

Lots of activities in our school seem to be not relevant to the College
Entrance Examination or High School Entrance Examination, but they
touch children’s hearts and are indeed pood for them to form ideals,
outlook on life, and basic values. | think this relates to children's
sustainable development in future and lifetime happiness and is a kind of

non-intelligence factors education. ({R & 7EHIERETE - Jr TSGR -

HREEARZFIOE - ERNETEE - A4CBROEAESRAI R K

IR AFAT - WA EERWA T M5 RN TR R - 405

R HERE IRREEE)
At the same time, great importance was attached to student academic performance
because of pressures to gain entrance to good quality schools or universities. For
example, the vice-principal at School C explained that, ‘No school can avoid the
promotion rate. Generally speaking, [our] principal spends most of his energy on
Senior Grade Three''” (MBI « (HTSURMIERA 1« —AAKH + HARAOR ) |90
BAER Z5ER).”

All the-leaders involved stressed the essential role of teachers in successful school
development. They were mainly concerned about two aspects: professional
development and staff motivation. To promote teacher professional advancement,

school-based professional training was universally implemented in a way called

''? tCadre’ (ganbu) is a formal appeliation of the governmental officials in China (Huang, 2005), Here
it refers to school administrative staff at different levels, involving the leader of each grade and
teaching and research unit, director of teaching and discipline and general affairs, vice principal,
deputy secretary and sccretary of the (General) Party Branch, and principal. Among them, vice
principal, deputy secretary and secretary of the (General) Party Branch, and principal are regarded as
school-level cadres who are appointed by the district educational authority. Before the personnel
reform, school administrative staff was incorporated in the govemmental cadre system. Afier the
reform, the appellation remain widely used in school system, although the government attempted to
reduce the influence of this system (see Chapter 2) In the interviews, all the respondents used this term
and thus it was kept in here in order to reflect the reality as authentic as possible,

' Principal C worked in a high school, in which final-year students, i.c., Senior Grade Three, would
take part in the CEE (gaokao).
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‘going out, bringing in (EHE, i)', In many schools, support policies
provided teachers with the resources to participnic in professional activities
organised by external authorities, local institutions or other organisations. Peer
mentoring and personal coaching were often used to facilitate the growth of young

teachers.

Principals emphasised intrinsic motivation. Principal A believed that spiritual
motivation was more important than material incentive for teachers and thus worked
hard to enhance the values teachers held about their work. Principal D attempted to
motivate teachers’ potential and passion. Principal F organised extra-curriculum
activities to, “help teachers feel pleased, warm and happy in the school”. Such

strategies aimed to develop the “whole teacher’, not just the professional.

Principals committed considerable effort to develop school administrative cadres. As
Principal C argued, “it needs several fundamental elements to build a well-known or
brand school, one of which is the first-class administration, that is to say, to have a
good cadre team (EHU—{EFRME-ARERE BIRRRBRELRER - —MEES -
HREE  hRREEFRIFNOKEERMA) This doubled as a practical strategy
principals used to maximise their own limited time and energy. Principal A admitted
that ‘between tcachers and cadres, | pay more attention to the working state of the
cadres because of my limited energy...1t is the cadres that I lead directly ({F BEHFNE%:
BREEHT - IRBEMERYE - BRI TIERE - RRBAM AR KERIRES
BB {H)." Therefore, targeted guidance was often provided to their school cadres.
Principal D invited outside specialists to lecture the cadre on ways to more
effectively execute their work. Principal F managed to ‘continuocusly train these
people through individual cases in the course of school administration (7F% &g
chr o SR A PR it 2 B RIGE AN ) and helped novice cadres adapt to their new

positions by providing relevant professional books at no cost.

In addition to facilitating the personal professional growth of others, these principals
exhibited an awareness of self-development. Principal F pointed out that *a school
principal must have a knowledge of pedagogy, psychology, educational psychology,
student psychology, and teacher psychology... you have to learn every thing. If you

" As principal C described, ‘going out is to broaden [teachers’] horizon and bringing in is to invite

experts come to school to conduct training (EE L RIB AR - Wi RURFWS LT’
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don’t have such professional qualities, you cannot work as a principal or you won’t
work efficiently (R MARMBHER - LB - FHOHE - B4 - FEHO
B ARTEERES - (RESENMRERE TR - SRR NEREGNE
¥ ®).” Principal E also indicated that he was fond of extensive reading. From a
similar view of principal self-learning, Principal B forced himself to become familiar
with theories of educational thought, in part to help him justify his arguments rather
than depend on hollow slogans (%% - HEOWH - E#¥ARE RRBHTEE
%A% - SRS EER - NRE2E% - 22008, Both the vice principal and a
teacher from this school confirmed his self-description and regarded their principal

as “good at learning”.

Shaping core ideas and concepts

Nineteen of the twenty-one respondents noted that one most important function of
the principal was to lead provide advanced ideas and concepts. Principal C claimed
that learning advanced ideas or scientific concepts for better school operation, when
in line with locai realities, was an essential component of a successful school. This
view was generally shared. A vice principal in School E confirmed that ‘it is the
school-running concept and management rather than material conditions that plays a
major role (BEHT BRI ER » I ERNWIESFIEM).’ Thus, most of the seiected
principals committed considerable effort to provide ‘an ideological guidance (F48
WH By —fE 3| $1) (Principal E), particularly through establishing their personal
thoughts as core schoo! ideas and achieving a unified understanding within the

school.

In practice, the core ideas guiding schools were built mostly upon the thoughts
proposed by the principals. Principal B stated that ‘it is me who first understands and
have an idea. I’!l inculcate and instil [my thoughts into teachers’ minds) (FR4cflf +
FeHil - M - BHE). The vice principal working with this principal explained
further:
The principal has been thinking about school education and instruction
management for a long time... In terms of school-running ideas, he puts

what he have been thinking about into practice again in our school...we
cadres and teachers are mainly here to follow out our principal’s ideas of

school running. (SHBREHHFHBEESH - KEFEHOERBEHRE
B PRBAE L RICAXME DS — SR AETER MR T
ERERES - - RIS E LR RRE B R )
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He adopted a vivid metaphor to describe it:

The cadre team of one school ought to work like a band. The principal is
the conductor and the other cadres play different instruments, such as
violin, trombone or cello. Although individual persons play their own
instruments, all of them have to be in tune with the principal (—{ES 49

bR {h IR R — B R - RN - HASRMIRET LR /MR
B - Rt BEXIREMAEN - ARASEASTaCHEBNFHEE  ARE
BRI RAEEE).
With such core ideas, the next step was to form a unified understanding within the
school. As Principal B affirmed:
In a fundamental sense, true unity means a unified educational idea
shared by all school members. Once this unity is accomplished, other

managerial measures would become secondary practices and the faculty
can be seen as united and the goal of school running can be thought as

unified and achievable. (RIF#Y - AR HAIME—B » BERBIOH
BFRE LN - BN BIMELR - HeERSEREY - #5
PARREHR L RESE -8 JLZBRERNNMBEIZFE—BHER
AFLAGER)
School unity was brought around through a top-down approach. First, they would
convey their ideas and consult with the leadership team and middle management in
administrative meetings. Afier getting consensus at the first level, they would
promote the idea to front-line teachers and other school members through an All
Staff Assembly, the Teacher Representative Congress and various workshops.
Meanwhile, the principals would make use of various school documents to clarify
communicate their ideas. During this process, the principals normally asked teachers

for their opinions. In most cases, however, the discussion was restricted to wording

refinement or slight modifications.

Principal were conscious of the role of school culture or climate and made every
effort to build a proper atmosphere. Principal E was aware of the effect of school
culture on leading school cadres. He stressed that ‘the birds of the same feather flock
together. Various conflicts and problems will be complicated in certain school
culture and climate. If you guide well, it might be good (#LAEEE + ALAEESY - &8
FEMMBEEEXCAERSREH - 5(BMELF - EOTAEBL). Through
reflecting on his own leadership practices, Principal C believed that a democratic
atmosphere was important for school development and indicated that he would make

efforts to ‘create a good educational ambiance to enable teachers and parents to care
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about the school and involve students in school planning (8igi—{8RIFRIHEHR
MBI - REMERRM SR MRS FBGER) . Specifically, ‘we'll
listen to the view of students and teachers, as well as some critiques and advice from
the society. We should these in a timely manner and absorb these opinions to make a
good plan [for our school] (ERF#RE I+ SWHSERNTER « HTEAE AR
M2 - EYER A — TR - R o BFIERE Rt RAABEGEE SR - LB
#H457)." In practice, Principal D built a special team to construct the school culture.
Principal F organized a variety of extra~curriculum activities to realise his idea of
‘making teachers and students feel happy in this school CREHFIR4: 7 HREE
FEIR=ME).

Improving instruction and curriculum

Improving instruction and curriculum was a central function of the principals. A
teaching director from School C stated that ‘the quality of school instruction is [one
of} the concerns on which the principal spend most of his energy...because education
quality is the life force of a school (& ABEHIHFERRHLE RORE -
ERERRRE @24 S, Improving curriculum and instruction
embodied three general activities: focusing on the improvement of teaching and
leaning, developing school-based curriculum and prioritising student exam

performance.

The principals focused energy and strategy on the quest for improved teaching and
learning across the school. A teacher at School E pointed out that ‘if school
principals really want to accomplish something in education area, they absolutely
should focus on teaching and learning (M MABREHRBTRETHRRE - STHEE
#%8). In order to ensure the quality of teacher teaching, the principals spent a
considerable amount of time in classrooms observing and, attending group
discussions to directly monitor school instruction and guide teachers. Some
principals introduced innovations in classroom teaching. For example,, Principal E

implemented ‘small class teaching (/NJE(Z)" in the school.

Other principals paid particular attention to how students learned. Principal B
explained that he, and other principals, organized a variety of activities, including
demonstration classes, to help improve student learning. Regardiess of the strategies

employed all principals agreed with the sentiments of Principal E when he stated that
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‘the first priority of a school should be given to classroom teaching all the time (—Fd

B - TEMHERERERICREBBRESR D

School-based curriculum development was another major approach to improving

education quality. Principal F believed that:

It’s not enough for a school to only have a good classroom [teaching). If
you want interested children, keep the school long-lasting, and become a
well-known school, it’s necessary for the school to have its own

characteristic curricutum. QEHEIMEEART » (REESIE TP - RE—HE
BREATFE - KEMRR— B - ELHREFERGIRE)
Principal C held the same view and had developed approximately seventy courses for
offer within his school. The development of courses is a requirement of the
curriculum reform. The development of courses to enrich the curriculum was seen as
a way of establishing a school’s identity. According to Principal D, ‘the most
fundamental concern [for a school] is to truly embark on the way of intensive

development, forge its own characteristics, and promote its education quality (B1EH

EHERNERRIE  REBCHEC  BABCHEERE  EFRBRAMAN
jiH).” These school-based courses reflected the characteristic of the school and were

thus considered curriculum as ‘the core issue of school education’ (T BRI

FIE—ERAE).

However, at the same time as stressing the importance of curriculum development
the principals had to stay focused on exam performance. Principals F admitted that
increasing student test scores remained ‘what all school principal will do, and so do
1...This is what I have to do...if I don’t pay particular attention to the High School
Entrance examination or the College Entrance Examination, | would get fired in one
year ({F{—-{EREMEHY  BLEERHAY - ERBLATR - R
HE ) RiERE  —FEREERERBEET). Working in a high school, Principal C
was also concerned about the test score and promotion rate. He spent most of his
time and energy on the final year students, ‘equipping this grade with exceilent
teachers and giving it preferential policies, including awarding policies for the
College Entrance Examination. In general, priority is given to the final grade (}§ &=
RO — S BRET 5 RBRAYBOE - RIERE- - SISRIER « EMEEER=
—i5)." Even in the exemplar schoo! ied by Principal D, which is known for its

excellent academic performance and high quality education, the school leader was
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said to be most concerned about student academic achievement and final exam

performance.

Managing internal administrative affairs

At a more operation level, leaders recognized the importance of managing the day to
day running of the school. Most of these practices related to how to make decisions
work through their staff. This involved four major components: making major
decisions democratically, centring on teaching and learning, managing staff with a

human orientation, and coordinating internal relationships.

First, the most prominent leadership practice was making major decisions
democratically. One of the manifestations of this was that principals communicated
and consulted regularly with teachers about important issues, especially those
relevant to their immediate interests such as performance related pay and outside
training opportunities, Principal B pointed out that he mainly used the ‘the bottom-up
approach to motivate teachers and enhance their confidence (B FE| L EERERT 8
Bh2aT o & EEERE{E:(») . Consultation tended to involve teacher representatives
only - but targeted those who were familiar with the real situation in the school. As
Principal B said about this that, ‘respecting them is respecting the entire teacher

group (B MM ESEREEHATMLE).’ Most of the principals were ‘aware of
exerting collective power in school management, because this is the guarantee of a
good job (BRI AETETRBEBO N E - REERBEMF LIFrRE)
(Principal A) Thus, many major decisions were actually made by the leadership team

using a form of ‘collective decision-making (SEf8HREE)’.

Second, principals emphasised that internal school administration should be linked to
the school’s educative function. As principal A affirmed:
Teaching and learning are the centre of administration, that is to say, all

kinds of administrative work should centre upon school education and
instruction...how good the administrative work is depends on how well it

serves the central work of the school. (B BITEATR.LITF « BEE
ZEHFENITRLFTEMRESEFER LERME B2 TEHEE®
BIFAT - LR BERDOTIERBERINE)

Administrative work included basic administrative functions and the optimisation of

internal resources and student safety. Principals generally delegated lower
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management to handle routine work. For example, Principal C’s appointed his vice

principal to oversee staff training and principals did the same of operational planning.

Third, principals worked to maintain a human face. Principal D described his school
as having ‘a good cultural environment and is very flexible and harmonious. I have
been making efforts to lead the school with a human orientation and weaken the rigid
way of managing through “control, pressure and restraint” as much as possible (A
AEIERE 0 RWRR - R - HEEEN " - B R T BRIREEEEER
i BELLABEA). He further explained that ‘in fact, individual intellectuals
always pursue self-actualisation. As long as the environment is good and the
direction is right, teachers will understand and support your work (HH %1385 -
FEARE -BERRBAEEK - RAERBRIET - St - ZaTEees R
B ¥ #{RET{E) . Principal E realised that ‘teachers have multiple needs, including
spiritual needs, material needs, methodological guidance, physical needs, family
needs, etc. (AT -RES @R - Bt L& - 98 LA - S LEsiEE
S 5E - FESEHMZZ) . To meet these needs, he said, 'I'll do whatever | can,
in spite of my own limited capability (HESRIREANBENFIR - HRERAEMATHE
NER .

Another importance aspect of internal administration was the coordination of internal
relationships within the school, particularly the interpersonal relationships between
the principal and teachers and between the principal and other leaders. Principals
normally communicated with teachers through a number of formal channels, such as
staff meeting, group learning activities and classroom. When there was a conflict or
disagreement, personal conversations were often used to solve the problem (e.g.,
Principals C and E). In terms of the relationship with other school leaders, Principal
F highlighted the role of having a ‘harmonious leadership team (R RS mlE )’
and compared it to the team composed of the Master and his three apprentices in the
Journey to the West { {F&#;3C) ).

Principals also endeavoured to maintain a good relationship with the Party secretary.
In Chinese schools the secretary is in charge of cadre management (% E#56).
Principal E explained frankly, ‘I'll adopt, as much as possible, some ideas and
sugpestions proposed by the secretary to establish his authority. I never ever let him
lose face — I definitely would not do such a stupid thing (B3R L& RAEERES
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SRR E IR SN B B RWY - B2 LA —REERY - RO G R fuavE F RS
ERGEHCERAEE) " However, Principal B thought it unnecessary to appoint

another person as the secretary and he believed that the principal could assumne this

responsibility.

Developing external relationships and resources

Principals sought to acquire additional resources through developing close,
productive relationships with people and agencies outside the more immediate school
boundaries. Both relationships and additional resources were seen as key to
successful schools. The key relationship appeared to be with district and government
officials, whose support was absolutely essential. A vice principal from School D

explained.

In general, for a principal of a key high school in Beijing, a large portion
of his energy is spent in maintaining school social connections. These
connections can provide a good environment for the school to survive.
Such an environment includes the policy environment and another big
issue, funding, because administrative allocation for education is
relatively limited, as well as various public relations. Thus, the principal
may often be busy dealing with these issues — this is related to the overall
social conditions in China. (—MERIFILFEBFRMIERE » HEIHH
FRBE — KB R PRAG FRIFR L - it SWROREET RE
A RO T — LB R - EER S R IEBORERE - 01— B
KHIFIRE— AR —E B E N TEURE R LLBH IRRY - SR RfES
FOHRER - FLL RERERETREC TEL AT ——EREETE
(it & BAR T RR)

A large part of a principal’s job was to raise funds for school and teacher
development. Government funding for school in China is generally insufficient for
more than the most basic functions and it is universally accepted, and in fact
encouraged, for schools to aggressively seek funds from within and outside of the
system. The lack of sufficient resources was considered a problem in all the schools
involve in the study. As Principal D said, ‘the money provided by the state largely
amounts to one third of the total expenditure of our school. The other two thirds need
to be raised by ourselves (BIFRMAIEEIIIBE T HRMPEEFIWAM=rZ—
=7 —HE®). A vice principal in the same school complained that ‘as a matter

of fact, funding is a big problem for all units. The funds always can’t match up with
what we want to do (HFIREAMARIEL - BBRHRE—HEARIMIRE - RRIEEFAN
FEEQ I B LR R VLECAY) .° Thus, Principal D organised a ‘funds-raising team (J884
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7ME)Y to get extra money for the school. Principal F spent much time *lobbying’ (%
) the concerning officials in order to acquire the resources necessary to develop his
school into a national exemplary school. While seeking funds from the government,
Principal F made full use of the local network to supplement standard funding and
less tangible support— such as from parents, private corperations, other schools and

academic institutions.

Attaining resources involved more than just raising money. Principals also scanned
the environment for worthwhile programmes to import, public forums to highlight
the school and a range of educational expertise. Principal A suggested that “when a
principal can bring opportunities and resources to the school, he/she will win the
trust from other cadres and teachers (FZIZAERSESSRBIHRM G FOETIR - LIRS HAzth
BRI Z MM {E{E) " Therefore, during a new round of curriculum reform in
Beijing, he signed his school up for a youth development program called ‘Soaring
Plan (33£92+))’. His school also cooperated with the Institute of Psychology of the
Chinese Academy of Sciences to set up a ‘Gifted Child Class (Z#:¥f)’ to enrol
exceptional students. ‘All these are new opportunities for our development GAHZ
HRPIBEAEHIHEE) ) he explained. In line with government policy schools also

internationally exchange with overseas schools in order to, ‘recruit international

students and promote cultural communication and conversation between the West

and China (FHSE SHNBRBER L - fREPT 3 LH L IRBLIER).

The third leadership strategy involved principals in attaining policy support from
higher educational authorities. As stated in previous chapters, the government plays a
dominant role in the Chinese education system. All the principals admitted the
importance of the support from authorities for their school’s survival and
development. A vice principal in school D confirmed this, ‘school development
needs policy support. If you don’t get the policy support, it will be quite difficult for
you to carry out innovative programs or ideas (ZBERIRWEE - - LBENLE - IFH
i -— S A TE B AR A BRI Rr L R#EHE) . A teaching director in this
school also commented:

Afier all, the principal’s power is limited. Sometime, outside or superior

policies may temporarily not allow him to do what he wants to do. In this

case, our principal will actively communicate with the superior,
committee of education, and educational office directors to get their
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support. (IREHHMHBHERBREFIRA - HERE - SAE080 ARRIECGE » ]
HETGEE A FCEF b A CARMRAY - EERAVEFER - AURERE L @ADL AR TR
W BT MR ENIME - SIS R

For Principal E, such support was essential for the ongoing ‘small class teaching’
reform he initiated in school. As he said, ‘as long as you give me this broad policy
and allow me to do this, I will certainly try my best to do it (fx FEHGEBARIBEER
B WBREHERE RS E® HEH . The teaching director of his school ©
even said that ‘fortunately, the superior fearnt about our situation in recent years and
permitted us to carry out this experiment (EFFEMRF R EHET  SIEEBAIR
B

Understanding Three-level Contextual Factors
Three-level contextual factors emerged as the major sources of the influence on the
core leadership practices of the selected Chinese school principals. These contextual

elements are explicated in this sub-section.

School internal conditions

Among the three categories of contextual factors, the internal conditions seemed to
be the most influential. AH respondents attached great importance to the impact of
internal school conditions on principal leadership practices. As one of the vice
principals from Principal D’s school affirmed, “The principvis very important in our
school because he is supposed to have an idea first. Such an idea is based on an
overall awareness of the history, present and future of this school (fEETR L » BR
FREE  FHBREEAEAHEY: - EMESRAE T HBREY - RTINS RE—
(B pmAnIR ¥ ). These internal organisational factors mainly consisted of
teacher conditions, student characteristics, organisational climate, cadre conditions,

school performance and status, and financial situation.

Factors related to teachers appeared most important (17 of 21). One aspect was often
mentioned in the interviews, the age profile of staff. For example, Principal B and his
vice principal both mentioned the influence of age. Since most teachers in their

school were very young, the principal felt respected (LLEX@HEEFK) and was seildom
directly confronted by the teachers (i - F#ZRIEFHAIARY). But the vice

principal indicated that these less-experienced teachers had difficulty in disciplining

students and improving their performance. Thus, the principal thought that the
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teachers could hardly find time and energy to think more abnut school development

and ultimate mission.

When the principals aimed to implement innovations and improve classroom
teaching, such as Principal B and E, the emphasis would be put on teachers’
consciousness and capability of execution, habitual teaching approaches, and
unwillingness to change. Furthermore, Principal F and the Party Secretary of his
school both stressed that teachers’ understanding of education, professional pursuits,

dedication, and team spirit would affect the realisation of the school vision (BT

HERIES - B EROER - SR - WM - SRS IRIBIRETHIR) . Principal
D paid particular attention to teacher participation in school planning because:
Every teacher [in the school] is concerned about school long-term
development... [They] do not merely impart knowledge or teach what the

book says, which is a simple, low-level requirement of an educational
practitioner. They all have further career pursuits. ({G{EERERREIEH M

DB RRRRL - TRMBEBHSRERLER  EREEY - 6
R EHE TEEOEX - R REEIGERY)

A central contextual influence was the shape and quality of the ‘student intake’ (4
#). Principal D set up a ‘recruitment team’ (F84 /) in order to recruit more
talented students. Most of the principals were worried about the poor quality of the
students enrolled in their schools, particularly in ordinary schools. The vice principal
from School B called it a ‘congenital deficit’ (KA T'); meaning that the students
were low achievers before enrolling and had a very week grasp of fundamentals upon
which he school could build. The teaching director in Schoul E also complained:

Students are like water. “The water that bears the boat is the same that

swallows it up.” [So] the student intake is quite important. Why do we

have been lagging behind other schools in recent years? It's just because

the students coming to our school are those who are rejected by the other

schools that select students before us and these students can go nowhere —

but the compulsory education require them to go to school, thus what
comes to our school is the fifth batch of students (B2 & F{@7K » “7kKEEME

0 REERAY  BARNERREE - RFIBI R EEIERINBRLE
H 7B R R R R MR R M E A R PEEHY » fRRMFR T —ifi
B HH L ARRR AR - ADURMZEE AL

At the same time, ‘schools are powerless in terms of student intake (3£ ¥ 4 fRAERE
B11), lamented a vice principal, ‘student allocation in compulsory education is

controlled and mandated by the local bureau of education. Parents can determine
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whether their children come or not — as long as | have money, power, and
connections, I’{l let my children go to good schools (REBHA B HEFHEEE - 28
SHILHBREERRE BT REFENBEH—XKEE - B6e) - MG - #Kiaz)
IFE9224%).” Thus, the job of school leaders was to try and turn around the quality of

their students. As Principal C explained, ‘low input but high output — students come

in with low calibre but finally leave school with high quality ({E#EH—KCI78:HE
RRE  BREERBEMER)

These school leaders were also affected by the state of the school cadres. A teaching
director saw this influence as having a negative effect of principal leadership in her

school,

From 1998 and in the following several years, {the principal] focused on
school teaching and learning and the school had been continuously
developed into new stages every year. Overall, the leaders within the
leadership team were able to cooperate with each other. Although there
were some frictions, they all aimed to promote the development of this
school. After re-electing the leader group, a new vice principal came into
office and began to scramble for power and profit...School management
was in chaos and the leader group was in a state of internal strife. The
principal knew it but was helpless...he himself was scared to death -
although he did say it, everybody could see it — his showed it on his face.
In such a state, could a principal think about school development
seriously? Absolutely couldn’t. (f¢ 98 FEBIMARE S FE BRI R 2
B—F—HEN - FETERREM - BRI T 2R IIFRELLRES
B BEREEEH  TEERR  AREEMICEREY - PRGNS
ER T - RSP TR - BISRRT 2% - S E R
T oo BRVEER T —ERBLAKEE - SR T8 T B AEMFIR
fE - REEH#EE  HEMER - thB CHRKWHREEd——HRTF
R (BEAKMEBLR —RBEHIY - ARTERN—ERE  —#
RESBAEE AR R 2R RIS ET4E)

This demonstrated the great influence that the cadre conditions could have on the
principal, which also reinforced the importance these principals attached to the

practice of building a couperative leader group (FE¥HIT).

The forth in-school factor was organisational climate. School climate refers to the
organisational environment within which principals lead. Many principals
emphasised the impact of climate on their leadership. Principal E considered it as an
important but complicated issue because it ‘might not work in the way you want (-

REEMEERCRAEEFEN) . In School B, the school climate was generally

harmonious and the staff was inclined to be obedient to their principal. Few people
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would directly or actively confront the principal. Thus, his ideas usually dominated

the school and were widely accepted by staff.

School performance and status was a major internal contextual influence on principal

leadership practices. As principal F said,

Before 1995, this school was shabby and third-rate. Two students
entering higher education per year would be ok. There was only one class
in the Senior Grade Three and one class in each grade. The municipal
authority just required us to make one student enter the higher
educational institution. Between 1995 and 1998, the number ranged from
five to ten. The only thing that needs you to do is to make it and
accomplish the task. [So] No one would like to come to this school... At
that time, the officials in the Bureau of Education always said that “if you
don’t work harder, I'll transfer you to that school.”... [Thus), our school
was even not a district school...Nothing could meet the criteria, such as
conditions and facilities of school running, grounds, teaching quality, etc.
(95 SELART « SEPRBLE BB - —FREF L 2 EAR OK 7 - #
R = —fElBE - BSEFEHR—EN - SETREQERMNEEHES L 1
{BARIE - 95 F5 98 SFgbie®E E 5-10 BERl4L - fr%¥ L BRERT
LT « @AKo BINHE RAEFTERE © RBTT
wFim - RIRESIERRE" - MERERRMBREE R R - (B
A BARNY: © RS - RRR RO SR HEES
thA6)

To change the situation, Principal F applied for the Municipal Green School in
2005 and he believed that a higher status was a breakthrough for the school.
After geﬁing the status, the school attracted more and more attention from the
district educational authority and local community. Then, the principal focused
on the improvement of student performance and meanwhile succeed in
applying for the Provincial Green School. In the next three years, the student
exam performance of this school became one of the top schools in the district
and the school was further entitled National Green School. Now, the internal
environment seemed particularly good for the school development and the
principal is applying for the National Exemplary School. This typicaily
reflected the importance of school performance and the related status, which
signified the quality of school education and was closely related with the

resources mdividual schools could get.

The availability of funds was an important contextual influence. Some

principals indicated that they did not worry additional funds (e.g., Principal F)
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but most were concerned about the disparity between government financial

input and actual school expenditure. Principal E explained:
For schools in Guangzhou, it seems that they should “get the money
anyway”’, but there is actually “an acute lack of money” in these schools.
The maintenance of school equipment needs a lot of money. [For
instance], one bulb in our operation rooms or platforms costs two or three
thousand yuan. How long does one bulb last? It may last for one year or
one and a half, | reckon. In this period of time, how much will it cost to
get fifty or sixty bulbs changed? In addition to this, there are hundreds of
computers. If | do the maintenance once a year, about one hundred yuan
for each computer, it will consume hundreds of thousands yuan. Besides,
we have to pay for utilities, etc. 1 feel that the input of the municipal
government to education is quite inadequate at present. ({%/F5JHi5 52
o RIEEFEREER “TEH" - TR R REST - BRI
REHENS - WRILERE - BMBERBITHRETS  —ERERER=T
$i5% - — SRR B RAM 7 EF—F B —E4 - —FH—FPLFEHR
B AARHERES @ BHHE - B2 BRSE5E -
—FEAME R —GREEVE-BRSSS - XE-SEM - R
HARBEHEY - IR R NN B E R A RIRT B

External environment

Outside influences were another major influence on principal leadership. This
influence was derived from five specific external clements. These were district
cducational authority, educational administration system, educational policies and

reforms, social environment, and local environment.

The district educational authority involved the municipal and district Bureau of
Education or Educational Committee, as well as the relevant administration office set
up by some state-run corporations to supervise affiliated schools (e.g., Schoo! C)'**.
These agencies are usually in charge of district administrative functions such as
school and principal evaluation, administrative examination and approval for school
programs, policy-making for local educational development, student-intake quota
allocations, selection and appointment of school-level cadres, buildings and facilities,
financia! allocation, and teacher and cadre professional development. In short, the
district education authority is overall responsible for the provision of policies, human
resources, financial resources and material resources. Thus, it greatly influenced the

school leaders’ work. As Principal E said, ‘what influences my practices most is the

superior policy. If the policy from the upper authorities does not support you, it’s

''> In China, large state-run corporations or institutions are allowed to set up primary and/or secondary
schools to educate their personnel's children.
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quite difficult for a schoo! principal to do or keep doing what you want to do (EZH#
AL R LRBGE - R LEBEET TR RBEER - FFRREAC— &4
% RSN EZET TR

The second influence was the educational administration systems themselves. These
systems included financial allocation system, exam-oriented school and principal
evaluation system, administrative examination and approval system, and principal
responsibility system (PRS). We have already established the lack of financial
resources from the system. In terms of the exam-oriented evaluation system, a
teacher commented that ‘teaching and learning concerns school principals most

because it is the pass rate and promotion rate that are used for school evaluation (£

REMGHEHE  RBEE - ERKRRASEFFEH)." This suggested that the
main criterion used in the existing schoo! evaluation system was student academic
performance, which seemed as the major reason for the priority given by the
principals to school teaching and learning. Besides, Chinese school leaders had little
autonomy running their schools, even though the responsibility for managing the

school had been devolved to the school level through the PRS. As Principal F noted,

Even for some small things, such as school-wide small projects, building
a gate, or building school culture, you cannot make your own decision
and have to get it examined and approved by some departments — but the
officials in charge know little about it, what can be done? Why do we
have so many schools that follow the same pattern and look like the same?
This is bound up with our systems that keep all in control. Now, Premier
Wen said, “let educationalists run schools”. How can we make it? We
can’t. Educationists need a relatively free and autonomous environment,
which is anything but such a rigid administration system. (ZBAEe{w {3
AVINERS - BT - BB LAY « B RE/ IR - (AT REE R
fFE - BSPIBREFH—FMAA LT - SEMBRAEEE 7 BIEK
PLEESERTE—® THR—E ? CRRMNESIE VAN  28BE
By - BARMBEER WERNSE  EEHEFER 7HALT - BERL
ABHE—EENES - B XN —EBEER « ERERESO TG
HFRTHER)

The third external contextual influence was the education policies and reforms
implemented by the central government. The recent curriculum reform was
considered the most significant influence on school management. Most respondents
confirmed the positive effects of the reform on their schools. The teaching director
from School C pointed out that their principal had paid particular attention to

changes in classroom instruction and teaching methods since the implementation of
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the New Curriculum Reform. Principal A believed the reform could lead education

toward a more student-centred approach to teaching. So school administration must
adapt to this trend (EEHFPREMNHEEONEEFSREREN TR - HHBRE
MR - iR AR AR ERRYIES).

Compared with the influence of the local authorities, however, the impact of reform

was relatively mild. Principal E explained.

Policies from the central government can't compare with those from our
upper educational authorities because the central government is too far
away. The policies are good, for example, implementing quality
education, how long has it been [since this policy was proposed]? (It has
been for] several decades. But is it really that hard now to carry out the
policy in schools? No. It is local authorities, such as the Bureau of
Education and district government, that don’t want to do that. They don’t
care because those officials have never ever studied how a human being
ought to be taught. Thus, when they talk about policy, they also advocate
quality education. But when they assess your performance, they only
focus on studeat test scores. (FPHRBHETME BB F P IHIBCRK »
BB AcET - PROBEKEFY - LLNRMITRERE « 44
T2H%HET - BRBRGHTE - ERNHEER ? T8 - R TEE—
BWABTTH  ABRUE - BEAFHiF - thFEHR - HEAMTER
MR R Z PR E R E SN EBAREREH ERE LR - FILMBERRREUR
HIHER « (BthREREBHE - BRMTFIRGEHR - REREHFERHE
EBER)

In addition to the policy context, the social environment was an important influence
on how principals lead their schools, especially in promoting student academic
achievement. The teaching directors in School C pointed out that ‘the society and the
students’ parents are more concerned about student performance on the entrance
exam (i &R R B TIEMAALEE) . Another teacher director from Schoo!
E contended that ‘In practice, output is the key to the development and social
recognition of a school... If your [school] always comes first in examinations, it will
naturally be well-known in the society ((ERERIERIED  —(ARRETHE » 6t
EHEHHEER - MERREMRLO - MR BHRREL TS - itgaRGRE
[&).> Such expectations from parents and the society impelled the principals to attach
particular importance to student achievement. As one of the vice principals working

with School D commented,

I think what concerns [our principal] most may be still the teaching
quality and student achievement. Students’ uitimate performance on the
entrance examination ought to be critical, because many parents focus on
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this, which also decide the fortune of a school (BAR18 WJHERA LA TRE

BEER  BAVPRERM - BEREOTEREA  TERERENGHT

BIRSFERAEEM « SE R EHERAIME).
Against this broad societal context, the more immediate local context was also a
major influence on principal leadership. The vice principals from Schools C and D
and the teaching director of School F complained about ‘the fierce competition
between different schools (342 2 FIRVEE RIR#FY)’, which produced great lprcssurc
on school principals. Furthermore, the principals always attached importance to
what’s advocated by the local government. For example, Beijing Municipal
Government called for more internationalisation. Accordingly, both Principals C and
D emphasised international exchange in the goals they set for their schools. Principal
C ‘prepare to set up an international department at an appropriate time in future,
recruiting international students from overseas, to promote the cultural
communication between the West and China (S &S ¥EM{EEEMIRHE - BIRERE
BB - $— RN E Y - (e TR LRY3CER).” Principal I’s school has been
carrying out such plans for many years, he said, ‘there would be hundreds of

overseas children [coming to our school] each semester and we’ll send hundreds of
children abroad every term (SH{EBHAEEE S{EE EBRIET - BIVSHEZHE
EESEMETT) .

Lﬁcal economic conditions were related to the resources the local government could
provide. The vice principals in Schools B and E stressed the effect of the local
economic development level on school development. One stated that the economic
development level of the district in which his school located ‘was relatively lower
than in Beijing Municipal. The suburban counties were more restricted economically
(FEALRTH BB T HESE &R > BALEMARMAKER - hEHHBBILREERET).
Therefore, the shortage of money seemed as a big issue for the principal. For
principal E, the situation seemed to be grimmer. According to his vice principal, the
school was located in a district ‘which is quite poor (ZLLELEERT)’. As far as he knew,
‘it lives by selling lands. After demolition and planning, the local government will
sell the land to real estate developers at a price several times higher than the cost (&
REREAWHET  FEREZ®  REFZE - DIREOFHERLERER).
Accordingly, the principal was worried about whether his campus would exist in

future.
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Within the broad reform context and the local environment, prevalent educational
conceptions also affected educational practitioners. ‘For example’, the vice principal

from School D said.

Before the curriculum reform, there was no concept of curriculum in
schools. Since [the reform] has led to the new curriculum and given the
power [of developing curriculum] to schools, {we] need to research and
develop curricuium and implement school-based curriculum, which
certainly is a big challenge for schools. This challenge is not only for
schools, but teachers, as well as the school management, because new
assessment and new curriculum development is different from the
original national curriculum. It will bring lots of new requirements for
school administration. (FTEREBEZ R - BRERERIZNS - BEST
Hoe KA T RREEMT  REWRMBRE - WRSBRHIE B
HEMERARR - ETERHER - B2 - FEE thE - BBH
A - FTHRERBHF RN BEFRERRGERN - CHESKRER
HEHRIBSFHHIER)

But not all leaders recognised the influence of the innovative ideas advocated in the
reform on their school education. Rather, they emphasised other views or
conceptions. For example, based on his school’s situation Principal E proposed a

model of small class teaching following a visit other schools. Principal B claimed

116

that that his thoughts were largely influenced of Sukhomlinsky''®. At the same time,

he seemed to disagree with the reforms advocated students returning from overseas.
He said bluntly that ‘I don’t like those overseas returnees — applying the experience

from such small countries as Netherlands and Finland to China (R80EBHE RIS
R0 - 78 - BRI 88  hBESEX).” Thus, he insisted that:

The ideas from outside and upper authorities, including the curriculum
reform, hardly make a difference to me, which just enrich and confirm
my thoughts and practice. So much for them [the overseas returnees),
isn’t it? These people never actually run a school. They just focus on
research. That’s all. How much money the state spends! I've already
made my school accept these ideas and do not plan to change, except
some absorption, integration and enrichment. (#4153 + &g ELbET -
BARY O BB TR W EMERE - I — TREERE
B REGES - fTRRRML - HAR 7 ERA - EEREAEE 3
SRETSE A RIS - hplERE - BMELS O - RUBEEER T
GEGRPYE  BAAEMET - R - ME - ¥E)

''® Vasyl Olexandravych Sukhomlynsky (September 28, 1918 — September 2, 1970} was a Ukrainian
humanistic educator in the Soviet Union who saw the aim of education in producing a truly humane
being.
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This tendency seemed consistent with the gradually reduced influence of the

education reform policies mentioned above.

Personal traits and perceptions
The third category of the contextual influences related to:principals’ personal traits
and perceptions. Eighteen respondents suggested that the effect of certain personal
traits and perceptions on leadership practices. These personal factors involved three
major types: non-power factors, positional responsibilities and principalship

experience.

First, a number of non-power factors were highlighted by most of the respondents
(14 of 18). As Principal A interpreted,
“Non-power” factors encompass a principal’s understanding of school
education, professional pursuits, personal values and moral integrity,

capability of being a principal, and the relevant professional knowledge.
All these are something other than administrative positions. (“JFt# 11789

FF ISR EERS - BER - (rHIRERNAZEARL - (FRES

B RSB NES BN TT BRI LI R EE)
Principal D pointed out that ‘school-running ideas should reflect your own
understandings of education and basic education, as well as different stages of
education, such as junior and senior secondary education (¥ BB EZRYBRIR
HHEWER  HERSEWEE BTV BTEPERTEBRORENE
f£).” Principal A ga\}e priority to principals’ ‘motivation and pursuit of actively
serving other teachers and students (3 Bkt FSE2 R B H b E AT R 4 BRFSROBIEFIE

3K)." As he said, ‘first and foremost, a principal should have his/her own ideals,

pursuits and beliefs (E%MRR - BREEER  H:8K - BALER) . Principal F
agreed with him and articulated his own pursuit and that ‘no matter whether | am a
teacher or a school principal, I'll definitely become the best and become a well-know
educationalist (FMABMEMBMEMER - HEETRICEHAUREN - KERAK
%) . Being such an educationist should stand up to scrutiny and judgment in terms
of morality and conduct (FEfE{T AEGEBILSIEHERL - BGEEKKFFA)) . This was
part of Principal E’s charisma, according to his teaching director. A key element of
this charisma was the principals’ capability. The teaching director and another

teacher from Schoo! F confirmed that their principal was capable of leading the
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school with vision and foresight. Such capability priginated from and could be

. enhanced via a continuous renewal and expansion of their professional knowledge.

~ Positional responsibilitics were regarded as the uitimate determinant of principals’
leadership practices. Principal A affirmed that

[For principals], the first thing is to “do what your responsibility asks you

to do.” In other words, do your duty. A basic requirement of this position

is that you as a principal cannot just be like the other teachers. Instead,
you have to complete what a school principal ought to accomplish. (38—

BEL 2 TERALRFHEE" - RERBR - (FRERRLTEd—EREA

K (FEBRR - RETHGHEMEMAYE - BrRERRREELRE

MEE% 5e RaY)
Principals’ personal experience has an impact on their leadership practices. All the
selected principals had worked for more than twenty years. Some of them had been
principals for many years (e.g., Principal B, C and F). This experience helped them
develop a better and sounder understanding of education and principalship. For
example, as a veteran principal, Principal F began his principalship at the age of
twenty eight. Since then, he paid attention to summarising his own experience,
‘Although he was transferred to Guangzhou from outside, he knows what is needed
for the children here and for the community, through comparing the difference
between the two areas,’ said the teacher from his school. Principal D had more than
thirty-years teaching experience. One of his vice principals thought this as the most
important influence on his principalship. As he explained:

Our principal started his career being a teacher. He has been a grade

leader, teaching director, and the vice principal in charge of teaching and

learning. He totally grows up by himself within the school. During this

process, he keeps in touch with the outside world at all levels. Thus, he

could develop a basic comprehension of education and a clearer

knowledge of the status quo of the school. So he could play a leading role

in our school. In this sense, [such experience] is the most important

[factor}. (IR @ BIUEEMHME - SOBFHER - SOABBI(T - BB

HRFMRE - TR REPRE CRRERN - ERRIBED - MR

BEMERIERT - YR —EEATRL R BRI —

(AR SIS - FTLAMESRELIRIFEFRBRIEE KR - FLUEREE

79)
Based on the core leadership practices and main contextual factors which emerged
from the axial coding stage, the researcher employed a selective coding technique in
order to further examine the inter-relationship among these categories and the

practical patterns of the core leadership practices used by -these principals in their
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schools. In other words, the following coding stage was used to help answer how
these core leadership practices and contextual factors relate with each other and how

different principals exercise core leadership practices in their schools.

Selective coding — Identifying Relationships and Patterns

In this phase, the researcher reconsidered the conceptual categories developed in the
axial coding stage (Strauss & Corbin, 1990; Mertens, 2005). First, the investigation
focused on the inter-relationships between different conceptual categories. Second, it
aimed to identify the common patterns underlying the core leadership practices to
explain how these practices were commonly enacted by these principals in school.
As a result, three underlying patterns emerged from the analysis. These included
balance between quality education and exam orientation, differential invoivement in
decision-making, and hybrid between democratic procedures and top-down, values-
driven authority. Third, two latent models were developed through comparing and

synthesising the core leadership practices used by different school principals.

Inter-relationships

Three parts make up the analysis of the inter-relationships among the conceptual
categories. First, the analysis was conducted to capture the inter-refationship between
the core leadership practices. Second, relationships between the major contextual
influences across the three levels were investigated. Third, the contextual factors and
the core leadership practices were connected to form a synthetic understanding of the
contextual influences on the core leadership practices of these Chinese school

principals.

Within core leadership practices

The qualitative data suggested that the six core leadership practices were closely
related with each other. In light of the specific leadership practices presented in the
prior sub-section, the six core leadership practices are connected with each other as

shown in Figure 6.2,
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Setting Direction

Developing Managing
external relationship & SHaping chre administrative affairs
resources
. Improving instruction
Developing People & curriculum

Figure 6.2 Inter-relationships of Core Leadership practices

Setting direction seemed to work as the overarching leadership practice driving

school work. The practice was used to decide ‘where to go (JA{AIEE %), more

specifically, ‘the vision or goal of school development (R{% R RIUFEE L BiEfNS
[[1)". Such vision or goals of school development appeared to affect other core
leadership practices. For example, Principal F set the vision of his school as ‘let the
school bring everyone happiness and hope GREHGHNSE —E A EEBIFE Y)Y, which
implied a concern for the development and wellbeing of the people in this school,
With this understanding, he made efforts to improve the overall quality of education,
promote teacher professional growth, transforms teachers’ perceptions of learning
and classroom teaching and organised a variety of extra-curriculum activities to

‘enable students and teachers to feel comfortable and interested in this school (GREH4:

PIER B AR REFIR » BEEE).” Meanwhile, he actively communicated with

the outside to get resources and district support to help the school progress. This

suggested that this practice might play a leading role in driving school operation.

Second, shaping core concepts of school running seemed to aim to provide an
ideological foundation for the other core leadership practices. According to the
respondents, the core ideas of running school set by the principais usually involved a
series of perceptions of the essential functions of school organisations, all-round
development of students, gquality of school teaching and learning and priorities of
school administration. The direction of school development was also built on the
core ideas which were purposively shaped by school leaders. For example, the vice
principal in School B indicated that his principal just ‘puts what he has been thinking
about into practice in our school (BRIUBEME RN —ERKEERMERETE

FrEOWER). All respondents also agreed that ‘teaching and learning are at the centre
of admingstration (J{FBBTHHLTE).” In terms of student development and the
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quality of school education, the respondents commonly advocated a balanced view.

As Principal E stated,

We aim at quality, not only pursue scores; but quality education doesn’t
discard scores. What matters is how we embody the nature of education
and humanity and let our school education serve for student lifelong
development in the course of seeking high scores. (BB REE « NE
EZERIY - BREABF UIRTEMY - WRERMOMTEE R
FStES - MBRMIENRREEMBEOARE - ENMBRBFIEALE - Eh
BRBRMNATRRE AR ARR)
In addition, the practice of shaping core ideas and concepts was also used to develop
teachers. The teacher from School B indicated that ‘[our principal] plays an
important role in promoting our thinking and understanding. After he forms his own
ideas, he will instil his thoughts into our minds, and enable us to accept it and then
gradually do what he want us to do (TE#E& &M B ABE 5 H thAE ) — 8 i ARYIF
H - iRt E CHIBRC & - ISR BRI SRR RN - MEMRERT
BT U HEBIEMEM). In this sense, shaping core ideas set the tone within

school and guided external relationship building, which was often used to serve the

central work of school.

As remaining four core categories of principal ieadership practices were used to
operationalise and support the principals’ visions or goals of school development.
These practices usually centered on improving instruction and curriculum and
developing people. From the view of the respondents, these two aspects were
representative of the nature of school education. A vice principal from School D said
that:

As a social organisation, the primary function of the schanl decides that

the principal ought to focus on teaching and learning. Schools are a place

used to cultivate students. School education is a specific way of

cultivating people in a particular historical period. (24358 @t & & -

ERERNEERE T RERRTHR - BREERR AN —@EEASH -
DRHH RS ERR SRR SR AR A

Furthermore, improving instruction and curriculum and developing people were
closely associated with one other. The former signified the essential activities of
school organisations and the latter involving the ultimate aim of schooling,
‘cultivating people (3% #® A )'. Therefore, promoting teacher and other staff

development was always considered as a powerful approach to quality instruction
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and curriculum and ultimately to student development. In the interviews, most
respondents suggested that the principals paid more and more attention to teacher
development in that ‘teachers are the main force of education and teaching (FEffR (1
EHEHENIMIE)’ and ‘school development depends on teachers (RiFERE
1SIRSEEE)

Consequently, both internal administration and external connection building were
centred on school teaching and learning. As Principal A contended, ‘all kinds of
administrative work should be centred upon school education and instruction...how
good the administrative work is depends on how well it serves the central work of the
school (%l ATATTECTEH BB E B0 #U8 TIEEM- -2 L TIFAIT S
WA BB CEBEBDOCITERERN FIE)Y. Maintaining social connections, was
valued in that it helped to ‘provide a good environment for the school to survive (J&
DRI EFRE T — @BEEEITFHBRIE)’, which involves the policy environment,
funding and public relations. In light of the qualitative data presented in the
preceding section, such a perception was recognised as a basic understanding of
school administration by the selected school principals. The practices of managing
internal administrative affairs and developing external relationships and resources
were commonly performed by the school leaders as a means of supporting school

teaching and learning and facilitating the achievement of school vision or goals.

Within contextual factors
The inter-relationships between the three types of contextual factors are illustrated
simply in Figure 6.3. Generally, schools and individual principals interacted with one

another within the external context.

External
Context

Internal
school
conditions

Figure 6.3
Inter-relationships of Contextual Factors

The district educational authority appeared the most powerful factor for individual
schools and the principals as it’s responsible for administrative examination and

approval of school programs, policy-making for local educational development,
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student-intake quota allocation, selection and appointment of school-level cadres,
schoo! construction, financial allocation and teacher and cadre professional
development, as well as local school and principal evaluation. These aspects directly
related to the critical conditions in school, such as student intake, financial conditions,
teacher conditions, cadre conditions, physical conditions, etc. To a great extent, the-
decision made by the district educational authority determined the fortune of local

schools. The vice principal working in School E pointed out,

The overriding factor is the school-running direction set by the superior.
This school resulted from the mergence of two good schools. But there
was no improvement after the mergence. The physical conditions of the
school couldn’t meet the standards and the requirements of any rank. So
you could only fall in the lowest class. [The superior] had planned to
conduct reconstruction, but the municipal authority didn’t permit it and
then the plan stopped...Superior decisions are quite critical. We’ve also
seen the development process of other schools which were originally not
well-known. After they got supportive policies and favoured student
intake, these school changed for the better. (¥ BT L {0 of B — @
MR AR - BIEMSRFEREBEIERIFOBRSTERE - BEEH
2R TR E  BRESEREER  (RSRERFL - (17
EFR|TRE  (FRBFEIMEAIFRT - <FRBERYGE - RRRNTELS
B SCRRT o LHAREREE - ZFHHERHAREIRR -
FREHAERENEN - &SRS » BOR—5FF - BRHREKT)

Besides, the main criteria used for this selection and evaluation could affect
principals’ perception of what to prioritise. The existing principal responsibility
system provided specific requirements for what principals should think about and do.
The cadres appointed by the superior could cause unexpected problems for the
principals. As Principal E complained,
It’s impossible for us mainland school principals to fix on who will work
around you, especially in relation to the secretary and deputy secretary of

the Party Branch. You have no power to determine whether they can
work in your school, sometimes it’s even them who can decide your

fortune. (FRPIARERR @ TAREEIREBOARE - HRRER - 8K

o B8 AMERABIREATRERT L EEROESAEEMT L)
Meanwhile, ongoing education reforms and local educational developments
continuousty challenged the school leaders’ understanding of education and
management. As one of the vice principals from School D asserted,

Either the national curriculum reform or the requirements for the

development of the whole school education, including the newly issued
‘Guidelines’, will slowly — my personal understanding — and gradually
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return to something concerning the education per se, to which we did not
pay enough attention. Then, the more it returns to the education itself, the

higher requirements for school there will be. (BIZFRUFRIZCEFEHLF - HTF
BEZRABTORRERGIT - BEMENLE - S8 —REAR
fe——N FHHEMFEI R E R G — LR - RIIUGTEERSEERX
Ay - HEBRENRHREERS  HERAERIEE)

However, the expectations of society and parents still focused on student test scores
and thus impacted principal leadership practice. Principal F indicated explicitly that
‘all [high school principals] want to focus on the National College Entrance Exam
because people won't swear at me if students get high scores (FABHESH - FBHIIFRL
W EEMARER) . Additionally, educational conceptions also partly shaped school
leaders’ ideas for managing schools. Principal B indicated that ‘I don’t have much

thought. I mainly absorb ideas from the major educationalists (X8 C.i{tEEE
FERBZHTAEMNER).

The local economic situation affe‘cted the resources available for individual schools,
especially those located in poor districts. As noted, Principal E’s school was located
in a district living by selling lands. Partly for this reason, the vice principal of this
school said that:
Our campus will disappear sooner or later...From the perspective of
timing, geographical convenience and human relationship, this school

hangs by a thread. If it couldn’t find its own characteristics to develop
now, it will be pulled down and teachers will be dismissed. (BETHERER

BECERERE - EREHEFANRE - RERYEECHROAES

B EMBREETE  IFTRIFT - GRS T)
Within the broader context, the principals’ personal context and the internal school
conditions interacted with each other. On one hand, principals’ personal traits and
professional perceptions influenced school conditions and the internal atmosphere.
For example, Principal E believed that ‘a leader should keep a certain distance from
the masses. If a leader is too close to the masses, it will cause an effect that the
people around you would divide into small groups (325 —ERMREER < e
BH— BRI - SEMABEMEACLT ROR S EBRENY A ZAKE).” He felt
satisfied when he found that ‘now, the people in this school, from top to bottom, are

a little afraid of me (BR7EHE LE| T EWARRTIEITE).

On the other hand, school conditions will influence principals’ perceptions. For

instance, Principal B was said as an experienced school leader who always proposed
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new ideas and instilied them into teachers’. According to him, ‘such a top-down
approach is based on the conditions of this school. Teachers are less concerned about
this aspect than me. So I have to play a leading role [in thinking) (8 EE|T + &8 T
SEERRrRS - ERIEEEFERERNTMRES —% - FrLAIRLSERLS |FRIFH).
From this point, it can be suggested that school conditions mainly provided the
necessary information about where principals need to exert leadership rather than
actually change their personal context. In practice, principals’ personal influences

facilitate change under certain school conditions through various leadership activities.

Between core leadership practices and the contextual factors
Based on the analysis above, the core leadership practice and the contextual factors

were combined together. Figure 6.4 demonstrates the integrated framework.

Setting
Direetion

External Context fnternal schod

conditions

{anaging internal
dm\inistrative affairs

Figure 6.4 Inter-relationships between Core Leadership Practices and Contextual Factors

At the personal level, the principals’ perceptions of education were closely
associated with the two overarching leadership practices of setting direction and
shaping core ideas or concepts in schools. ‘School vision and guidelines are
dominated by the principal’s thinking (@Bﬁﬂﬁ]@ﬁ: KA HERE ), said the
vice principal of School C. The practice of sHaping core ideas per se included a step

of establishing principal’s personal thoughts as school core concepts.

Personal understandings of principalship responsibilities greatly influenced how the
principals perceived the practice of developing external relationships and resources.
Both Principal B and E held that the government should provide adequate resources
to schools and principals should not be responsible for developing extermnal

relationships and seeking resources. On the contrary, Principal D and F gave priority
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to this practice and thought highly of its role in school development. Furthermore,
‘personal values and moral were said important for school leaders to set a goed
example for other school members to improve the organisational climate. By this
token, principals’ personal contextual factors had an immediate impact on how the

core leadership practices were exercised by the principals.

The internal conditions composed the specific or immediate context in which
principals exercise the core leadership practices. This context was considered by
respondents_ as the most important factor determining what principals would and
could do. Among various organisational factors, student characteristics, especially
student intake, were seen as essential reason for what principals did to improve
student learning. For example, in Principal B’s school, the students mainly came
from the lowest layer in terms of their scores on high school entrance examination.
Therefore, the principal tried to improve student learning methods and their
capability of self-management to transform their learning habits. In addition, teacher
and cadre conditions and the related organisational climate were important
contextual elements relevant to the approaches the principals used to enhance staff

capacity.

Other important factors involved school performance and status and financial
situation. As described in the prior section, the former was closely related to the
short-term goals and strategies adopted by the principals to promote school
development, and the latter had an immediate effect on the practice of winning
resources. With this understanding, a school’s internal context directly determined

whether the principal adopted these core leadership practices.

The external environment worked as a general background in which individual
schools operate. The impact of the external environment, particularly the district
educational authority, directly drove the school leaders to attach importance to
developing external relationships and resources. At mentioned above, the existing
educational administration system directly related to school operation and principal
responsibilities. Through affecting the school and the leader, this external factor
indirectly influenced the core leadership practices. As for the ongoing curriculum
reforms, it largely reshaped people’s perception of school instruction and curriculum.
However, the expectation from social, parents and local authorities still focuses on

student exam performance. This might be the reason for the principals’ efforts to
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keep balance between quality education and exam orientation in their practice of
improving instruction and curriculum. Besides, the local conditions would affect the
resources available for school development and the educational conceptions related
to school principals’ ideas of running school. In this sense, the external context
probably exerted an indirect influence on the tore leadership practices through
affecting school conditions and principals’ personal context while some external

factors might directly affect certain practices.

Underlying Patterns of Core Leadership Practices
In this sub-section, three common patterns underlying the core leadership practices
are identified through synthesising the common characteristics across different

categories of the core leadership practices used by different case principals.

Balance between quality education and exam orientation

The core leadership practices suggested a pursuit of keeping balance between quality
education and exam orientation. This view was particularly obvious when school
principals engaged in the practices of improving instruction and curriculum and

developing students.

As far as the vision was concerned, all the selected schoo! leaders advocated the
implementation of quality education and the all-round development of students.
Principal D stressed the non-intelligence factors of student development, which
‘touch children’s hearts and are indeed good for them to form ideals, outlook on life,
and basic values (BHZFER - AEBNEARERVEREEREIFEIFHT) .
He believed that ‘this relates to children’s sustainable development in future and
lifetime happiness GERMNE 7 B F S R T RHRBRAI— £ /IFERE). In School C,
the core idea shared by the school members was to “lay a solid foundation for student
lifelong development and all-round development (B&E4£FIE GBRFIZHHRATE
SRAVERE).

At the same time, the exam orientation accompanied this quality-oriented view and

was practiced in schools. Just in Principal C’s school, the vice principal told another

story,

“Quality education doesn’t affect the promotion rate” is a very nice
sentence but is not easy to achieve. It is often the case that you have to
raise the promotion rate first and then you can say it confidently. If you
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can’t make it, nobody will believe whatever you say. (“SEREBFAEEH
B ERIIEFHFEGS—GE  EEHEHBARREE - TERIMEX
ABERT @ (FEREEEEER - (RRERIET - IRIFASEE L AE
5 (RERERETE AMEE)

Principal E provided his opinion about the quality of school education, which

typically reflected a balanced view shared by most principals involved.

We aim at quality, not only pursue scores; but quality education doesn’t
discard scores. What matters is that how we can reflect the nature of
education and humanity and let our school education serve for student

lifelong development in the course of seeking high scores. (F{FEERKE
B x@@%ﬁg‘t}ﬂi CRFREAEFUTETRSE - MR BOIEE
ERSWERAEF - MERMTENBRRMBAFTOEE - EIRRRMOA
1 EHRREMRIRERELE — SR RRRES)

This situation might originate from the coexistence of large-scale education

reform toward quality education and the entrenched exam-oriented evaluation

system, plus dominant social expectations. Principal E explained that it's the

local authorities that hinder the implementation of quality education because

‘when they assess your performance, they only focus on student test scores (il

IR AERENES KM ERELE). The teacher director from his
school further pointed out that the social expectations was still firmly on exam
performance ‘If your [school] always come first in examinations, it will
naturaily be well-known in the society (UNR{FEHEELTIFIF it EERE
{B§2[E) .’ This orientation might explain why a variety of quality education
reform policies were said to be difficult to be completely carried out in the

schools.

Differential involvement in decision-making

According to the qualitative data, the selected school leaders generally adopted a
participative or collective decision-making process when they engaged in setting
direction, shaping core ideas, determining major internal affairs, or sometimes
carrying out school innovations. Such a process was said to involve all school

members, from the key leadership team to ordinary teachers.

In fact, the decision-making process of these school leaders was more like a practice
of differential involvement conducted through a hierarchical approach. Differential

was used to describe the social relationships within Chinese society (Fei, Hamilton &
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Want, 1992). Here, it means that the school principal determines the degree of
involvement of different groups of school members in making decisions according to
how close they are. In other words, different groups of school members would be

treated differently due to their different status and positions.

The key leadership team was always highly involved in decision-making process
from the beginning. There might be two reasons. First, this group of people was

closest to the school principal. Principal A said that ‘it is the cadres that I lead
directly (FRIEZMAVRREERER{A). Thus, they seemed to be more easily to get

attention from the school leader. Second, the major school-level cadres were
appointed by outside authorities and had the power to deal with a specific aspect of
school work. The principal’s idea could not be implemented smoothly unless it’s
accepted by these key school leaders. As Principal E argued, ‘the group of
administration leaders, the group of Party members, the group of section managers,
once these people assent to [my decisions], what else can those ordinary teachers do
(THRHF—RA  HERE-RA - BIR—EA ERABET - TSNERHEAMEE
BEH)Y

Accordingly, when these school leaders needed to make major decisions, they would

first consult with the key leadership team. This cohort of school leaders would

discuss the principal’s proposal together and achieve consensus. When they have

different opinions, according to Principal A and C, ‘the school principal could make
a determination when there is disagreement...If the dissension cannot be solved, the
issue would be set aside temporally (R —AIRFE - REGETBIZHIENGE
Frereer MRFERK - —REEHGEB A RYREE - TRIRMERE) or ‘reported
to upper authorities to decide (3232 #5_LARERPIE) .

After getting the agreement from the leadership team, the relevant plans or schemes
would be introduced and explained to teachers. Meanwhile, their suggestions would
be collected. However, collected teachers’ opinions seemed to be not as essential or
powerful as those of the leadership team members. Most school principals suggested

this process was mainly used to ‘enhance teachers’ self-confidence (E58 /NS

f8)", ‘let them feel a sense of ownership (MEBEIEBKRGE A), or ‘develop
specific action plans (R E BT . Besides, teachers were mostly involved in

the issues highly relevant to their immediate interests, such as performance related
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pay, bonus distribution, and outside training opportunitics. As for school

development, all the respondents indicated that it’s the principal’s job.

Principal B summarised his practice as an approach ‘mainly from top to bottom,
supplemented with a bottom-up manner...Such a top-down approach is based on the
conditions of this school. Teachers are less concerned about this aspect than me. So |
have to play a leading role (B L TR ¥4 » #iZLABTE L. A LET » BET
B ARREEM - ZEEEETERNERT RS - FTLIIREARIEERSS [fRIER).

Hybrid between democratic procedures and values-driven authority

Related to the differential involvement pattern of decision-making, the core
leadership practices of these principals seemed to be a blend of democratic
procedures and top-down, values-driven authority. In other words, it’s a mixture of

democracy with the subtle imposition of the principals’ dominant educational beliefs.

On one hand, all the respondents suggested that the principals always adopted a
participative or collective way of consulting with other school members when they
engaged in setting direction, shaping core ideas and determining major internal
affairs, especially those directly relating to teachers. Principal E supported this
approach because ‘when you will make a decision, you must first consult with other
people. Then, you can make your decision without burden ({REE R —{EFEFERIES
fik + IR EEREZFKRER - (FEBKRKTER » BZRER - STHIRHERERIZ A T).
Similarly, other principals emphasised the importance of ‘collective decision-
making’ and practiced these democratic procedures to include other school members
in school administration. Principal D spent a lot of time to let teachers discuss the
school plan and made some modification in light of their suggestions. Thus, they

seemed to be democratic leaders who always considered other opinions.

At the same time, these school principals owned the above-mentioned values-driven
authority. Regarding the leadership practice of shaping core ideas, a unity of the core
idea or concept of running school was universally pursued by the school leaders.
This unity was normally built upon principals’ personal thoughts. Many respondents,
such as the vice principals in Principal B’s school and the vice principal in Principal
D’s school, indicated that the major ideas, decisions and development steps of their

school were ‘dominated by the principals’ thoughts’ (LIENEER M) In

Principal E’s school, the teaching director also admitted that ‘the core concept and
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innovations of our school are mainly proposed by the principal because he is the

school leader who represents the school. No ideas would come into effect unless he
advocates them (BRI SN E T ERBRKBHRE - KB MR A -
bR REA - RAEEEMREF FFRR).

In this sense, the process of consultations seemed more like a process of
legitimisation and information rather than truly participative decision-making.
Through this process, principals’ personal ideas could be formally recognised by all
school members and implemented as required. The vice principal from Scheol B
mentioned the role of the All Staff Assembly as another channel of collecting others’

opinions but he also indicated that ‘the principal would clarify his own thoughts. If

there is no disagreement, we just follow it (SRR E CHBERER > B ER SN
FETTIE). Principal F specified how he achieved such unity:

First, the school leader or major leaders must have a clear idea...After
getting my own thoughts clear, I’ll first articulate it repeatedly to my key
team, 1.e., administrative cadres that why we will do this, on what basis,
what difficulties or obstacles we will be confronted with, and what will
hinder our students, teachers and parents. That is to say, unify the
thinking of the key team. Then, I'll extend my influence to a second level,
that is, our section managers, subject leaders, grade leaders, and teachers
in charge of a class, by interpreting my thoughts over and over again. (&
5o PRARMERER T ENENENVEEE WIS - ... #
BRAOFESHELR - EAERPINEORE - tRETHRS SRS
sl - MRS TS ? BFLERSRE T (TR ? $UEM
RS ¢ RAMTE AR EERAEE ? RERBMYE BB 7 RS
& - E8 - KREFTERERE ? bRRR - EHEEELL MR EERK
— « M —LUR - REEHIE_ARE - #ERMEE - 28R &
ff > HEMEERE - LEmRRREREFER)

There might be two reasons for this hybrid pattern. First, seiting direction and
shaping school core ideas were usually thought as a part of the job responsibilities of
Chinese school principals. One of the vice principals working at school D took this
point of view: ‘If you're in this position, this is your basic job responsibility; if you
are not in this position, you don’t need to think. It may be useless, even thought you
think about it (FARNBEEE - (REEGEREMURE - ERIFRELN TIERE /7
TNEEBEAE - TTHERFAR - (R EEhRE ).

The other reason could be attributed to the teacher conditions or underestimated

teachers’ capabilities. Both Principals B and F agreed on that:
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If you really require a teacher to actively think about the development
direction of a unit or a school, he wouldn’t do that. It is the same as a
company, The employees are more likely not to do such things. However,
if your leadership team proposes some thoughts, he will think whether
these things are feasible or not. (ZED{iE BEEHEME - ANE—FEHT
BREE - EEARE —ARRRRTE « W T EHEHSS - ER—ED
¥4 CERTESTGHESE - ERNEEETRNREREENR
75 BHRLAR - G EE - AT o BRIREMRER  HERRE
ZEYRTE - TJEETEIRS)

Potential Models Integrating Context and Leadership Practices

Although there were several common patterns underlying the performance of these
principals, the school leaders actually gave priority to different components of the six
core leadership practices. According to the dala analysis, two models could be
developed as the action patterns of the core leadership practices exercised by
different school principals involved in the qualitative investigation. The two models
were labelled the survival model and the development model and are iilustrated in

Figure 6.5.

. . Development
Immediate improvement

in schqol teaching and

learning
All-round school

development in the
long term

Survival

Figure 6.5 Survival-model and Development-model

The two models were mainly different in the focus of the entire school work. The
survival model prioritised immediate improvement in order to ensure that the school
could meet the basic requirements on student performance and thus continue to get
necessary support for schoo!l operation or survival from the government. The
development model aims at all-round school development and growth, beyond the

just the improvement of teaching and learning.

Accordingly, the case principals can be divided into two cohorts. Those falling under
the survival model included Principal B and E. The other four leaders were grouped
under the development model. According to their difference in performing the six
core leadership practices, these two models could be further specified in the

following table.
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Table 6.5 Major Differences between Survival-model and Development-model

Survival Model

Development Model

Core leadership
Practices
Setting direction

Developing people

Improving instruction
and curriculum

Shaping core ideas and
concepts

Managing internal
administrative affairs

Developing external
relationships &
resolrces

Centring exclusively on teaching
and learning

Serving the needs of improving
teaching and learning

Being more concemed about how ta
improve classroom teaching and
student learning results

Focusing on innovative ideas of
school instruction and curriculum

More authority-orientation

Unwillingness to take action

Centring on school long-term
development

Students all-round development,
Teachers and cadres full
development

Balancing exam orientation
with quality education

Clear mission statement and
more diverse approaches to the
mission

More democratic consultation

Active involvement

Contextual Factors
Internal conditions

External environment

Personal traits &
perceptions

Facing survival issues

Poor student

Brain drain or lack of experience
Cadre issue

Poor performance and lower rank

Lack of extra resources
Low level of local economic
development

Negative opinion on external
relationship building

Better students

Steady teacher and cadre groups
Good intemnal climate

Excellent performance and
higher rank

Being rich in extemal resources
Support from the upper
authorities

Positive view on external
relationship building

Survival-model

The core of the survival-model is improving teaching and learning for a better

student performance, which was usually driven by the need of school survival. That’s

the case in terms for the schools led by Principal B and E. Both of them were

reported as ordinary schools with the students mainly from the group of low-

achievement on the entrance exams. The vice principal at School E explicitly

indicated that their school might be closed if there was no change. Improving student

performance seemed to be the most efficient and effective way to break through.

Therefore, both of the principals oriented their leadership practices towards

improving school teaching and learning. Principal E began to implement an

instruction innovation of ‘small class teaching (/[\¥E#{%2)’ in his school from this
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year. Principal B proposed a number of classroom teaching principals and organised
a variety of activities and demonstration classes to help students improve their
learning methods. They both agreed on that ‘the first priority of a school should be

given to classroom teaching all the time...This is an unshirkable responsibility of a
school principal (—RE#% + TE (BRI ERIERE RS RIS — i ERK
BEN B4 oI HEEIGYE(T) . said Principal E.

With this priority, the goal of school development was directly related to the
improvement In teaching and learning; the core concept of school-running was
constructed mainly upon principals’ thinking about classroom teaching and learning,.
Thus, top-down authority seemed more important than other school members’
participation. Principal B said that ‘it is me who first understand and have an idea.
I’ll inculcate and instil [my thoughts into teachers’ minds] (FR4efif - Foocans - 3%
# + FRHE)." As he pointed out,

Teachers are not able to know these by themselves. They have a lot of
work to do. Most of them are quite young and can hardly the immediate
Jjob in hand. This forces me to learn more and seize every opportunity to
instil [my thoughts] from top to bottom. I’ll also summarise and promote
the good practice from teachers, even thought it’s not mature at that time.
It’s mainly from top to bottom and supplemented with a bottom-up
manner...Such a top-down approach is based on the conditions of this
school. Teachers are less concerned about this aspect than me. So [ have
to play a leading role. (BZERAREELARE ? 1 T IFHERENIC - FEEH
MRS o RATRY - FRIRSERRTERE - BERRECSE - TARE
R S ERE - SERFRAT# - thEGRRARRE TR — SR
URRER RN BHE - RHEMTREMN W TE LB
BT RETEESIREG - Z0EERSERENAMBL— L& .« B
AFRER IS (FRIF ).

Principal E also admitted that:

Usually, I would not make any determination by myself. Once | make a
decision, teachers will understand that this is what you have to do no
matter whether you want to do it or not. Because [they know that] this
principal works in this way. [I’ve] never set specific requirements, but
once [I] ask them to do certain work, they won’t reject. (— BB ZRE
St EER - —BEREMEMEGERIFER - ZRAREIEMHERath
B Tt - RREBRRRREER - R ERIFEBRNE
R —HIEETENTIERM - it AR

From their view of point, teacher development should serve the needs of improving

school teaching and learning., They both emphasised teachers’ consciousness and
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capability of executing school teaching innovations, and the transformation of
teachers’ habitual teaching approaches and unwillingness to change. Due to the
limited resources, however, they seemed to be not able to provide much internal

training opportunities or resources for their teachers and cadres.

For the internal administration, the main function was also to serve the needs of
school instruction improvement. To some extent, the principals’ authority seemed to
get reinforced. For example, after two or three rounds of discussion and modification

of the school teaching reform plan, Principal E *began to be adamant (BRIE5REE 7)

and told the Party members in a meeting that:

From now no, there is no discussion about doing it or not. We’ve already
discussed this issue. Now we need to think how we do it and do it well,
and what difficulties there will be in the course of carrying out the reform.
From now, I don’t want to hear any negative voice or see any negative
behaviours from any Party members. Now, I'm raising this requirement

form a political perspective. ((RRFEBNIATFEITT ST WA MATTE

EBETIR T SRR BN - ER DB REEET - TEREEDE

T EEEREE - WORAEFMIBATR R E MR A ER SR EHE T —BlARERR

B BT HEREABENTE - REAREBRAN B EEREER)
Following the meeting, he repeated this speech in a meeting with section managers.
As he said, ‘the group of administration leaders, the group of Party members, the
group of section managers, once these people assent to [my decisions], what else can

those ordinary teachers do (7RI F—8A - HEHEBE—HA - BIR—HA - E%A
RET - T@rRERZHEEEEE)?Y

However, both of them complained about some problems within the teachers and
school cadres. Principal B expressed some dissatisfaction with the Party secretary
and suggested that the secretary intervened in his work. He also pointed out that the
teachers in his school were too young to think more about school education.
Principal E found some bad influence from other school leaders but have difficulty to
change it due to existing school leader appointment system. One female teacher in

his school expressed her worry about the outflow of the excellent teachers.

Although their schools were not rich in resources, neither of them regarded the
practices of external relation building as a major concern or a necessary task.
Principal B said ‘[I] have to do that although [I’m] not willing to do (B E2MEBL).’
Principal E explicitly indicated that ‘I am not willing to do this thing (ﬁ$ﬁﬁ;ﬁ{i§
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{E%1#%)." That might result from their belief that the government should provide
adequate resources to schools and principals should not be responsible for
developing external relationship or seeking resources. Besides, they thought that this
practice would cause some dilemmas for principals because it would take lots of time
and energy to deal with the complicated external relationships. There was also a
contextual factor that both the schools were located in the district at a low level of
economic development. As expressed by the vice principals from these two schools,
the local economic situation related to the insufficient financial input of the

government into school education.

Development-model

Compared with the two struggling school principals, the other four school leaders
seemed not that worried about their student performance, although some of them still
expressed the worry about student intake (i.e., Principal C, D & F). But improving
student performance was not an urgent task. These school leaders put more emphasis

on making a blueprint for school long-term development.

As stated in the prior sections, Principal F was ‘more concerned about the vision or

goal and direction of school development — where the school will be led and what
kind of school it will be like BREFILESHRBRIRANOBRNE BENAM
R E AR R R B R 5L - e — & 2. The first thing

for Princtpal A was to ‘continuously judge the status of our school development, how

the school runs at present, what goes well and what doesn’t, what is going on in the

surrounding areas and its development trends, and where our school is under such
circumstances (55 —EELEA @itk AR RAVINR « MAGETTHEREE - Wdbi
FETHBERE - S FETEEANE - RERERENRRERE - BROEY
B EEETE TR T HEEAILER). Both Principal C and D spent much

time in making a strategic development plan for their schools.

Therefore, they usually had a clear understanding of the core concept or mission of
their schools. For example, Principal D provided the school-running idea of his

school, ‘Be human-based, serve the society, seek development, and purse excellence
(LLARDE - B - BRIRK - BREM).” Principal F proposed the idea of
‘letting the school bring everyone happiness and hope (MR E —EAFZETNH

)’ as the mission of his school. With this understanding, he organised a number of
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extra-curriculum activities as he thought these activities as ‘the easiest thing to do, as
well as the easiest way that enables students and teachers to feel that they lives in a
comfortable and interesting school (RAES# » LERS HREHE MBRRIEEE
BRARETIR - BEREREY.

Accordingly, they treated school education and people development in a more
comprehensive way. Although they were all aware of the importance of student
achievement, they made great efforts to keep balance between the exam-orientation
and student all-round development. For instance, Principal D emphasised non-
intelligence factors education for children. Principal F endeavoured to organise extra-
curriculum activities to help students feel happy in the school. Besides, a school-
based professional training system was universally implemented in a way called
‘going out, bringing in (FEH 7% - F#2K)’. Within this system, various external

training opportunities were provided for teacher and cadre development.

In school internal administration, the leadership practices of these principals
exhibited a democratic orientation. They seemed to believe in their teachers more. In
Principal’s D school, ‘there was a good cultural environment, very flexible and
harmonious (A X BR1EIRBIT «+ E ™R - (RF0E),” in which he ‘have been making
efforts to lead the school with a human orientation and weaken the rigid way of
managing through “control, pressure and restraint™ as much as possible (FRHEREFNY
“E B RO RELERTHRL  GELUARAK) . Principal A argued for
exerting the collective power in school management, ‘because this is the guarantee of
doing a good job ultimately (BB B BEMEF TEGIHEME) . Thus, many major
decisions of these schools were actually made by the leadership team in a way of
‘collective decision-making (SERSHRIE) .

As for the external relationships and resources, all of these school leaders held a
positive opinion and were an active practitio;ler. Principal A believed that “when a
principal can bring opportunities and resource to the school, he/she will win the trust
from other cadres and teachers (IRXRAESQIRWRMENRAE « T RS H AR
ERHIERETRYE(E)." Principal C and D both engaged in getting extra educational
resources for developing school-based curriculum and staff development. In addition,
Principal D particularly organised a ‘funds-raising team (ZEB4/»4H)’ to get more

funds for his school. Principal F spent much time ‘lobbying’ (#§i8) the concerned
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officials for the necessary financial input to develop his school into a national
exemplary school. At the same time, he was actively in contact with local

organisations and attained their financial support. As he argued,

As a matter of fact, there are many reasons for that many schools are
short of funds. One is the inadequate input into education. For another
thing, it’s not enough for our school principals to strive for social support.
We build a high fence wall in our schools. How can we push the fence
wall over? Only if you push the fence wall over, you can open your eyes
and expand your resources. ({ IR PRHRZ LR - BREVRA - —
BERAFRATE  —ARBRMBREFIM S T - RIHBERR -
EEERE AR T - EEEHREEIRE ? HEMMIRER - (RY GIREFE 5
R+ WIREHNEERD)
This view directly contradicted the opinion held by the two principals who exercised
the survival model. To some extent, such divergent views might be the most obvious

difference between the two models.

According to the relevant narrative presented earlier, the school led by Principal F
was just an example that broke through the survival situation and moved into the
development model. Before 1995, the school was quite shabby and the student
performance was rather low. Thus, the officials of the Bureau of Education even said
that ‘if you don’t work harder, I’ll transfer you to that school ({FEAIFIFHE - ?Efﬂ?.
FENREZPRHE) > To change the situation, Principal F worked with his leadership,
tcém and actively applied for the Municipal Green School when he took the position
in 2005. From then on, he school became better and better. As noted, he actively
engaged in all the core leadership practices, particularly in seeking extra resources

for the school development.

Form the forgoing, the development-model school principals exhibited more positive
opinions and diverse actions in terms of the core leadership practices. It might
originate from the contextual factors. For these schools, student achievement seemed
to be no more a problem. The teachers and cadres were willing to cooperative with
each other. All these principals suggested that their school climates were quite good
and harmonious. Besides, three of them were exemplary school and the other one
was applying for the status of national exemplary school. Furthermore, both the local
environment and upper authorities were said to be supportive for the schools

development. To an extent, there seemed to be a situation that these with
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accomplishments and reputation tend to snowball and those with meagre

accomplishments have greater difficulty achieving accomplishments.

Summary

This chapter presents the process of the qualitative data anallysis. The target
respondents were first introduced in the first section. Then, three-step coding
techniques were used for the analysis. The first open coding was to identify initial
categories emerging from the data. The second axial coding was employed with the
research framework buiit in Chapter Three. This process led to the six core
leadership practices and three-level contextual factors. Finally, the selective coding
was adopted to re-examine the cases in order to identify the underlying patterns. The

major inferences were summarised as follows.

First, leadership practices of school principals in Mainland China can be classified
into six core categories:

® Setting direction — setting shared vision or long term goals of school
development, which is based upon the status quo of the school, and making a
general plan to actualise the vision or goals.

® Developing people — promoting student all-round development, including
academic achievement, facilitating professional growth of both teachers and
school cadres through various approaches, and enhance seif-development in
order to keep a conceptual leading status.

® Shaping core ideas and concepts — establishing personal understanding of school
education as the core ideas of school running, and achieving a school-wide
recognition of the core concepts through unifying thinking and building
supportive organisational ambiance.

® Improving instruction and curriculum — continuously improving teacher and
learning and developing school-based curriculum with a focus on student exam
performance.

® Managing internal administrative affairs —~ centring on school teaching and
learning, making major decisions in a democratic way, showing consideration
for other school members, and building harmonious interpersonal relationships
within school.

® Developing external relationships and resources — winning resources. and
getting sypportive policies for school development and grasping external
opportunities to achieve a significant progress.

Second, the contextual factors that influence these leadership practices can be
grouped into three types:

® [nternal conditions: teacher conditions, student characteristics, organisational
climate, cadre conditions, school performance and status, and financial situation.
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® [External environment: the upper educational authority, educational
administration system, educational policies and reforms, social environment, and
local context.
® Personal traits and perceptions: non-power factors, positional responsibilities
and principatship experience
Third, the identified core leadership practice and major contextual factors were
connected together to reveal the inter-relationships within and between the core
categories. As a result, setting direction was found to guide the other practices and
core idea shaping provided the ideological foundation for the other practices. Within
the contextual factor, the school context provided a guide for principal leadership
practices and the personal context would affect the school through these practices.
Both of them were influenced by the broader external context. Related to the core
leadership practices, the former two had a direct impact on the core leadership
practices of the school jeaders while the latter mainly had an indirect effect on these

core leadership practices.

Finally, the core leadership practices of the selected Chinese school principals
exhibited three underlying patterns and two different models. For the patterns, first,
these principals attempted to keep balance between exam-orientation and quality-
orientation. Second, they adopted differential involvement in decision-making. Third, |
they employed a hybrid leadership approach that combined democratic mechanism
with top-down, values-driven authority. For the models, different case principals
could be divided into survival-model and development-model which were built upon

the actual situations of their schools.

In the following chapter, these inferences would be combined with those emerging
from the quantitative data analysis to develop a sounder understanding of the core
leadership practice of Chinese school principals, how they perform these practices,

and what contextual factors relate to their core leadership practices.
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Chapter 7 Integrated Findings
After the two types of data were separately analysed, a series of integrated findings
tould be attained via a combination of the findings emerging from the both forms of

data. Three strategies were adopted to combine different forms of data in this study.

First, data transformation was applied to the individual types of data. For the
quantitative data, factor analysis was used to generate descriptive themes or
dimensions from the numerical information (see Onwuegbuzie, 2001; Onwuegbuzie
& Teddlie. 2003). For the qualitative data, the strategy was to count emerging themes
or calculate the frequency of categories (see Onwuegbuzie & Teddlie, 2003;
Tashakkori & Teddlie, 1998). Second, due to the sequence of data collection and
analysis, the dimensions developed in the quantitative data were used to help code
the qualitative data. These two procedures were completed in the process of data

analysis as presented in Chapters Five and Chapter Six.

Finally, the findings derived from the two types of data were combined together in
order to generate a more complete knowledge of how Chinese school principals lead
their schools under a variety of contextual influences. In general, the quantitative and
qualitative findings were mutual confirmed. Such a triangulation between different
types of empirical evidence led to a number of integrated findings presented in this

chapter.

There are three sections composing this chapter. The first two sections present the
major findings emerging from the both forms of data, including the core leadership
practices, the contextual factors, and the relationship between them. The final section

provides a summary of the chapter.

Core Leadership Practices

On the basis of the combination between the quantitative and qualitative findings, the
leadership practices of the sampled principals appeared to converge on six generic
categories. These six core categories included:

® Setting direction

Shaping school climate and core ideas

Developing people

Managing instruction and curriculum

Managing administrative affairs
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® Deveioping external relationships and resources

These core categories of the principals’ leadership practices were inter-related with
each other and could be further classified into three groups in light of their essential
functions. These were:

® Directional leadership practices

® Functional leadership practices

® Supportive leadership practices.

The combination further confirmed the three practical patterns identified in the
qualitative investigation. These patterns were:

® Dual emphases on academic performance and holistic development

® A differential pattern of participative decision-making

® Hybridisation of multiple leadership styles

This section presents these findings.

Six Core Categories
As stated above, the twd forms of data converged on six generic categories of
principal leadership practices. According to their inter-relationships, the six core

categories could be classified into three clusters.

The integration of quantitative and qualitative findings confirmed that the school
principals involved in the study commonly employed six core groups of leadership
practices. Both the quantitative and qualitative data suggested a number of core
leadership practices exercised by these school leaders. Through data transformation,
these practices could be categorised into six generic dimensions shared by the both

types of data as shown in Appendix 7.1.

These common generic dimensions were based on the structure of the core leadership
practices identified in the quantitative investigation and helped the author make the
combination between the quantitative and qualitative findings. For the qualitative
findings, all the themes were treated in accordance with their relation with the iterns

under the corresponding dimensions deriving from the quantitative data.

Some qualitative themes related to the items already included in the quantitative
framework. They were merged with the counterpart items to produce better
statements. For example, according to the qualitative findings, ‘setting shared vision

or long-term goals’ was a specific action under the generic dimension of setting
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direction. It’s similar to the practice of setting a shared goal for school development
under the same dimension in the quantitative repertoire. Thus, the two were
combined together to form a better description of this specific leadership practice,

that is, setting shared vision or long-term goals for school development.

Meanwhile, some of the themes complemented the dimension established in the
quantitative investigation. Accordingly, they were added to the relevant quantitative
categories. For instance, the practice of ‘planning for school development’ emerged
from the qualitative data as one of the major means of setting direction. But it’s not
included in the quantitative repertoire. Thus, this theme was added to the original

dimension of ‘setting direction’.

At the same time, a few qualitative themes were not consistent with the classification
suggested by the quantitative structure. A typical example was the practice of
‘dévcloping themselves’, which was regarded by the respondents as a sub-theme
under the generic practice of developing people. In the quantitative repertoire, some
relevant practices, such as actively taking part in principal professional development
activities, were grouped into the practice of shaping school climate. In this case, the
quantitative items were adjusted in light of the natural meanings of the concerned
items and dimensions and the qualitative findings. Thus, the items pointing to
principal seif-development were moved from the original dimension to the category
of ‘developing peopie’.

As a result, a combined repertoire of the core leadership practices of the sampled

school principals could be constructed in the table below.

Tabie 7.1 An Integrated Repertoire of the Core Leadership Practices Identified in the Study

Generic Practices  Specific Practices

Setting Setting shared vision or long-term goals for school development.
direction Advocating a moral-based goal of school development.

Planning for school development.

Orienting schooi according to the reality.

Assessing strengths and weaknesses of the school.

Involving other school members in school planning.

Involving other school members in designing the goal.

Setting priorities for different school plans and objectives.

Shaping school Improving organisationel culture or climate.

climate and Creating a supportive environment. .

core ideas Advocating a moral-based school culture,
Considering teachers’ and students’ needs while implementing instruction &
curriculum reforms.
Considering different staff’s needs of professional development.
Encouraging other school members to participate in decision-making.
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Supporting all staff to participate in professional development activities.
Building effective channels to facilitate communication between school
members.

Maintaining a harmonious interpersonal relationship and climate within school.
Centring on teaching and jearning to protect teachers’ teaching from distraction.
Establishing personal thoughts as school core ideas

Exhibiting high morals and dedication to school education.

Playing an exemplary role in all respects.

Developing
people

Developing students in an all-round way.

Improving student academic achievement.

Delegating front-line teachers to design school-based curriculum.

Supporting teachers’ bottom-up innovations.

Promoting middle and above management’s awareness and capability of
participating in school leadership and administration in profession development.
Promoting ordinary staff and teachers’ awareness and capability of participating
in school leadership and administration in profession development.

Establishing a hierarchical professional development system.

Consciously strengthening one’s own knowledge and capacity to perform the
Jjob.

Actively taking part in principal professional development activities.

Sharing personal professional experience with colleagues.

Managing
instruction and
curriculum

Focusing on the improvement of teaching and learning,

Leading instruction and curriculum innovations in school.
Developing school-based curriculum.

Providing sufficient resources for school instruction and curriculum
development.

Involving teachers in policy-making in terms of school instruction and
curricuium.

Consulting with parents on school instruction and curriculum.
Stressing the tasks and standards of school teaching and leaming.
Prioritising student exam performance.

Focusing on the change of student exam performance.

Setting specific standards and expectations for teaching and leaming.

Managing
administrative
affairs

Centring teaching and learning in school administration.

Making major decisions democratically

Consulting with the Party Branch on maijor decisions.

Consulting with Teacher Congress on major decisions.

Consulting with School Union on major decisions.

Sharing leadership power through delegating subordinates.

Leading school through collective management and decision-making.
Making decisions in a participative way.

Coordinating the relationship with the Party secretary.

Building a harmonious leadership team.

Forming 2 good relationship with teachers through multiple communication
channels.

Managing staff with a human orientation.

Improving staff welfare and working conditions.

Considering individual needs of different staff to motivate them to work hard.

Developing
external
relationships
and resources

Establishiné and maintaining school image and reputation.

Publicising school major developments and achievements.

Seising external opportunities.

Keeping a good work relationship with local educational authorities and the
concemned officials.

Attaining policy support from upper authorities.

Prioritising the implementation of superiors’ educational policies and tasks.
Paying attention to current and emerging educational policies to assess the
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external environment.

Coordinating various public relationships to promote school development.
Applying for government funds to support school development and construction.
Sceking resources from other organisations located in the community.

Seeking resources from the students’ parents.

The core leadership practices consisted of six general categories: setting direction,
shaping school core ideas and climate, developing people, managing instructron and
curriculum, managing administrative affairs, and developing external relationships
and resources. This structure reconfirmed the construct validity of the questionnaire

used in the survey.

The practice of setting direction was mainly achieved through goal- or vision- setting
and planning on the basis of an internal SWAT analysis. To shape the school climate
and core ideas, the principals mainly engaged in building culture, unifying thinking,
and setting an example. For developing people, the emphasis was placed on the
balanced development of student academic and non-academic achievement, teacher
professional development, staff capacity enhancement and school leaders’ self-
development. In terms of school instruction and curriculum, these principals always
made efforts to improve the quality of teaching and learning, carry out instructional
innovations, and develop school-based curriculum, as weil as raise student exam
performance. For the internal administration, the sampled principals focused on the
supportive function of school administration, adopted democratic measures in
decision-making and considerate behaviors in school management, and worked on
building a harmonious leadership team. With respect to developing external
relationships and resources, building and maintaining good relationship with the

district authorities stood out as an important practice from the both types of data.

Inter-relationship
The integration further demonstrated the inter-relationsihp of these six core
categories of Chinese principal leadership practices and suggested another way to

understand their functions and associations.

First, a full-model factor analysis was performed in light of the qualitative findings.
The two types of data both suggested the six core categoriese of principal leadership
practices were inter-related with each other. Particularly, the qualitative findings
provided more specific information about how these six core dimensions might be

connected with each other. As stated in Chapter 6, setting direction appeared to work
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as an nverarching practice and shaping core ideas and climate laid the ideological
foundation. Moreover, the practices aiming to develop school instruction and
curriculum were closely related with people development and always regarded as the

central work driving school administration and external relationship building.

With this understanding, the researcher constructed a model to capture the
interrelationships among these core leadership practices via the full-model factor
analysis. The statistics indicated that the structural model fitted the data (x*=3211.07,
df=1118, P = 0.0, RMSEA=(.079, NNFi=0.98, CFI=0.98). This model demonstrated
the specific relationships between the different core categories of the leadership
practices identified in the quantitative investigation. The connections took the form
of a pathway indicating the effect of one variable on the related variable(s). The

structure of the model is illustrated in Figure 7.1.

Developing

Setting
Direction

Managing
ipistrative affs

Figure 7.1 The Structure of the Full Model
Accordingly, the relationships between each core categories can be depicted as
follows. Shaping school climate and core ideas interacted with setting direction and
had an impact on developing people, managing administrative affairs, and
developing external relationships and resources. Setting direction had a positive
effect on the practice of managing instruction and curriculum but exerted a negative
influence on the leadership practices used for internal administration. Managing
instruction and curriculum affected the internal administration and external
relationships building. At the same time, this dimension was influenced by another

generic dimension, developing people.
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In the qualitative investigation, a more general network of the core leadership
practices was built on the relevant narratives without pointing out the direction of the
influences. Through integrating the inter-relationships formed in the full model
above with the qualitative network, these six generic categories could be connected
together as-exhibited in Figure 7.2. In the figure, solid lines with arrows refer to the
pathS identified from the both types of data and dashed lines signify the connections
constructed in the qualitative data analysis onty.

Setting
Dirggtion

Developing .-~" .
ot Mana
external ¥ 2 drmini Enf
relationship &, sghool climate mstranve
\ ," . affairs
resources N, core idez
Developing‘ Managing
People mstruction & cumculum

Figure 7.2 Inter-relationships among the Core Leadership Practices

The integration further resulted in a set of new classifications of the core leadership
practices. First, the qualitative findings indicated that setting direction worked as the
overarching leadership practice and building school climate and core ideas
functioned as the ideological foundation for school leadership. In other words, the
main roie of these two practices was to point out the direction of scliool development
and guide the other aspects of school education. The full model built in this section
confirmed the leading role of the two generic practices. As shown above, these two
practices were closely correlated with one another and related to the other four core
leadership practices. In this sense, they could be together labeled as directional

leadership practices.

Second, the qualitative analysis suggested the central status of school teaching and
learning. In the interviews, the practices of developing people and managing
instruction and curriculum were considered as representative of the nature of
schooling and were closely associated with each other. In the full model, developing
people had a direct impact on the practice of managing instruction and curriculum,

which related to the other two genearic practices of managing administrative affairs

220



and developing external relationships. From this point of view, these two practices
represented the essential function of school education and thus could be labeled as

functional leadership practices.

Related to the second point, the third classification was labeled as supportive
leadership practice, including managing administrative affairs and developing
external relationships and resources. In the interviews, the respondents indicated that

‘all aspects of school administration should centre on education and instruction (&g

AEMTRIEHFERSERTHE TI/FRMA), and maintaining school external

connections was to ‘provide a good environment for the school to survive (B304

EFIREE T —BELBFHIRIE).” In the quantitative model presented above, these two
generic practices were directly influenced by the practice of managing instruction
and curriculum, through which the practice of developing people might exert certain
impact.In this sense, both of them could be seen as a sort of supportive leadership

practices.

With this understanding, it can be suggested that the sampled school principals
usually set the direction of school development through the directional leadership
practices and drove the school toward the orientation through the functional
leadership practices, with the assistance of the supportive leadership practices. Figure
7.3 illustrates the inter-relationships among the three classifications of core

categories of theleadership practices identified in the study.

E Setting direction
' Shaping climate & core ideas

Support ¢ - ]
i Managing administrative affairs E“—'—‘—‘—H: Developing people :
1 Developing external relations & resources 54______5 Managing instruction & curriculum i
o e e e e e m e e e e 1 Guide | !

Figure 7.3 Inter-relationships among the Core Categories with Different Functions

To some extent, the trianlge reflected a general way of how Chinese school
principals lead their schools. Underlying this broad approach, three specific patterns
were further confirmed through linking the quantitative results with the qualitative

findings. The following sub-section explicates these patterns in detail.
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Practical Patterns

Three practical patterns, first proposed in the qualitative data analysis, were
reconfirmed through integrating the quantitative results with the qualitative findings.
These patters were:

® Dual emphases on academic performance and holistic development

® A differential pattern of participative decision-making

® Hybridisation of mulitiple leadership styles

Dual emphases on academic performance and holistic development
One of the common findings from the quantitative and qualitative data analysis was
that the principals put emphasis on both student academic performance and holistic

development.

The qualitative data analysis indicated that principals tried to balance student exam
achievement with all-round development. This view was explicitly expressed in the
interviews and appeared in many of the identified leadership practices, particularly in
the functional leadership activities such as improving instruction and curriculum and
developing students. As shown in Chapter Six, all the selected school leaders
advocated the implementation of quality education and the all-round development of
students as a part of school vision or the mission of their schools. Accompanying this
quality-oriented view, however, the exam orientation was actually practiced by these
school leaders by giving priority to promoting student exam performance. Principal
E’s opinion typically reflected this balanced view shared by these Chinese school
leaders:

We aim at quality, not only pursue scores; but quality education doesn’t

discard scores. What matters is that how we can reflect the nature of

education and humanity and let our school education serve for students’
lifelong development in the course of seeking high scores. (B KE
B ME@ERERSE  BREBFLIETES Y - MEBRIMIMOAIE
ERSBERED - BERAEMMRERMEFNERY - FNEREMANA
& - FITRRBMEE BB E —ENBRIER)

Such dual emphases were also apparent in the quantitative findings. According to the
results presented in Chapter Five, explicitly setting goals for student academic
achievement was regarded as one important component of setting direction for the
school. Moreover, the practice of managing instruction and curriculum included two-

sided orientations: school-based development and performance-based supervision.
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The former aimed to enhance the school-based curriculum development and
innovations, which was largely consistent with the tenets of quality education. The
latter, which was reported to be practiced more often than the former in real school
situations, was used to monitor and improve teacher teaching and student
performance, particularly student test scores. This visible test orientation, blended
with the prevailing quality orientation, composed one of the major practical patterns

of the principal leadership practices identified in this study.

A differential pattern of participative decision-making

Both the quantitative and qualitative data analysis suggested that the Chinese school
leaders adopted a participative or collective approach to making decisions. Based on
a more in-depth interpretation of the qualitative findings, however, this ‘participative
decision-making process was conducted in a differential pattern as described in

Chapter Six.

In course of the quantitative data analysis, many specific behaviors embodying the
participative way of decision-making were identified by the participants as the
components of several core leadership practices. Specifically, the principals were
reported to involve other school members in school planning or designing school
goals, involve teachers to make policies concerning scheol instruction and
curriculum, encourage other school members to participate in decision-making, lead
school through collective management and decision-making, and make decisions in a
participative way. From the qualitative data analysis, similar leadership practices of
the school principals were found in terms of setting direction, shaping core ideas,

determining major internal affairs, and sometimes carrying out school innovations.

However, the qualitative data suggested that this participative process of decision-
making seemed to be conducted in a differential pattern through a hierarchical
approach. The school principals determined the degree of involvement of different
groups of school members in making decisions according to the distance between
them and the group members. In other word, different groups of school members
would be treated differently due to their different status and positit;ns which decided

how far they were from the school leader.

Accordingly, when the school leaders needed to make major decisions, they would

first consult with the key leadership team. This cohort of school leaders would
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discuss the principal’s proposal together and achieve consensus. Then, the relevant
plans or schemes would be introduced and explained to teachers and their opinions
would be collected. In the study, this process appeared in a number of the leadership
practices and often involved three functional units in Chinese schools (i.e., Party
Branch, school Union, Teacher Congress). This might explain the comparatively
strong positive relationship between the influence of these functional units and
principal involvement in the practices aiming for developing people, managing
administrative affairs, and managing instruction and curriculum, as found in the

quantitative investigation.

Nevertheless, these procedures were said to be mainly used to ‘enhance teachers’
self-confidence (B EEIVIRE)’, ‘et them feel a sense of ownership (REBEH D2
BAIEAY, or ‘develop specific action plans (o E H 819 /73E) . Besides, teachers
were mostly involved in the process of discussing issues highly relevant to their
immediate interests, such as performance related pay, bonus distribution, and outside
training opportunities. Thinking about school development was always thought as the
principal’s job. As one school principal described, the approach to school leadership

was ‘mainly from top to bottom, supplemented with a bottom-up manner (F EffiT

RTH B LETE L),

Hybridisation of multiple leadership styles

The integration of the quantitative and qualitative findings further suggested that the
Chinese school principals enacted the core leadership practices in a hybrid way that
integrates visionary, democratic, exemplary, human-oriented and authoritarian

leadership behaviors.

In the quantitative investigation, setting direction stood out as one of the core
categories of Chinese principal leadership practices. The fact per se reflected the
tendency toward the visionary leadership. The practices of goal-setting and planning
were two major manifestations of this type of leadership practice. The democratic
leadership style was embodied in a variety of specific leadership activities used by
the school leaders to set direction, manage instruction and curriculum, and manage
administrative affairs. For instance, the activities involved in the participative
decision-making process presented above, consulting with parents on school

instruction and curriculum, sharing leadership power through delegating subordinates,
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and consulting with the Party Branch, Teacher Congress, and School Union on major
decisions. Furthermore, setting an example, especially in terms of moral, was often
used as one of the major means of shaping school climate. The participants also
pointed out a number of _human—oriented leadership practices relating to school
climate building and intofr;al administration, such as considering different staff’s
needs of professional development, considering teachers’ and students’ needs while
implementing instruction and eurriculum reforms, disciplining subordinates with a
human-orientation, and considering individual needs of different staff to motivate

them work hard.

Similar to the quantitative findings, the qualitative data also suggested that the
selected Chinese school leaders paid particular attention to setting school vision and
long-terms goals and planning. They always exhibited a democratic style of
leadership when they engaged in setting direction, shaping core ideas and
determining major internal affairs, especially those directly relating to teachers. Most
of these prineipals explicitly stressed the importance of ‘collective decision-making
(SR8 HE) and made use of a set of democratic procedures to involve other school
members in school administration. Additionally, human-based management was
regarded as an essential component in terms of ma’nagig‘g internal administrative

_ affairs.

Contl:ary to the almost one-sided praise of the principals’ democratic leadership
practices suggested by the quantitative data, the qualitative data revealed a kind of
top-den, values-based authority and the related leadership practices exercised by
these Chinese principals. Many respondents indicated that I_thc major ideas, decisions
and development steps of their"schools w.ere ‘dominated by the principals’ thoughts’
(B RSB BT M), This kind -of 'authoritarian leadership _'practice worked in an
unobtrusive way. A vice principal participating in the interviews compared this to
‘playing individuai instruments but 'being irf tune with the principal (EW&H0%E - B
e ELAYEE).” To a certain degree, consuiting other school members was more like a
process through which the principals’ personal ideas could be legitimised and

accepted by other school members.

In order to hetter understand the emergence of these core leadership practices, the

researcher turned to the findings concerning the contextual fagtors that were reported

-
L}
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to have an impact on the principalship in Chinese schools. The following section

presents the relevant findings.

Contextual Factors

Findings emerging from the both forms of data consistently identified three major
sources of the contextual influence on the leadership practices of the sampled
Chinese principals and their inter-relationships. More importantly, the connection
between the contextual factors and the core leadership practices were further

confirmed in course of the data integration.

Three Major Sources

As shown in Appendix 7.2, the contextual factors identified through the fwo types of
investigation converged on three natural dimensions: personal conditions, internal
schoo! conditions, and external context. Under these dimensions, there were many
common or similar factors emerging from the two forms of data. The integration was
similar to the process of synthesising the leadership practices derived from the two
types of data. Cbnsidering the descriptive function of the Influence scale, however,
the results of descriptive analysis and correlation analysis in the quantitative data
analysis (sec Table 5.13 and Table 5.14) was used to examine each of the items.
Consequently, the contextual factors were categorised into the three natural sources
of the contextual influence on the core leadership practices identified in the study.

Table 7.2 exhibits these contextual factors.

Table 7.2 Contextual Factors Identified in the Study

Major
Sources Specific Factors
Personal Principal’s capability of leadership
Conditions Principal’s perception of leadership
Principal’s perception of education
Principal’s understanding of positional responsibilities
Principal’s understanding of the professionalism of principalship
Principal’s professional pursuits
Relevant professional knowledge
Principal’s personal values and morals integrity
Principal’s personality traits
Experience in principalship
Internal Existing organisational climate and culture
school Available rescurces and financial situation
conditions Teacher conditions (age, experience, capability, ideas, pursuits, & spirit)

Student characteristics-(e.g., student intake)

Other school leaders’ perceptions of leadership
Cadre conditions {e.g., cadre cooperation)
Supervision and intervention of school Party Branch
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Supervision and intervention of Teacher Congress
Supervision and intervention of.school Union
Other school members’ views on school administration and relevant
individual factors {i.e., gender, age, years of teaching, positiun, training
times)
Schoel performance and status
Basic conditions (i.e., type of education, school size, location)
External Academic competition and pressure in basic education
Context Supervision of the district educational authority
Administrative examination and approval system
Financial allocation system
Existing principal responsibility system
Existing school and principal evaluation systems
Ongoing principal career ladder system
Educational guidelines and reform policies of the central government
Hierarchical administration system of the government
Previous cadre system in school persennel administration
Exam-oriented social evaluation on school education
Parents’ expectations of the outcomes of school education
Competition among local schools
New trends of local education development
Local economic conditions
Prevalent educational conceptions
Servant leadership style advocated by the Party and the povernment

At the personal level, principal's capability of leadership was rated as the most
influential factor by the participants in the survey (see Table 5.13). But the
correlation analysis suggested a stronger positive relationship between principal’s
perception of education and the practices of setting direction, developing people, and |
developing external relationship, as well as the overall level of involvement in the
core leadership practices (see Table 5.14) The relevant qualitative data also indicated
the important role of the principal’s perception of education in the process of

building a unified idea of running school.

For the internal school conditions, organisational climate and available resources,
particularly the financial situation, were all regarded as important in the both types of
data analysis. In addition to the items identified through the quantitative data analysis,
more specific elements composing school context were provided by the quantitative
data, such as teacher conditions {(age, experience, capacity, ideas, pursuits and spirit},
student characteristics (student intake), cadre conditions (cadre cooperation), and

+

school performance and rank.

Respecting the external context, a number of factors were commonly identified from
the both forms of data, including the academic competition and pressure in basic

education, the supervision of the district educational authority, the existing

227



educational administration system (ie., financiai allocation system, principal
responsibility system), the reform policies from the central government, and the
governmental administration system. Morsover, the qualitative data analysis led to
more external factors such as societal expectations, competition and development
trends in local education system, local economic conditions, and prevalent
educational conceptions. Among these factors, the last element, educational
conceptions appeared not as powerful as the other factors, for example, principal B
didn’t think highly of the prevalent conceptions advocated by the overseas returnees

and used to guide the educational reforms.

In the questionnaire, there were three items referring to the relevant conceptions of
leadership. These were leadership ideas and conceptions in business area, Leader
image in Chinese traditional culture, Western ideas of leadership with an orientation
toward participation and power sharing. According to the results of descriptive
analysis, all the three items were rated as the least influential factors among the
external variables (see Table 5.13). In the correlation analysis, the weakest
relationship was also found between these items and the involvement variables (see
Table 5.14). In the qualitative data analysis, none of these conceptions were
mentioned by the respondents. By this token, these three conception variables were
not significant contextual factors which could act on the leadership practices of the
Chinese principals and thus were excluded from the three general types of 'thc

contextual factors.

Inter-relationship

The quantitative data indicated that the three general types of the contextual factors
were assotiated with each other (see Table 5.14), The strongest significant positive
relationship was found between the external context and the internal school context
(0.710), followed by the correlations between the internal school context and the
personal perceptions and traits (0.614) and between the external context and the
personal perception and traits {0.588). These relationships suggested that the
influence form the external context might act on the leadership practices through

affecting the individual and organisational conditions.

The argument was further confirmed and explained by the qualitative data.

According to the qualitative findings, the external context provided a broad
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background for both organisational and personal contexts. Within the broad context,
principals’ personal conditions interacted with the school context. As stated in the
prior chapter, school conditions provided necessary information about the existing
situation of the schoo! so that principals could exert their leadership on the right
place. In turn, principals’ personal conditions would directly or indirectly change the
school context through the enactment of their leadership practices. Based on the
combined analysis, the relationships among the major contextual factors under the

three dimensions could be demonstrated in Figure 7.4.
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Figure 7.4 Inter-relationships among the Contextual Factors

From the foregoing, a more comprehensive understanding of how the contextual
factors work could be built upon thg following findings. First, school principals’
personal conditions and school internal conditions were affected by the broader
external context. Thus, the external context might have an indirect impact on
principal leadership practices through affecting their personal conditions and the
internal school situations. At the same time, principals’ personal conditions and
internal schoal context would interact with one another. With this understanding, the
following sub-section associates these contextual factors with the principal

leadership practices indentified in the study.

Interactions between Contextual Factors and Core Leadership Practices
This section conjoins the relevant quantitative and qualitative findings together to
elaborate on the relationship between the contextual factors and the core leadership

practices identified in the study. The combination led to a synthetic framework of the
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interaction between the contextual factors and the core categories of the principal
leadership practices in the sampled Chinese schools. In this process, two integrative
models were further developed into a more complex structure that demonstrated the
interactions between the context and the principal leadership practices in real-life

situations.

Through correlation analysis (see Table 5.15), the quantitative investigation
identified a set of the contextual factors that had a relatively strong positive
relationship with principal involvement in the six core categories of the identified
leadership practices (#>0.4). In the qualitative exploration, a number of contextual
were related with the core leadership practices (see Chapter 6). Through
summarising the major results, an integration of the two types of findings was
achieved as shown in Table 7.3. Overall, all the three groups of the contextual factors
could be related with the core leadership practices, except that personal factors were
not strongly or particularly related with the practices of managing administrative
affairs and managing instruction and curriculum.

Table 7.3 Summary of the Relationship between Contextual Factors and Core Leadership Practices

Core Leadership Practices'”

SD SCC DP MAA MIC DRR  Overall

Cuantitative data analysis
Principal's perception of education + + +
Principal’s perception of leadership
Principal's understanding of his/her responsibilities ok
Existing school climate and culture + +
Resources available for school development +

Other school leaders® perceptions of leadership +

+

Other school members® views an school edministration
Supervision and intervention of schoot Party Branch +

Supervision and intervention of school Union

+ + o+

Supervision and intervention of Teacher Congress

Hierarchical administration system of the govermment +

Servent leadership style advocated by the Party and the + + + + +
govermment
Educational guidelines and reform policies of the 4+ + + + + + +
central govermment
Policies and imerventions of local educational +
authorities

Enisting principal responsibility system

"7 SD=setting direction, SCC=shaping school climate and core ideas, DP=developing people,
MIC=managing instruction and curriculum, MA A=managing administrative affairs, DRR=developing
external relationships and resources, Overali=overall leve! of principal involvement in the core
leadership practices (i.c., the cluster variable), *“+"=positive relationship in correlation analysis,
“ 4 "=relationship identified in the qualitative data analysis.
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Oralitative data analysis

Principal’s perception of education N J
Principal’s values and moral integrity N
Positions! responsibilities J J
Principelship experience N J
Teacher conditions N/ N
Student characterislics, particular student intake J J
Cadre conditions J N
Organisational climate J
School performance and rank 7
Financial situation J
The district educational authority o W J N
Educational administration sysiem v W v
Educational policies and reforms J v v 7 J
Social and parents' expeciations v )
Local envirenment o/ N
Prevalent educational conceptions N

At the personal level, principal’s perception of education stood out as a prominent
factor from the both types of data. In light of the combined findings, school leaders’
understanding of education was related with setting direction, shaping school climate
and core ideas, developing people, developing external relationships and resources,
and overall level of involvement. Particularly, principals’ understanding of positional
responsibilities related closely to their involvement in developing external
relationships and resources. This relationship was especially manifest in the two

models developed in the qualitative data analysis (see Chapter 6).

Within the school, the three functional units, the Party Branch, school Unicon, and
Teacher Congress, appeared as important forces that influenced the principals’
involvement in developing people, managing administrative affairs, and managing
instruction and curriculum, as well as their overall level of involvement. Additionally,
school climate and available resources, particular the financial situation, were
identified through the both types of data analysis. The latter was always linked with
the practice of developing external relationships and resources. In the interviews,
student characteristics, especially student intake, were emphasised as the grounds for
the principals® efforts to improve school instruction and curriculum. School
performance and status were found closely related with the aims, priorities and

strategies of school development. Teacher and cadre conditions were said as related
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with the practices aiming to develop people and improve school teaching and

learning.

In the quantitative analysis, some personal features of the participants related to their
assessment on the principal involvement in the core leadership practices, including
gender, age, years of teaching, present position, training times, the number of
students, type of school education, and school location (see Chapter 5). Since most of
the participants were teachers and staff. These features could be seen as
representative of the personal conditions of other school members. Except the effect

of gender, however, all these relationships or effects were relatively weak.

In terms of the external context, the influence of the government was evidently
powerful. Three government-related factors were confirmed by the both types of data.
These were the supervision of district/local educational authority, the relevant
educational administration system (e.g., principal responsibility system), and the
educational guidelines and reform policies of the central government. The qualitative
findings further indicated that these external factors might have a direct impact on
some of the identified leadership practices while indirectly affecting som;z others
through interacting with the personal and organisational variables as suggested in the
prior section and Chapter Six. Many external factors, particularly the district
educational authority, were reported to directly influence school leaders’ endeavors

to develop external relationships and resources.
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Through combining the contextual factors with the three classifications of the
identified principal leadership practices as stated above, a synthetic framework could

e constructed as Figure 7.5 illustrated.
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. Figure 7.5 The Synthetic Framework

This framework demonstrates the working mechanism of the contextual influences
on the inter-related principal leadership practice identified in the study. With this
framework, the author reconsidered the quantitative and qualitative data relevant to
the application of the core leadership practices in real-life situations and reconfirmed

the two practical models proposed in the qualitative data analysis.

Integrated Models: Survival and Development

This séction presents two integrated models of the application of the core leadership
practices in real-life sitvations. The two models were survival model and
development model. Originating from the qualitative findings, these two models
combined the practical experience of the case principals with the statistical resuits
emerging from the quantitative data analysis. With the two models, different
elements involved in the study were integrated together in real-life situations and
composed a more complete picture of how these Chinese principals applied the core

leadership practices to their schools.
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Different practical emphases

One of the most significant distinctions between the two models was the focus of the
core leadership practices. Associating the qualitative findings with the classifications
of the core leadership practices stated in this chapter, it can be seen that the survivai
model put emphasis on the functional leadership practices, whereas the development
model pointed to a full involvement in all these leadership practices for the long-term

development of schools.

Under the survival model, the core leadership practices of school principals were
centred on the functional leadership practices. According to the qualitative data
analysis, there were two case principals who could be categorised under this model.
In order to achieve an immediate progress in school performance, they usually
concentrated themselves on improving classroom teaching and student learning (see
Chapter 6). Notably, neither of the school leaders would like to develop external
relations or seek extra resources even though there was indeed a lack of resources in

both of the two schools.

Compared with the two principals described above, the other four school leaders
were inclined to the development model, which implied a more complete use of all
the three types of the principal leadership practices. Thus, the guiding role of the
directional leadership practice was recognised. As the qualitative data suggested, all
these school principals made great efforts to set vision or make a blueprint for the
school in the long run and to ensure student all-round development (see Chapter 6).
Particularly, these school principals actively engaged in one of the supporting
leadership practices, developing external relationships and resources. According to
the quantitative finding, there was a positive relationship between the times of
training received by the participants and the reported principal involvement in setting

direction and in external relationship building

From the foregoing, one major difference between the two models was that the
survival model placed the focus on the functional leadership practices and the
development model supported a fyll involvement in all the types of core leadership
practices. This difference was particularly obvious regarding the practice of
developing external relations and resources. In the quantitative data analysis, the

overall level of principal involvement in the core leadership practices would vary
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with the change in the involvement in five core categories of the identified leadership
practices, except the practice of managing instruction and curriculum. In this sense,
from the survival model to the development model, the overall level of principal
involvement in the core leadership practices would improve with the increase of the
involvement in more diverse leadership practices other than managing teaching and

learning.

Varied enactment patterns

The first section of this chapter presents three common enactment patterns of the
core leadership practices identified in the study. In practice, these patterns would
slightly vary with the different models employed by the school principats. The major
difference lay in their actual actions concerning the balance between the student
performance improvement and all-round growth and the participation of other school

members in decision-making.

As shown in Chapter Six, the school leaders under the survival model had to pay
close attention to student academic performance even thought they might be more
willing to promote student all-round development. Meanwhile, they seemed to prefer
to establish a top-down, values-based authority in order to carry out their ideas or
innovations in an efficient and effective way.,To the contrary, the school leaders
under the development model seemed to be more concerned about student all-round
development as stated earlier. Moreover, these school principals exhibited more

willingness to involve other school members in decision-making (see Chapter 6).

Distinct leadership contexts

With the synthetic framework constructed in the prior sub-section, the difference
between the two models might derive from the specific situation facing the school
leader. The specific context involved principal personal conditions, school conditions,

and external cenditions.

As indicated in the qualitative data analysis, the two groups of school leaders held
divergent views on the practice of developing external relationships and resources
(see Chapter 6). This explained the quantitative finding that principals’ personal
understandings of education and their responsibilities would affect their involvement

in this leadership practice (see Table 7.3).
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Furthermore, the qualitative data sugpested that the different views might originate
from certain organisational factors and external context. Consistent with the
quantitative resuits, the four principals under the development model all came from
high schools and comprehensive schools where the principal were reported to be
more fully involved in the core ieadership practices. Within these schools, the staff
were said to be supportive and cooperative and the school climate was quite good
and harmonious. The school leaders appeared more willing to fully engage in a
variety of leadership practices and support the development of other school members,
It supported the positive effect of the existing school climate on the reported
involvement in developing people and the reported overall level of invelvement as

indicated in the quantitative data analysis.

Taking account of the external context, there seemed to be a tendence that schools
with accomplishments and reputation tend to snowball and those with meager
accomplishments have greater difficulty achieving accomplishments. This
demonstrated the positive correlation between the influence of the external context

and the influence of school conditions identified in the quantitative data analysis.

Moreover, the narrative data suggested that the school leaders would hold a more
positive opinion and take more active actions to get help from outside when the
external environment was more supportive (see Chapte 6). It refiected the positive
relationship between the influence of external context and the impact of the personal
perceptions and traits as found in the quantitative data analysis. Thus, the internal
school situation anﬂ the external context could be presented as a set of coordinates as

shown in Figure 7.6.
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Summary _
This chapter presents a number of integrated findings developed through the
combination and compassion between the quantitative and qualitative data analysis.

The major findings are recapitulated as follows.

First, six core categories of Chinese principal leadership practices were confirmed
and an integrated repertoire was constructed by combining the quantitative and
qualitative findings. On the basis of the qualitative findings, a full-model factor
analysis of the six core categories of the identified leadership practices suggested that
these practices played different roles in Chinese principalship. Based on their
functions and interactions, the six core categories couid be further grouped into three
ciassifications: directional leadership practices, functional leadership practices, and
supportive leadership practices. Moreover, three practical patterns of the core
leadership practices were reconfirmed through integrating the pertinent quantitative
and qualitative data. The three patterns included the twofold emphases on academic
performance and holistic development, the differential pattern of participative

deciston-making, and the hybridisation of multiple leadership style.

Second, three major sources of the contextual influence on the principal leadership
practices were identified in the study, involving principals’ personal conditions,
school internal conditions, and external context. These three broad types of the
contextual factors were interrelated with each other. Through linking them with the
identified principal leadership practices, a synthetic framework was constructed as

shown in Figure 7.5. Additionally, two integrative models were further confirmed in
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course of the finding integration and illustrated how the Chinese school leaders enact

the core leadership practices in conformity with specific contextual needs.
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Chapter 8 Conclusions and Discussion

This chapter aims to address the research questions, draw a number of conclusions,
and present further discussion. It pulls together the major findings of the study and
attémpts to make sense of them in terms of both the Chinese context and the broader

international literature.

The chapter consists of five sections. The first section restates the research questions
and research process. The second section draws a series of conclusions which
summarise the major research findings. The third section provides further discussion
about the major findings of the study through connecting them with the relevant
literature. The fourth section links the findings and discussion with the societal and
educational context in contemporary China, and three propositions are developed as

follows:

® The core leadership practices of Chinese school principals share similar focuses
and functions with principals elsewhere. At the same time, these core leadership
practices exhibit particular patterns and emphases when they are enacted within

the Chinese societal context.

® The educational context has a powerfut impact on principal leadership practices.
To a large extent, the core leadership practices are employed by Chinese school
leaders as pragmatic solutions to the conflicting requirements in the reform
context, within which local educational authorities play an important role.

® Good principals in Chinese schools base their leadership practices on the school
reality and lead schools toward development through making full use of all six
core leadership practices, particularly developing external relationships and
resources. In turn, better school conditions can help principals perform these

core functions.

The practical and theoretical implications of this study are presented in the final

section.

An Overview of the Study
The purpose of this study was to investigate the core leadership practices of school
principals in Mainland China. More specifically, it aimed to uaveil the authentic

expertise shared by Chinese school principals in leading schools.
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This broad purpose derived from the specific context of Chinese school education
and the international knowledge base of ‘good practice’ of principalship. On the one
hand, the increasingly complex educational context in China calls for a
comprehensive investigation info principal leadership practices. After several rounds
of education reform, more and more importance has been attached to school leaders
and questions about ‘good practice’ of principal leadership have become the essential

concern of policymakers and school leaders themselves (Feng, 2005).

On the other hand, few serious studies have delved deeply into principal leadership
practices in Chinese schools compared with the substantial research conducted in
Western societies {Day, Leithwood, & Sammons, 2008; Leithwood ef al., 2006b;
MacBeath & Dempster, 2009). That being the case, there is a need to conduct
empirical research to explore the indigenous repertoire of core practices of principal
leadership in Chinese schools. Thus, the study reported here endeavours to contribute

to this largely underdeveloped knowledge base.

The overall purpose of the study consisted of three sub-purposes. First, it aimed to
identify the core leadership practices of school principals in Mainland China. This
formed the basis of the first broad research question. Second was to investigate how
these core leadership practices are exercised or enacted by Chinese school leaders.
This targeted the practical patterns and real-life stories of the application of the core
leadership practices in Chinese schools. The second broad research question flowed
from this sub-purpose. The third sub-purpose was to provide a contextual
explanation for the emergence of the core leadership practices. As Elmore (2008)
stated, ‘practice is embedded in the particular incentive structures and particular
institutional settings in which it is used’ (p. 44). The third broad research question
was developed from this sub-purpose. From description to explanation, the three sub-

purposes reflected the logical sequence of the investigation.

In accordance with the research purposes, the investigation was guided by the
following set of research questions:
Q1. What are the core leadership practices of Chinese school principals?
Q1.1 Do the leadership practices of Chinese school principals converge on a set
of core categories?
Q1.2 What specific practices compose these core leadership practices?

Q1.3 What is the relationship between the different core leadership practices?
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Q2. How do Chinese principals enact the core leadership practices in their schools?
Q2.1 Are there any general patterns which characterise Chinese principals’
enactment of the core leadership practices in their schools?

Q2.2 Are there any differences in the enactment of the core leadership practices
between different Chinese school principals? |

Q3. Do certain contextual factors relate to the core leadership practices of Chinese

principals and the enactment of these practices?

Q3.1 Do personal factors relate to the core leadership practices of Chinese
principals and the enactment of these practices?

Q3.2 Do any organisational factors relate to the core leadership practices of
Chinese principals and the enactment of these practices?

Q3.3 Do any societal factors relate to the core leadership practices of Chinese

principals and the enactment of these practices?

The first cluster of research questions pointed to the identification of the core
practices characterising Chinese school principalship. The second group of questions
described how these core leadership practices are enacted by Chinese principals in
their schools. The third group of the questions referred to the effects of the three

levels of the contextual factors on the core leadership practices.

To address these questions, the study adopted the mixed methods research approach.
This approach was chosen because it was considered congruent with the purpose of
the study and would lead to a better understanding of the phenomenon under
investigation. Accordingly, both quantitative and qualitative methods were employed
to collect and analyse data. A questionnaire survey and interviews constituted the

chief data collection methods.

The survey was mainly conducted in two éitics in Mainland China, Beijing and
Guangzhou. Supplementary data were collected from two secondary schools in
Zhengzhou and Shenyang. The participants included 572 practitioners working in
secondary schools, including principals, vice-principals, middle management, and
teachers. The number of valid responses was 408 (71.3%). With SPSS 15.0 and

LISREL 8.7, a series of statistical methods were used to analyse the valid data.

The interviews involved 21 respondents, among whom there were six secondary

school principals. These school leaders were treated as the target cases and the other
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respondents were purposely selected from the relevant focus groups within their
schools, involving vice-principals/Party secretary, middle management, and/or front-
line teachers. All interviews were conducted face-to-face within the schools where
specific school settings were observed and data were collected efficiently and
accurately. After the interviews, all the records were transcribed verbatim and three
steps of coding (i.e. open coding, axial coding, and selective coding) were employed

to analyse the qualitative data in NVivo 8.

The investigation generated a number of findings concerning the central themes
underlying the research questions. In the first three chapters, the inferences emerging
from the two research approaches were first presented individually and then
combined. The major findings of this study are summarised in the following section

to answer the research guestions.

Conclusions

The leadership practices of Chinese school principals can be classified into six core
categories. Each of them is comprised of a set of specific leadership practices as
displayed in Tabie 7.1.

t. Setting direction

2. Shaping school climate and core ideas

3. Developing people

4, Managing instruction and curriculum

5. Managing administrative affairs

6. Developing external relationships and resources

These core leadership categories are interrelated, as shown in Figure 7.2. According

to their different roles in school administration, they can be grouped into three

correlated classifications:

® Directional leadership practices: setting direction and shaping school climate
and core ideas

® Functional leadership practices: developing people and managing instruction
and curriculum

® Supportive leadership practices: managing administrative affairs and developing

external relationships and resources
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The directional leadership practices guide the other core practices. The functional
leadership practices represent the fundamental functions of school education. The
supportive leadership practices aim to facilitate the other core categories, particularly
the functional leadership practices. Accordingly, the six core leadership practices can

be interrelated, as Figure 7.3 demonstrates.

When the core leadership practices are actually applied in schools, three practical

patterns characterise Chinese principals’ enactment of these leadership practices.

® Chinese school principals emphasise both student academic performance and

holistic development

® Chinese school leaders adopt a differential pattern of participative or collective
decision-making and treat different groups of school members in accordance

with their different status and positions in decision-making

® Chinese school principals apply the core leadership practices in a hybrid way
that integrates visionary, democratic, exemplary, human-oriented, and

authoritarian leadership behaviours

In the process of enacting the core leadership practices, a number of contextual
factors from principals’ personal conditions, internal school conditions, and external
context may affect Chinese principals’ specific leadership activities (see Table 7.2).
The three major types of contextual factors interact with one another and relate to the

core leadership practices identified in the study.

As illustrated in Figure 7.5, principal personal conditions interact with the internal
school conditions within the external context. Internal school conditions lay the
foundation for the core leadership practices. Principals’ personal views can act on the
school conditions through their leadership practices. Both the personal and

organisational conditions are influenced by the external context.

In terms of the specific contextual impact, different factors exert different amounts of

influence on the identified core leadership practices.

® At the personal level, many influential factors are ‘non-power factors’, which
have nothing to do with positional authority, particularly principal’s perception
of education. Principals' understanding of positional responsibilities and their
capability of leadership are also important personal factors that relate to the core

leadership practices.
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® Within the school, student intake has a great impact on the functional leadership
practices of the school leaders. Other important factors include the resources
available for school development, existing school climate, other functional units,
and teacher and cadre conditions.

@ [In respect of the external context, there are strong impacts coming from the
district educational authority, existing educational administration, educational
guidelines and reform policies of central government, and the servant leadership

style advocated by the Party and the government.

Form this contextual perspective principals from different schools may apply the
core leadership practices in different ways. Two integrative models, the survival
model and the development model, demonstrate the difference between the two
groups of Chinese school principals when they apply the core leadership practices in
real-life situations (see Figure 7.6). The difference mainly lies in the school priority
and the orientation toward involving other school staff in the process of making

major decisions. Table 8.1 summarises the differences.

Table 8.1 Main Differences between Survival Model & Development Model

Survival Model Development Mode!
Priority ® Improvement in school teaching ®  School long-term development
and leamning, particularly student and all-round development of
academic performance all school members
Orientation ®  Autocratic @ Participative

Essentially, it is the distinctive school situations that lead to differences in the
principals’ involvement in core leadership practices and how they cxercise these
practices. As pointed out earlier, the various school priorities mainly resulted from
the disparity between the two groups of schools in terms of student performance,
which is largely caused by the different sources of students. Additionally, a
supportive external context may help the principals to employ more fully the six core
leadership practices, especially in terms of developing external relationships and
resources. Similarly, when the internal school conditions appear more supportive,

school leaders may be more willing to involve other staff in decision-making.
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Discussion
This section relates the major findings of the study to the relevant literature in order

to provide further understanding of the principalship in Chinese schools.

Six core leadership practices

In the study, six categories of principal leadership practices were identified as the
core leadership practices of the Chinese school principals involved in the study. The
categories not only verified the exploratory research framework of the study
constructed in the third chapter, but also confirmed the applicability of certain
leadership practices identified in many relevant empirical studies (e.g. Kwan &
Walker, 2008; Leithwood, Harris, & Hopkins, 2008). Each of these core categories is

explained as follows.

Setting direction is used to clarify the aim of school development, mainly including

vision/goal setting, planning and analysis of the situation. This generic practice was
seen as the essential function of school principals by both the principals and other
school members in the study. This perspective was congruent with the argument that
providing dircﬁtion is one of the essential functions of school leadership (Leithwood
& Riehl, 2003; Leithwood et al., 2006a). Particularly, goal-setting and planning were
universally employed by the sampled school principals. Both practices have been
emphasised in many recent empirical studies (e.g. Cotton, 2003; Chu et al., 2009b,
Kwan & Walker, 2008; Leithwood & Riehl, 2003; Mulford, 2005). Also, the vision
or goals often embodied a moral pursuit, which reflected the traditional emphasis on

moral education in Chinese society (see Guo, 1987; Cleverley, 1991).

As the research findings indicated, the school principals involved other school
members in the process of setting direction. This is consistent with the conclusions of
other empirical studies that Chinese school principals recognise the importance of
democratic leadership practice (e.g. An, 2006). At the same time, the goals of or
plans for schoo! development were usually based on the actual school situation. Such
a practical orientation seemed to be embedded in this core category of the leadership
practices of the sampled Chinese principals, but has not often been touched on in the

literature.

Shaping school climate and core ideas relates io the organisational culture and a

collective perception of education which lay the ideological foundation for the other
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core leadership practices. There are three basic activities: building organisational
climate, setting example, and shaping core ideas. The latter two appeared to be
particularly important for the Chinese schools in the study. This core category of
principal leadership was described by Leithwood, Harris, and Hopkins (2008) as one
aiming to redesign the organisation. Consistently with the emphasis on school culture
and core values in Chinese literature (see Yuan, 2002; Fan & Wang, 2006; Shi, Z.,
2007), it was highlighted as a major leadership practice by the participants of this
study. Meanwhile, setting a moral and dedicated example was identified as one of the
main approaches to influencing other school members. This has often been found in
empirical research on both Western and Chinese schools (e.g. Bo, 2007; Gurr et al.,
2003; Jiang, 2006; Mulford & John, 2004). It also reflected the traditional image of a
moral legder which is always advocated in Chinese society (Chen, G., 2004; Child,
1994).

More importantly, great attention was given to establishing a unified idea of running
schools. All the principals participating in the study believed that a good school
leader should achieve an ideological unity in the school and usually employed this
kind of leadership practice to clarify the school mission and guide the entire school
operation. It is probably rooted in the traditional pursuits of harmony, collectivism,
conflict avoidance, and conformity in Chinese societies (Child, 1994).This
phenomenon has not, however, been seriously explored or explained in existing

empirical research.

Developing people aims to promote the growth of all school members, including

students, teachers, cadres, and the principal. It is largely based on a unified
understanding of education shared by school members and impacts on how principals
manage school instruction and the curriculum. Similarly to the previous findings (e.g.
Kwan & Walker, 2008; Leithwood, Harris, & Hopkins, 2008; Chu, 2009b}, this
dimension involved a series of leadership behaviours aiming to facilitate teacher
professional development and enhance staff capacity. Most of them embodied the
transformational leadership advocated by Leithwood and Day (2007), such as
providing individual support and challenging the present situation. At the same time,

a hierarchical professional development system was reported in the study.

Moreover, the qualitative research indicated that the sampled Chinese principals gave

priority to student development, in terms of both all-round growth and improved
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academic achievement. This represented one of the major concerns of Chinese
principals in the current reforming context as stated in Chapter Two and Chapter
Three. On the one hand, there is a dominant focus on student academic performance
because it always relates to school and principal assessment and governmental
financial support (Dong, 2006; Guo, 2006; Zhao, 2007, Wang, S., 2005). With the
implementation of quality education, on the other hand, promoting students’ all-
round development has been recognised as an ultimate goal of school education (see
Qian, 2008). In this study, the school principals tended towards a balance between

all-round development and exam orientation in developing students.

Managing instruction and curriculum targets the central work of schooling, teaching

and learning, which largely directs principals’ efforts to managing administrative
affairs and developing external relationships and resources. In general, it confirmed
the importance of school instruction and curriculum emphasised in Hallinger (2003)
and Kwan and Walker (2008). This set of leadership practices integrated the
managerial practices found in the instructional leadership model (Hallinger, 2003)
and the model of transformational school leadership (Leithwood & Jantzi, 1999,
2005a, 2005b).

Differently from some research findings in Chinese schools (e.g. Zhang, 2004}, the
principals were involved in a variety of activities aiming to provide direct
supervision over teaching and learning, especially in the ordinary schools where the
students needed more help with learning (i.e. Principals B & E). Also, particular
attention was paid to the development of a school-based curriculum, the participation
of other staff in decision-making, and the improvement of students’ exam
perfonﬁancc. According to the data, the first two aspects are advocated in the current
educational reforms and the last one is a constant focus of school education in China.
The feature is congruent with one prominent characteristic of the practice of
developing people in that priority is still given to student achievement. This
commonality reconfirmed the close connection between these two core leadership

practices and their central status in school operation.

Managing administrative affairs involves a series of leadership practices conceming

internal administration. This cluster of principal leadership practices was essentially
consistent with the corresponding dimension established by Kwan and Walker (2008)

and involved some transformational leadership practices which were categorised into
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the practice of ‘managing the teaching and learning programme’ in the four-
dimension model proposed by Leithwood, Harris, and Hopkins (2008, p. 30). The
data further suggested that the administration of the sampled schools was largely
oriented by the needs of classroom teaching and student leamning. To some extent,
this conflicted with the negative effect of some similar leadership activities of
Chinese principals on school instruction as found in some indigenous research (Li,
2006, Wang, L., 2007; Zhang, 2004).

Moreover, a democratic process of decision-making was often found in these schools.
Great importance was also attached to harmonious interpersonal relationships. This
conformed to the traditional emphasis on harmony and relationship in Chinese
societies (Bush & Qiang, 2002; Hofstede, 2001, Lo, 2008). Particularly, the school
leaders stressed their cooperation with the Party secretary in school management
because the Party secretary is an important school-level leader who is in charge of
school cadre management and is normally appointed by the district educational
authority. The post is a unique feature of the present basic education administration

system in China but has not often been discussed in existing literature in the field.

Developing external relationships and resources focuses on two issues, external

relationships and school resources, both of which are quite important to Chinese
school leaders, In the study, this type of leadership practice was most often used to
support school instruction and curriculum development. Similar practices have been
identified in the empirical studies conducted at home and abroad (e.g. Chu, 2009b;
Kwan & Walker, 2008; Leithwood, Harris, & Hopkins, 2008). That identified in this
study, however, was based on authentic perceptions of Chinese school principalship,
particularly in terms of seeking resources from muitiple channels and keeping a good
relationship with the district educational authority. As a matter of fact, these two
practices related to another two major concerns of Chinese school leaders, as stated
in Chapter Three, and reconfirmed the argument that resources procurement is
important for school operation and development and keeping a good relationship
with local authorities is critical for school principals in winning more resources in
China (Hannum & Park, 2002; Qian, 2008; Yan, 2005; Zhang, D. J., 2004; Zhang, L1,
& Gu, 2005).

[t is worth noting that insufficient funding not only bothered the principals ‘whose

schools are in remote areas and have minimai resources’ (Hannum & Park, 2002, p.
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7), but was also highlighted by some practitioners from a well-known school which
is located in a wealthy district in Beijing. 1n addition, this practice appeared to be the
most controversial practice identified. In the interviews, two principals recognised its
importance but expressed their dislike of the practice whereas the other four thought
highly of this type of principal leadership practice and were actively involved in its
activities. None of these points have been investigated in depth in the relevant

research.

Three function-based classifications

Apart from the identification of the core leadership practices of Chinese principals,
the study further explored the interrelationship of the identified core leadership
categories. As a result, the six core leadership practices could be categorised into
three interrelated classifications in the light of their different functions. As stated
above, both direction setting and idea-centred climate building belong to directional
leadership practices which are mainly used to guide the entirety of school work. The
functional leadership practices target the central work of schooling, people
development and teaching and learning. The supportive leadership practices refer to
internal administration and external relationship and resources development, through
which school leaders can act on a variety of stakeholders and the context both inside

and outside schools to perform their functions and realise school goals.

These three classifications compose a triangular system which displays how the core
practices of principalship work in Chinese schools (see Figure 7.3). The structure
embodies the holistic and interactive perception of leadership contended in recent
literature that leadership can be seen as an influencing process crystallised through
interactions between the leader, follower, aim and context (see Densten, 2008;
Morrison, 2002; Spillane & Orlina, 2005). In this sense, the triangle not only
demonstrates the interrelationship between the core principal leadership practices
identified in Chinese schools, but also reflects a general mechanism underlying the
enactment of the core leadership practices of school principals. In other words, these
three classifications clarify a basic approach through which school principals exert
their leadership and fulfil their functions. Therefore, the trianguiar structure appears
to be a theoretical framework for understanding how principal leadership works in

schools.
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Such an understanding of the core practices of principalship has been seldom
touched upon in previous research. Although many researchers have realised that the
dimensions of the core practices are universal and the ways of enactment variable
(Leithwood & Day, 2007), they do not provide a general framework for perceiving
and interpreting the varied enactment process of the similar set of core leadership
practices of school principals in different contexts. The three classifications proposed
here shed light on the issue. The triangular framework can be seen as a dynamic
archetype of how core leadcrshi;ﬂractices work in schools. Accordingly, the
enactment of the core principal leadership practices in a particular is a vartant type of
the basic interactions among the three function-based classifications. Thus, the
enactment process of the core leadership practices may vary in the different contexts

in terms of the specific patterns of practice.

Three enactment patterns

On the basis of the general understanding of principalship enactment above, the
study further identified three specific patterns characterising the process in which the
six core leadership practices are enacted by Chinese principals. They are briefly

presented below.

® Dual emphasis on academic performance and holistic development
® A differential pattern of participative decision-making

® Hybridisation of multiple leadership styles

First, practical emphasis was placed on both academic performance and holistic
development at the same time. As specified in the first two chapters, this view
appeared in most of the core leadership practices identified, particularly the
functional leadership activities. From a contextual perspective, such dual emphasis
seemed to be a pragmatic solution to what Qian (2008, p. 202) called ‘the tension
between producing high exam performance and more holistic student development’,
which might be one of the primary dilemmas confronting Chinese principals in the
reform era. On the one hand, schools faced pressure to enhance student academic
achievement, and on the other they were required to promote student all-round
development by the current educational reform policies (Feng, 2006; Qian, 2008).

This is discussed in the next section.
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Second, the Chinese school leaders adopted a differential pattern of participative
decision-making to determine major issues inside schools. In the survey, a series of
democratic procedures were identified. In the interviews, the school leaders were
also reported as making important decisions in a democratic or collective way. This
manner of decision-making has been increasingly considered as good practice in the
ongoing curriculum reforms (Feng, 2006) and been recognised by both scholars in

this area and practitioners in Chinese schools (see An, 2006; Bo, 2007).

According to the narrative from the principals themselves, however, such a
participative leadership style was actually conducted in a differential pattern (see
Chapter 6). Different groups of school members were treated differently in
accordance with their status and positions that decided how far they were from the
school leader. Thus, the participative decision-making was performed in a
hierarchical approach, with a decreasing influence from the leadership team through
middle management to the grass-roots teachers and staff. This confirmed the top-
down leadership style identified in other empirical studies in Chinese schools (e.g.
Lu, 2007, Wang, L., 2007; Wong, 2007). It is also similar to what Ryan, Xiao, and
Merry called ‘contrived collegiality’; ‘the principal selects who would speak and
ballots were held in relation to options put forward’ (1998, p. 178). This
phenomenon may be rooted in Chinese society founded upon social relationships and
interlocking social networks that comprise overlapping networks of people linked
together through differentially categorised social relationships (Fei, Hamilton, &
Wang, 1992).

As a matter of fact, it is the embodiment of ‘democratic centralism, ''® which is
advocated by the CPC and the government as a basic organisational doct]rine and
mode of operation that defines the methods of political dccision—mak\ing and
governance (Burns, 1999; 10SCPRC, 2005). In this sense, this pattern actually
reflects the impact’ of politicisation of education on principals’ leadership
philosophies and practices (Luo & Najjar, 2007). Most of the principals involved in
the study completely agreed with this manner of decision-making. Some of them (e.g.

Principal B, see Chapter 6) explicitly indicated that teachers would not think about

"'® Enunciated originally by Vladimir Lenin, the principle stresses that the Party members have the
freedom to discuss and debate matters of policy and direction, but must support the final decision once
it is reached through a majority vote. Individuals must obey the Party or the organisation, the minority
must cbey the majority, and the lower levels of organisations must obey those at the upper level.
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school development and thus the principal should take charge of making decisions
(Lu, 2007). To some extent, these principals run schools similarly to government

administration, although they are not governmental officials (Wang, L., 2007).

Third, multiple leadership styles were found in the process through which the
principals applied the core leadership practices. In general, the hybrid pattern
integrated visionary, democratic, exemplary, human-oriented, and authoritarian
leadership behaviours. Specifically, the practice of setting direction reflected the
visionary leadership practice included in the transformational leadership model (see
Leithwood & Jantzi, 2005a, 2005b). As mentioned earlier, democratic leadership
behaviours, particularly collective decision-making, were performed by the school
leaders. Setting an example, especially in terms 6f morality, was one major means of
shaping school climate. A human orientation or consideration was emphasised with
respect to developing people, building school climate, and managing administrative
affairs. At the same time, authoritarian leadership practice seemed to work in a subtle
way, achieving e unity of thinking on the basis of personal thoughts rather than
positional power. These behaviours are particularly congruent with the paternalistic

leadership found in Chinese organisations (see Farh & Cheng, 2000).

Additionally, the hybrid pattern turned out to be able to satisfy the teachers. Most
teachers expressed their admiration for their principals’ professional knowledge and
capability and spoke highly of the principals’ personal pursuits and values,
democratic leadership style and consideration for other school members. To some
extent, they seemed more concerned about whether there was a procedure to involve
them in the discussion rather than how deeply they were involved or whether they
had a say in making the final decision, Thus, an interesting phenomenon was found
in the interviews in that many other stakeholders expressed thetr satisfaction with the
school leaders’ democratic leadership behaviours while indicating that most of the
critical decisions concerning school development were actually made by the
principals. Some teachers held that it is the principal’s job to make decisions and
they just needed to follow the directives. This reflects an ingrained respect for
hierarchy and positional authority and a traditional belief in leaders in Chinese
society {Child, 1994; Lam, 2003). It is also consistent with the above-mentioned
principle of ‘democratic centralism’ - freedom of discussion, unity of action (Lenin,
1906).
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Three-level contextual factors

The core leadership practices and the primary enaciment patterns were mainly
determined or influenced by three types of contextual factors: personal conditions,
internal school conditions, and external context. The findings confirmed the
conclusions of other empirical studies, such as Day et al. (2008), and Leithwood and
Day (2007). Two integrative models based on real-life stories further proved the

interaction between the contextual factors and the core leadership practices.

At the personal level, the factors included principals’ capability for leadership,
understandings of leadership, education, positional responsibilities, and
professionalism of principalship, professional pursuits and knowledge, personal
values and morals, personality traits, and experience of principalship. The findings
were consistent with a deal of relevant empirical evidence (see Hallinger & Heck,
1996; Leithwood, 2005; Li & Zhang, 2006; Ma, 2007) and the two broad categories
of personal factors''® identified by Leithwood and Day (2007).

Among the personal factors, principals’ perceptions relevant to their personal and
professional values and beliefs were found to be influential in the study. For examiple,
the principals’ perception of education seemed to be one of the most influential
factors in the personal context according to the quantitative investigation. It was also
reported as the major source of the core idea guiding school operation in the
qualitative exploration. In addition, the principals’ personal values and morals were
often related to their exemplary leadership practice in the interviews. These findings
largely proved the great influence of personal and professional values and beliefs on

school leaders’ practices (Maller & Eggen, 2005a; Mulford, 2005).

Compared with the influence of personal perceptions and values, the influence of
principals’ personality traits seemed less powerful as perceived by the participants.
This finding was slightly different from the persistent emphasis on some personality
traits of school leaders (e.g. Guo, 2003; Gurr, Drysdale, & Mulford, 2005; Ma, 2007,
Mulford & John, 2004). Also, in the qualitative investigation, principals’
professional perceptions were regarded as closely related to their professional
experience, which not only pointed to the duration of principalship but referred to the

entire teaching and principalship career of individual principals. This confirmed but

% The two categories are principals’ traits and dispositions and principals’ values and beliefs (sec
Chapter 3 for details).
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went beyond the simple correlation between principal leadership behaviours and the
years of teaching and years of being a principal found in other empirical studies

conducted in Chinese schools {¢.g. Li & Zhang, 2006).

For the internal school conditions, the relevant elements included organisational
climate and available resources, student characteristics (€.g. student intake), teacher
and cadre conditions, views on school administration and relevant individual factors,
supervision of the functional units, school performance and rank, and some basic
conditions. Most of the factors were consistent with the findings of previous
empirical studies. For example, Ying (1999) found that school climate was
associated with different combinations of principal leadership behaviours and Qian
(2008) argued for the importance of winning resources for Chinese schools and the
great influence of school performance and status. In the interviews, student intake
was considered as a critical factor, which was similar to the effect of prior student

achievement identified by Leithwood and Jantzi (2005h) '*°

. The connections
between the reported involvement in the core leadership practices and certain school
background variables (e.g. type of education, school size, and location) confirmed
the findings of some relevant research (e.g. Chi, 2007; Li & Zbhang, 2006; Lu, 2007,
Wang, L., 2006). Several personal factors of the participants (e.g. gender, years of
teaching, position) had a weak positive relationship with their assessment of
principal performance. These factors were essentially consistent with the personal

features identified by Chi (2007).

At the same time, there were scveral particular findings. Regarding the rating given
by the participants‘ in different positions, a significant difference existed between the
principal and the ordinary teachers. The former always gave higher ratings than the
latter. Also, age and training times were slightly related to the participants’
perceptions of their principal's involvement in the core leadership practices. Cadre
cooperation was particularly emphasised by the participants in the study. The
supervision of three functional units in Chinese schools was found to be positively
related to certain core leadership practices and they were often involved in school

administration. These have not been substantially investigated in the relevant

research.

' As Leithwood and Jantzi (2005b, p. 186)slated ‘a consistent pattern of results suggesting that
transformationsal leadership effecis are augmented by prior student achievement, family educational
culture, organizational culture, shared school goals, and coherent plans and policies.’
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The external factors consisted of academic competition and pressure in basic
education, supervision of the district educational authority, existing educational
administration systems {e.g. principal responsibility system, financial allocation
system), education policies and reforms, governmental administration system, social
and parents’ expectations, and local educational development and various prevalent
conceptions of education and leadership. These findings confirmed Leithwood’s
(2005) assertion that the policy, professional, and cultural contexts are important
external factors that affect principal leadership practices. Among the external factors,
the academic competition and pressure in basic education was rated as the most
influential. This reflected the actual educational context confronting Chinese school
leaders, as depicted in Chapter Two and as suggested by the related literature (see

Dong, 2006; Guo, 2006; Qian, 2008).

Furthermore, the district educational authority, the reform guidelines and policies of
central government, and the existing educational administration systems stood out as
powerful sources of external influence, especially in terms of developing external
‘relationships and resources. This was congruent with Qian’s (2008) argument that
principals’ power of managing schools was still circumscribed by government

agencies through various administrative systems and standardised evaluation criteria.

IExisting conceptions of education have an impact but seemed less influential than the
other external factors stated above. In the interviews, some respondents stated that
there was a gap between the various theories they had learnt in professional training
programmes and the reality of school operations. In the quantitative research, the
influence of the relevant notions of leadership was neither large nor significant,
except for the servant leadership style advocated by the Party and the government.
For one thing, the phenomenon demonstrated the powerful influence of the
politicisation orientation on school administration (see Qian, 2008; Ryan, Xiao, &
Merry, 1998). For another thing, it reminded people to rethink the relevance and
applicability of various popular conceptions and theories of leadership to Chinese
schools, especially those introduced from Western societies (see Chapter 3). This
reconfirmed the need to explore the practical knowledge of Chinese principalship

rather than import more innovative conceptions from elsewhere.
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Two integrative models

Integrating all the relevant elements, two models, the survival model and the
development model, were developed in the study to demonstrate how principals
enact the core leadership practices differently in different situations. As stated in the
conclusions, school leaders in the survival model mainly focused on school teaching
and learning in order to improve student performance; when it came to the
deveiopment model, the principal appeared to pay more attention to long-term school

development and all-round student development.

From a contextual perspective, the divergent orientations were largely caused by the
different situations facing the schools. In the survival model, the schools enrolled
low-achieving students and were confronted with certain internal problems. Against
the present student-performance-based evatuation system, the performance and status
of these schools were relatively lower than those with high-achieving students. Some
of them even stood at the edge of a precipice (e.g. Schoo! E). Thus, improving
student performance seemed to be the best or even the only way out. By comparison,
schools in the development model were more likely to attract students with higher
achievement (e.g. Schools A & D) and had a healthier internal context and a better
performance and school status. Therefore, there was room for these principals to
think more about long-term school development and all-round student growth. This
typically demonstrated the powerful influence of the organisational factors found in

the study.

Furthermore, the difference between the models embodied the impact of the district
educational authority and local environment. In China, district educational authorities
usually control student-intake quota and financial allocations and are in charge of
approving local school programmes and construction and school staffing and
evaluation. Thus, the internal conditions of the schools involved in the study were
largely determined by the relevant district educational authorities. This demonstrated

the dominant role of the government in the Chinese education system (Qian, 2008).

In addition, the principals’ involvement in the practice of relationship development
and resources procurement was affected by their personal perceptions. As stated
carlier, the principals in the development model were much more positive and thus

more actively engaged in this sort of leadership practice than those in the survival
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model. All these principals, however, were aware of the importance of developing
relationships and resources for their schools within the existing Chinese educational
administration system. What differed were their personal attitude and the resultant
actions. On the one hand, these reconfirmed the great influence of the external
system on the principals’ leadership practices. On the other hand, they impiied the
mediating role of the individual comprehensions of education and positionat
responsibilities, as displayed in the synthetic framework (see Figure 7.5). More in-
depth discussion about the two models is presented in the third proposition in the

next section,

Propositions

This section draws the discussion of the findings together to form a number of
propositions. These propositions seek to capture the dynamic interrelationship
between the findings. These help to define the uniqueness of school leadership in
China. Three propositions are developed through connecting the findings with the
societal and educational context in contemporary China (see Chapter 2). These are

listed below.

® The core leadership practices of Chinese school principals share similar focuses
and functions with principals elsewhere. At the same time, these core leadership
practices exhibit particular patterns and emphases when they are enacted within

the Chinese societal context.

® The educational context has a powerful impact on principal leadership practices.
To a large extent, the core leadership practices are employed by the Chinese
school leaders as pragmatic solutions to the conflicting requirements in the

reform context within which local educational authorities play an important role.

® Good principals in Chinese schools base their leadership practices on the school
reality and lead schools toward development through making full use of all six
core leadership practices, particularly developing external relationships and
resources. In turn, better school conditions can help principals perform these

core functions.

Proposition 1: The core leadership practices of Chinese school principals share

similar focuses and functions with principals elsewhere. At the same time, these
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core leadership practices exhibit particular patterns and emphases when they

are enacted within the Chinese societal context.

Overall, the core leadership practices identified in the study involved certain
universal themes identified in many Western studies and exhibited some unique

characteristics rooted in Chinese society.

Universal focuses and functions

As illustrated in the preceding sections, the research findings confirmed certain
universal focuses of principal leadership practices stressed in Western research (e.g.
Kwan & Walker, 2008; Leithwood, Harris, & Hopkins, 2008). As stated in the
discussion of the findings, all six core leadership practices emerging from the present
investigation have been identified in the relevant empirical studies conducted in
Western schools. Most of these practices exhibited the feature of transformational

leadership advocated by Leithwood and Day (2007).

These universal themes reflected the essential functions of schools and principals and
the nature of leadership (see Leithwood et al., 2006). As regards school education,
one respondent (a vice principal from School D) pointed out a typical understanding
of schooling shared by many Chinese practitioners, that is:

As a social organisation, the primary function of the school decides that
the principal ought to focus on teaching and learning. Schools are a place
used to cultivate students. School education is a specific way of
cultivatifg people in a particular historical period. (B2 EREFL & MR
CHERIHHERE TRREWTHRS - BRESRELS G- EERBH -
BB R ENR LR S AR AR R)

The view was consistent with the perception of education underlying the
instructional leadership model proposed by Western scholars (see Hallinger &
Murphy, 1985; Hallinger, 2000). Such a consensus between the different societies
implies that school leaders have to deal with all aspects relevant to schooling in order
to achieve the ultimate aim of school education. As quoted at the beginning of the
thesis, ‘the principal is ultimately responsible for almost everything that happens in
school and out’ (Barth, 1980, p. 5). In the inferviews, all the principals agreed that it

was their responsibility to take charge of all important aspects of schooling.

Respecting the nature of leadership, leadership could be seen as an influencing
process crystallised through interactions among the leader, follower, aim and context

(see Densten, 2008; Morrison, 2002; Spillane & Orlina, 2005). Thus, the principal
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leadership practice was a manifestation of the interactions between the four
conceptual components of leadership in a school context. As argued earlier, the three
function-based classifications embraced all the conceptual components of leadership,
composing a triangular structure of the core leadership practices of principals in
Chinese schools. The structure captured the essential functions and underlying
interrelationship of the core leadership practices and thus could be regarded as a
theoretical framework for understanding how the core practices of principal
leadership work in schools. In this sense, it can be seen that the similarity between
Western findings and the conclusions of the present study also lie in the essential

functions of the principal leadership practices per se.

Indigenous patterns and emphases

At the same time, the research identified some unique features of the core leadership
practices in Chinese schools. These characteristics were embedied in a number of
unique leadership practices employed by the Chinese school principals and the
particular patterns of how the core leadership practices were enacted in real-life

situations.

In terms of the core leadership practices, shaping school climate and core ideas
emerged as one of the main categories of Chinese principalship practices. Great
emphasis was placed on forming school core ideas and setting a moral and dedicated
example for other school members. As explained earlier, the core ideas were actually
based on the principals’ personal thoughts. The principals were reported as inclined
to build hierarchical professional development systems in schools. Regarding the
internal administration, attention was paid to building harmonious interpersonal
relationships, especially in terms of cooperation with the Party secretary. As
contended in the first section, these authentic tactics reflected the traditional respect
for hierarchy, maintaining harmony, conflict avoidance, collectivism, face, social
networks, moral leadership, and conformity in Chinese society (Bush & Qiang, 2002;
Chen, G., 2004; Child, 1994; Hofstede, 2001; Lin, 2008; Lo, 2008).

Furthermore, these school leaders attached great importance to good relationship
(guanxi) with the outside world, particularly the district educational authority and
superiors. In the interviews, all the principals, including the two who were not

willing to seek resources (e.g., Principals B & E), addmited that it’s very important
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for Chinese principals to be able to get support from upper authorities and other
connected officials. The practice partly originates from the cultural context of
Chinese society which is founded upon social relationships and interlocking social
networks within which individual persons are linked with each other via guanxi (Fei,
Hamilton, & Wang, 1992). It also partly resuilts from the existing educational
administration system, in which the government retains considerable responsibility
and power (Qian, 2008). Consequently, keeping good guanxi with critical
stakeholders, particularly government officials, is one of the primary social action

codes for the principals of Chinese public schools (Qian, 2008).

More evidence was found in the enactment patterns of the core leadership practices
identified in the study. In the light of the differential pattern of participative decision-
making, school decisions were made through a hierarchical approach. At the same
time, the sampled Chinese school principals blended various leadership styles, some
of which were the so-called ‘good practice’ of principalship and some of which
exhibited the features of paternalistic leadership (see Farh & Cheng, 2000,
Leithwood & Duke, 1999). According to the qualitative data, these approaches not
only helped school leaders to prompt school members to work togetgper but also
enhanced teachers’ job satisfaction, their sense of being respected and their self-

confidence.

As leadership practice is more likely to be successful in the ways favoured by the
culture (Hofstede, 1998; 2001; House et al., 2004), the reason for the effectiveness of
these patterns might be that they fit the increasingly variegated societal context in
Mainiand China. As outlined in Chapter Two, contemporary society and the
education system in China have been undergoing a dramatic transformation in the
age of globalisation. Many Western concepts of school management and leadership
have been imported to Chinese schools and accepted by Chinese practitioners (e.g.
Dong, 2006; Feng, 2004, 2005). At the same time, Chinese traditional culture and
perceptions of leadership still play an important role (Lin, 2008). The traditional
image of paternalistic leaders is still embedded in people’s minds (Cheng, Huang, &
Chou, 2002; Cheng, Shieh, & Chou, 2002; Li, S., 2005). People tend to believe in the
‘omnipotent’ image of leaders and expect them to be paternalistic leaders who can

control the situation, consider followers® needs, and conduct themselves with honour
(Farh & Cheng, 2000).
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In some senses, the hybrid leadership pattern commonly found in the sampled
schools was a subtler way of exerting principal authoritarian leadership. Although
the specific configuration of the combined leadership practices appeared to be
different between the school leaders in the two models, the inclination towards the
establishment of authority seemed to be the same. As found in the study, the survival
model related to the principals’ greater involvement in establishing their authority
whereas the other development model identified greater participation by other school
members. The relevant respondents from the schools in the latter model, however,
still indicated that the major decisions and/or core ideas of the schools were

dominated by the principals’ ideals.

These unique traits of Chinese principalship demonstrated that the process of
enacting principal leadership practices was essentially a contextual manifestation of
basic interactions among the three function-based classifications. The combination of
the core leadership practices appeared similar to those found in other societies but the

enactment process was largely shaped by the specific context of Chinese society.

Proposition 2: The educational context has a powerful impact on principal
leadership practices. To a large extent, the core leadership practices are
employed by the Chinese school leaders as pragmatic solutions to the conflicting
requirements in the reform context within which local educational authorities

play an important role.

Besides the effect of societal culture, the influence of the education context was
another driving force underlying the core leadership practice and the reiated
enactment patterns. As described in Chapter Two, a series of education reforms have
been implemented in China and have changed the education system. Nevertheless,
the ongoing transformation caused a number of tensions that ‘simultaneously
pressure principals to meet new systemic requirements while also satisfying existing,
more time-honored norms and expectations’ (Qian, 2008, p. 202). To a degree, the
core leadership practices and the enactment patterns were the pragmatic sofutions of

Chinese principals to the conflicting requirements in the present educational context.

Reform requirements vs ingrained expectations
As found in the study, the Chinese school principals put the practical emphasis on

both student academic performance and their holistic development. This view
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appeared in most of the identified core leadership practices, particularly functional
leadership activities. Such dual emphasis could be seen as a pragmatic solution to
what Qian (2008, p. 202) called ‘the tension between producing high exam

performance and more holistic student development’.

On the one hand, current educational reform policies, particularly the latest
curriculum reform, require Chinese school leaders to promote student initiative,
creativity and all-round development (Qian, 2008). In the study, a number of the
identified leadership practices relating to schoo!l instruction and curriculum were
consistent with this pursuit of quality education reform, such as developing school-
based curriculums and promoting teachers' professional development. In the
interviews, all the school leaders expressed their approval of the ideas underlying the
ongoing curriculum reform and indicated that they made efforts to facilitate all-round

student development through improving school instruction and curriculums.

On the other hand, there is a rooted focus on student academic performance in
Chinese society and the education system (Dong, 2006; Guo, 2006; Zhao, 2007
Wang, S., 2005). Schools faced pressure to enhance student academic achievement

because ‘society and the students’ parents are more concerned about student

performance in the entrance exam (it @ HIF R EM LA RFH SR ° (Principal
C). As the respondents suggested, the district educational authorities still focus on
student test scores when they assess school and principal performance and determine
the financial allocation. Although the quality education reform has greatly changed
the educational environment in China, the disconnection between the reform and the
entire evaluation system made many pursuits of the reform more like a grand-
sounding slogan. This was particularly a problem for low-status schools. In the study,
two low-status schools were placed in the survival model. Their fortune essentially
depended on student performance because they both enrolled students with lower
academic achievement but faced similar or the same requirements and expectations
from parents and the authorities. Thus, the school leaders dared not reduce the
emphasis on student learning outcomes. For the schools in the development model,
particularly the exemplary schools, the situation seemed better as they usually
boasted comparatively high-achieving students and did not have to expend additional

effort to prepare the students for exams. Thus, these principals could spare more time
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for diversifying the school curriculum and initiating extra-curricular activities. Even

s0, they still had to make sure that the students would do well in exams.

Professional leaders vs official executives

The Chinese school leadership had to play two largely conflicting roles of
professional leader and official executive concurrently. The study identified a
number of professionally-oriented leadership practices, such as self-development and
experience sharing, supporting professional development, and leading instructional
innovations. At the ’:ne time, a differential pattern of collective decision-making
was universally adopted by the school ieaders. As stated above, this pattern was the
embodiment of ‘democratic centralism’, a primary political principle of
policymaking in China (Burns, 1999; Friedman, 1995). In order to keep a balance
between the two types of roles, the school principals usually combined these
leadership practices to perform their functions. Such a situation essentially resulted
from the great influence of the government and politics on education administration

and the recent efforts to reduce the political impact on the school system.

As elaborated in Chapter Two, recent education reforms were oriented toward
decentralisation and thus school principals have been given more autonomy to
manage schools. A series of personal system reforms were implemented to
strengthen principals’ professional awareness, knowledge and capacity. In this
research, all the sampled school principals recognised the importance of their role as
the professional leader and attached great importance to the staff’s and their own
professional development. Partly for this reason, building an advanced perception of

education within school was highiighted by those practitioners.

At the same time, there is still a strong influence of government and political
ideology on school administration (Wong, 2006, 2007). In this study, district
educational authorities were reported to have a strong impact on school operation
and thus their operational mechanism would inevitably affect the administration of
individual schools (see Qian, 2008). In the interviews, the concept of ‘cadre’ was
universally used by the respondents. The phenomenon per se demonstrated the
profound influence of the cadre system, which is exploited by the government in
terms of its officials, on school personnel management. Moreover, most principals

explicitly agreed that they were governmental employees whose duty was to manage
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the school for the government. Therefore, they exhibited an orientation towards

upper accountability (see Qian, 2008).

‘Good practice’ of principaiship vs paternalistic leadership

The differential pattern of participative decision-making and the hybrid leadership
styles also embodied the pragmatic inclination. As found in the study, these two
enactment patterns were elaborately practised by the principals to exert their
influence while meeting teachers’ individual needs and requests to participate in

school administration. Both of them worked well in the Chinese schools considered.

For the participative approaches to leadership, such practices conformed to the ideas
underlying the ongoing educational reform, most of which belong to a set of
leadership conceptions prevalent in Western schools, such as transformational
leadership and participative and distributed leadership (see Dong, 2006; Feng, 2004,
2005). Hence, more and more educational practitioners have accepted these concepts
and demanded more participative decision-making and democratic ways of school
administration. This was evident in the present study in that most respondents were

aware of the significance of collective decision-making (8 f## ;& %) and the

importance of ‘exerting collective power in school management, because this is the

guarantee of a good job’ (TEEH P RIEMMA IR - REE R BAEET T/ERIERE).

To a certain degree, however, Chinese traditional perception of leadership ts
embedded in people’s minds (Cheng, Huang, & Chou, 2002; Cheng, Shieh, & Chou,
2002; Li, S., 2005). Within most of the schools involved in the investigation, the
typical top-down approach still dominated the process of decision-making and
teachers and staff generally believed in the principals’ capability to make the right
decisions. In most cases, teachers were merely involved in discussing administrative
issues relating to their immediate interests, such as performance related pay, bonus
distribution, and external training opportunities. In this context, the principals could
actually establish authority through a set of apparently democratic procedures whose
main function was to help school leaders unify the think of other school members.
Moreover, human-oriented leadership practices and the role of the principal as a
moral example were both emphasised by the respondents. All these elements embody

the indigenous leadership style identified in Chinese organisations, i.e. paternalistic
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leadership (see Chapter 3). In this sense, these Chinese principals appeared to

integrate a variety of leadership practices in a paternalistic way.

The foregoing suggested that the Chinese school leaders had a good understanding of
what would make their followers feel respected and involved and what would work
in a Chinese school context. Such practical knowledge gave them a pragmatic stance
in determining their leadership practices. In other words, these Chinese principals
would follow what is actually useful rather than what sounds good. Partly for this
reason, the influence of the relevant conceptions of leadership was rated as least

powerful in the survey.

Proposition 3: Gm;d principals in Chinese schools base their leadership
practices on the school reality and lead schools toward development through
making full use of all six core leadership practices, particularly developing
external relationships and resources. In turn, better school conditions can help

principals perform these core functions.

In the light of all the statements above, a good principal in a Chinese school seemed
to be a capable school leader who could make full use of all the core leadership
practices through a pragmatic way of integrating imported conceptions with
indigenous expertise to meet diverse requirements in the present educational context.
Through combining this image with the two integrative models built in the study, the
author developed a further understanding of the interaction between the principal and

the school.

Effect of the principal on school development

The typology confirmed the critical role of a good principal in promoting school
development through applying all the core leadership practices, particularly
developing external relationships and resources. Although the school leaders were
categorised in different models, all the core leadership practices were more or less
implemented in their schools. What differed were the central target and the
development phase, Against the coordinate system shown in Figure 7.6, the survival
and development models seemed to compose a continuum involving different phases
of school development. In other words, through increasingly engaging in all the core
leadership practices, the principal might be able to develop the school from the

lower-level survival model to the higher-leve] development model. Along with the
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process, the internal school conditions and external context would improve. This
theoretical argument could be demonstrated in the real-life story of Principal F, who
transformed his school from the worst-performing to a well-regarded local school.
Therefore, it can be expected that after solving a difficult situation, the principals
originally grouped in the survival model will pay more attention to the application of

all the core leadership practices.

In this process, the practice of developing external relationships and resources would
play an important role in facilitating school development. This practice was one of
the major indicators used to differentiate the two models. As described above, this
kind of activity was a basic social norm in Chinese society. To some extent, it was
seen as a kind of manifestation of a principal’s capability - ‘when a principal can
bring opportunities and resources to the school, he/she will win the trust from other
cadres and teachers (IRREEFLABRTIMEH TR - SO MG HAAVEHTIIZ LY
{§{%)’ (Principal A). The effect was actually reinforced by the reality that there was
a universal lack of money in Chinese schools. Thus, this practice appears to be an

essential component of the core leadership practices employed by successful

principals in Chinese schools (see Qian, 2008).

Such an image of good school principals is essentially consistent with the function-
based classification of the core leadership practices identified in the study. According
to the three classifications, a good principal ought to be able to handle all six core
leadership practices in the light of their functions. Apainst this theoretical image,
however, the good principal recognised in Chinese schools appeared to attach more
importance to the practice of developing relationships and resources. In the
classification, however, this practice was only regarded as one of tl;e supportive
leadership practices and was supposed to be led by the directional and functional
leadership practices. From this perspective, it can be seen that the image of a good
principal was actually reshaped by the practical needs emerging from the educational

context on the Chinese mainland.

Effect of school conditions on the principal
The two integrative models further implied that school conditions would in turn
influence the leadership practices of the principals. As contended above, the

difference between the two models mainly resulted from the divergent situations
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facing the schools. In fact, all these school Icaders oriented their schools in line with
the school reality. This is an exact component of the practice of setting direction,
Particularly, their different views on the practice of developing external relationships
and resources were affected by the distinct school conditions. As demonStrated in the
first two chapters, the internal conditions of the development model schools were
generally better than those schools in the survival model in terms of student intake
and performance, teacher quality, cadre cooperation, organisational climate, and

school performance and status.

Combining the internal school conditions with the external context, there seemed to
be an effect of mutual reinforcement that made the strong become stronger and the
weak become weaker, especially with respect to attracting external curriculum
resources. In other words, it was much easier for a better school to get more attention
and resources from the district educational authority and social organisations and
individuals because of their excellent performance and high status. By contrast, it 1s
quite hard for the schools in the survival model to obtain sufficient resources and
substantial support from the outside. Such circumstances might reinforce the
principals’ original attitudes toward seeking resources and expanding network. As
suggested earlier, however, principals are inclined towards more involvement in all

the core leadership practices with the improvement of school conditions.

This understanding implied a need to rethink the adage that ‘a good principal is a
good school’ (see Chen, G., 2001a, p. 72). In a sense, it is a good school that
catalyses the emergence of a successful principal. From this perspective, it is worth
thinking about another question: is it possible that a good principal could emerge
from a disadvantaged or Iow—slatils school? The answer might be ‘Yes'. In the study,
there was one case principal (i.e. Principal F) who could be seen as such a leader,
since he had transformed his school from the lowest status to a relatively high status.
The example implied that a good principal could still make a difference through

his/her leadership practices even though the school conditions were not so supportive.

The understanding of the interaction between the capability of the principal and the
supportiveness of school conditions led to four theoretical quadrants as shown in the

following figure.
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I: All-round capacity & 1: All-round capacity &

unsupportive conditions supportive conditions

111: Incomplete capacity & [V: Incomplete capacity &

unsupportive conditions supportive conditions

Figure 8.1 Four Quadrants of the Interaction between Principals and School Conditions

Principals could be generally divided into two groups according to whether they
were able to engage in all the six core leadership practices. School conditions could
also be classified into two broad categories: supportive conditions and unsupportive
conditions. The four quadrants signify the four combinations of principal capacity

and the supportiveness of school conditions.

According.to the findings of this study, Principal F could be placed in Quadrant 11
whereas the other three principals in the deveclopment model appeared to belong to
Quadrant [. Quadrant ! seems particularly to represent an ideal or perfect image of a
good principal in Chinese schools. Thus, principals in other quadrants might make
efforts to move into this quadrant. The experience of Principal F demonstrated just
such a transformation. The two principals in the survival mode! could be located in
Quadrant 111 as they were both unwilling to develop relationships and seek resources
and worked in low-status schools. They appeared to aim at the fourth quadrant ,
however, instead of the first quadrant because they wanted to impreve school

situations without changing their priorities.

It can be seen that good school conditions demonstrate the existence of a good
principal although they do not necessarily produce a good principal. It prompts
further inquiry: what kind of schooi leader can be seen as a good principal? is it
necessary for a good principal to be willing or able to exercise all the core leadership
practices? From the quadrants, it seems that good principals might lie in all the four
quadrants as long as they make efforts to improve school conditions to facilitate the

realisation of the ultimate goal of school education.
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Implications of the Study
This section points out the major implications of the study for the academic
knowledge base of principalship in Chinese schools, for Western research in the field,

for principal leadership practice and development, and for future research.

Implications for Theoretical Knowledge of Chinese Principalship

This study is onc of the few attempts at an empirical understanding of the core
leadership practices of Chinese school principals and their enactment patterns and
captures the contextual influences that underlie these overt leadership practices. The
research findings may enrich the indigenous knowiledge base of Chinese

principaliship in the following ways.

First, the study reveals the authentic expertise of Chinese school principals in leading
schools. Since continuous education reform has greatly changed the basic education
system in China, being a principal in a Chinese secondary school has become
increasingly demanding. The research findings showed that school principals had to
equip themselves with multiple types of knowledge and skills to handle all aspects of
school work and be capable of meeting various requirements or dilemmas in the
reform context. Although there appeared to be considerable hindrances to their role
as a school leader, the Chinese principals still found pragmatic ways creatively to
exploit a variety of leadership practices to perform their functions and promote
student growth and school development. Thus, these core lcadership practices
compose the practical knowledge of being a principal in Chinese schools. Beyond the
prevalent theory importation and dominant prescriptive studies in the Chinese
literature, this may add a needed dimension to the existing research inlo school

principalship in China.

Second, the study not only atiests to the applicability of certain cross-cultural
principal leadership practices in Chinese schools but also discloses the particular
characteristics of Chinese principal leadership practices rooted in the unique societal
context in China. As the research findings sugpested, the expertise of Chinese
principals combined the leadership practices found elsewhere (e.g. |SSPP) with the
indigenous knowledge of the system and society. On the one hand, it demonstrates
that there is a basic consensus about the nature of school education and principal

leadership. lor instance, the three function-based classifications provide a theorctical
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framework for understanding how Chinese principals work in schools. On the other
hand, they provide a set of indigenous practices and enactment patterns, such as
unification of thinking, the differential pattern of participative decision-making, and

the practice of developing external relationships and resources.

Third, the study discerns the contextual grounds for the principal leadership practices
in Chinese schools, which may benefit the theoretical knowledge base of Chinese
principalship. As contextually sensitive research, this study provides a series of
contextual interpretations for the rationale underlying the core leadership practices of
Chinese school principals. The integrative framework and models (i.e. Figure 7.5 and
Figure 7.6) construct a theoretical understanding of the connection between
contextual factors and core leadership practices and the interrelationships between
different contexts and practices. Such contextualised accounts of practical
knowledge are largely lacking in Chinese principalship discourse. Consequently, this
study will further add to the indigenous theoretical understanding of how principals
lead schools in the contemporary reform era. Together with cross-cultural leadership
dimensions, the contextuai understanding of Chinese school principalship would
shed light on the international comparative understanding of principal leadership

practices.

Implications for Western Leadership Research
The study may facilitate comparison between Western and Chinese insights and

further enrich the international knowledge base of principal leadership.

First, the study confirms the cross-cultural core practices of school principaiship. As
argued in the literature review, recent international rescarch projects have identified a
number of generic practices or functions of school principals (¢.g. ISSPP). This study
integrated the findings of cross-cultural research with the empirical evidence
emerging from Chinese indigenous studies. The resultant six core leadership
practices of Chinese schools largely echoed what has been found internationally.
This lays the [oundation for a cross-cultural comparison of how these common

themes are interpreted by the practitioners from different societies.

Second, the study provides indigenous insights of Chinese practitioners into principal
leadership practices and a contextual explanation for authentic expertise. A firmer

contextual understanding of principalship in China has been lacking in contemporary
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international principalship discourse. With an awareness of the contextual nature of
principal leadership, the investigation unveiled a series of authentic focuses and
patterns of Chinese principalship practices and placed these practices within specific
leadership contexts. For exampie, forming a unified perception of school education
was always emphasised and exercised by the Chinese principals. A good knowledge
of the educational context enabled the Chinese principals to use diversified
leadership practices in a pragmatic way. Thus, many democratic procedures were
blended with indigenous paternalistic leadership practices and a differential pattern
of participative decision-making was employed to involve others in the process and
obtain agreement and support from the staff. All these elements appeared to help
school leaders to implement their strategies more efficiently and effectively. Such
authentic expertise will strengthen the international knowledge base of culture-
specific practices of principalship and help to add a Chinese perspective to the

dominant Western outlock on how school leaders work.

Third, the study provides empirical suppert for the emerging conception of principal
leadership practice. Consistent with the understanding of leadership practice,
principal teadership has been more and more perceived from a practice perspective in
recent large-scale international research (e.g. Porter ef al.,, 2006). Based on this
conception, the study identified the core leadership practices of Chinese school
principals and the influeacing factors in the context. As stated above, the function-
based classification of the identified core leadership practices demonstrated the
interaction between the conceptual components of leadership practice: leader,
follower, aim, and context. From this perspective, the general classification
established in the study may help Western researchers to gain a better comprehension
of the working mechanism of principal leadership. As argued above, the three
classifications pointed to the essential roles and the underlying interrelationship of
the core leadership practices found in the study. They composed a theoretical
framework for understanding the operation of principal leadership practices. Since
such a framework has never been constructed on empirical evidence in Western
tesearch, this theoretical structure provides a more in-depth insight into how
principal leadership works in schools and would inform future investigations into

principalship in Western societies.
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Implications for Principal Leadership Practice and Development
The study presents the practical knowledge shared by Chinese school leaders. This
knowledge may help Chinese practitioners to improve their job and facilitate the

improvement of principal leadership development in Chinese schools.

As regards the principals, the research findings may enrich their professional
knowledge and help them to work better as school leaders in real-life situations. The
six interrelated generic leadership practices and the relevant specific practices
identified in the investigation composed an indigenous collection of the core
leadership practices of Chinese school principals. Authentic insights were gained
through listening to the 'voices’ of different types of practitioners working in
Chinese secondary schools. Therefore, these practices may help Chinese school
principals to reflect on their everyday work. Moreover, linking the three
classifications of the core leadership practices with the two integrative models would
enable school leaders to rethink the developmental status of their schools and the
practical priorities of their leadership practices, and enable them to evaluate their
own strategies and school situations in more depth and seek proper solutions to

contextual issues or tensions.

Also, these findings would benefit the improvement of principal professional
development programmes, particularly principal leadership development. Current
principal professional training programmes are usvally delivered by normal
university professors and government officials. Professors are responsible for
teaching various theories concerning education and leadership and officials are in
charge of informing principals of new policy directives, but these could hardly match
the real conditions of schools and the principals (Chu, 2009a). As found in the study,
the contextual variable referring to the relevant conceptions of leadership seemed to
be powerless in terms of their impact on what principals did in schools. In the
interviews, some respondents explicitly complained about the pgap between
theoretical doctrines and their practical work. From this perspective, such
programmes need more practical insights into Chinese principalship. As a
manifestation of the practical wisdom of Chinese principals, the research findings
would bring more practical knowledge to the contents and design of professional

development programmes. ‘As regards programme providers, the research findings
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would inform them about how Chinese principals work in real-life situations and

help them to combine theory with practice in Chinese schools.

Implications for Future Research

As an exploration of the authentic leadership practices of Chinese school principals,
the study adopts a mixed methods research approach in order to achieve a more
complete understanding of the research topic. In the light of the research process and

findings, the author makes suggestions for further research in the area.

First, further investigation can be conducted to improve the research design. For
example, the questionnaire can be refined into a more compact one and the sample
size can be increased to improve the generalisation of the research findings. Case
study can be used to investigate specifically how Chinese principals enact the core
leadership practices in a specific school context. Female school principals and
principals working at other levels of education, such as primary education, can be
included in the research to test further the applicability of the core leadership
practices and the contextual factors identified in this study. Similarly, principals from
other areas in China can be involved to explore whether the geographic difference

has an influence on the core leadership practices of Chinese school principals.

Second, future research could explore the relationship between core leadership
practices and other significant variables. As the research findings indicated, some
personal factors, such as age, gender, position, training, etc., would affect teachers’
perception of their school leaders’ leadership practices. Furthermore, there was a
significant difference in the rating of principal involvement in the core leadership
practices between the teachers and the principals. Given tl.is understanding, more in-
depth investigation can be conducted to investigate the potential factors that
influence teachers’ perceptions of principal leadership practices or cause the
difference between their opinion and principals’ self-assessment. In the interviews,
the respondents always related these core leadership practices to student academic
performance and all-round development. Therefore, further exploration may connect
these core leadership practices with the indicators of student achievement and all-

round growth to identify the leadership practices that could affect these two variables.

Fourth, more. effort could be made to apply the mixed methods research approach to

school leadership research. To an extent, this research demonstrates the advantage of
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this integrative research approach in ensuring research quality. Through integrating ¢
quantitative structures and narrative interpretations, the research generated a
function-based classification of the core leadership practices and a more
comprehensive framework and thus resulted in a sounder understanding of the
research findings (see Chapter 7) than those produced by either approach separately
(see Chapters 5 and 6). The triangulation between different research methods enabled
the researcher to draw more cogent and thorough conclusions. All these factors
suggest that the third approach is a promising research paradigm for investigation in
this field. Of course, this approach requires a good knowledge of both types of
research methods and the relevant techniques for collecting and analysing the two
forms of data. The process would consume a great deal of time and energy, but it is
exactly this challenging process that is more likely to inspire the researcher’s
creativity and lead to a more complete understanding of a social phenomenon or a

new research direction.

Limitations of the Study

As exploratory research, the study has at least three major limitations.

First, it is limited to the perspective of a small sample of educational practitioners in
the four cities, particularly the two developed cities, Beijing and Guangzhou. Given
the vase geographic disparity across the country, the core leadership practices
identified in the study might not be applicable to other regions. Aithough the mixed
methods research approach was adopted in order to make up for the limitation as
much as possible, this problem still exists. Considering the huge territory and large
population of China, however, it is essentially impossible for a single researcher to

develop generalisations about the theme throughout the nation.

Second, the study is limited to the number of principals involved in the qualitative
investigation and the method used to collect qualitative data. There were only six
male principals participating in the qualitative interviews. Although the researcher
made efforts to ensure that they were selected from different backgrounds and other
stakeholders were included, the data collected from the respondents were quite
limited owing to the small number of principals and the lack of female principals. In
this sense, the typology developed from the qualitative data remains crude and needs

to be proved in further research with more principals included. Also, the qualitative
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data were collected mainly through face-to-face interviews. Even though the
quantitative data were collected through surveys, some information may be missing

that could be attained via other methods, such as case study.

Third, the use of mixed methods needs to be improved. Although labelled as mixed
methods research, the study simply combined a questionnaire survey with face-to-
face interviews. The research findings emerging from the individual types of
investigation were integrated in three steps as described in Chapter Four. This study
simply served as a starting-point for the application of the mixed methods approach
in Chinese principalship research. Therefore, the research could be further improved

by absorbing more diversified methods or adopting a better research design.

Conclusion

This study is a serious effort to unveil the indigenous expertise of school principals
in Mainland China. The major findings include six interrelated core leadership
practices, three practical patterns, three-level contextual factors, and two integrative
models. All of these represent the practical knowledge of Chinese school principals
and may benefit both national and international scholarship of core leadership
practices of school principals. Practically, these findings may help Chinese
practitioners to reflect on and improve their own leadership practices and shed light
on the improvement of principal leadership development programmes. This
contextual exploration is nothing but a starting-point, however, for more in-depth

investigation into a wide range of issues related to Chinese principalship.
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Appendix 3.2 Findings of the International Successful School Principal Project

Appendix 3.2.1

Core practices of principal leadership

Categories of Practices

Explanations

Setting Directions
Builds shared vision, sense of direction and clear goals*;
Sets and continuously raises standards and expectations®;

Analyzes context, clarify problems that need to be
addressed®; establishes improvement plans*;
Articulates a set of core personal values.

This core practice has been constantly emphasised by
Western researchers (Cotton, 2003; Leithwood ef al.,
2008). Its importance is based on Bandura's (1986)
theory of human motivation'?' (Leithwood & Day, 2007;
Robinson, 2007). It's often linked with student learning,
particularly academic outcomes (¢.g. Alig-Mielcarek &
Hoy, 2005; McGuigan & Hoy, 2006). So setting goals in
schools always involves an aim for improving student
learning (Leithwood, 2005; Vanderhaar, ef al., 2006).

Understanding and Developing People
Provides individual support & consideration®;

Provides intellectual stimulation®; builds individual
capacity and commitment*; challenges current teaching
practices®;

Facilitates school-wide professional learning®;

Muodels values and practices;

Visible in the school much of the time;

Builds trust.

The practice mainly requires school leaders to exercise
transformationat leadership behaviors, These practices
are to enhance staffs' capacity, not only their knowledge
and skills but their disposition to persist in applying the
knowledge and skills in challenging circumstances
{Leithwood & Day, 2007). The capacity building
practices aim to improve staffs’ performance through
strengthen their efficacy '*2.

Redesigning the Organization

Encourages collaborative decision making, teamwork
and distributed leadership;

Builds productive (open, participatory} school culture;

Creates supportive structures/environment for
collaboration;

Builds productive relationships & networks with a range
of stakeholders outside the school;

Helps create safe, secure environment,

The practices of this category point to establishing the
conditions of work and organizational infrastructure so
that the staff can make the most of their motivations and
capacities, The effects of this broad category of practices
can be found in many empirical studies {e.g., Gray, 2000,
Harris & Chapman, 2002). Its significance can also be
understood through the lens provided by Bandura’s

(1986) theory of human motivation'?’.

Managing the Instructional Program
Monitors progress and engages faculty in critical
reftection on their practices®;

Hires appropriate staff*,

Provides adequate resources*;

Buffers school and class from outside distractions;
Introduces productive forms of instruction to staff®.

This set of leadership practices bring together managerial
practices found in both Hallinger’s instructional
leadership model (2003) and the model of
transformational school leadership developed by
Leithwood and Jantzi (1999; 2000; 2005). As
forementioned, evidence about this category of
leadership practices can be traced back to the research on
effective schools (e.g., Reynolds, 1998).

Coalition Building

Participates in government decision making
organizations®;

Participales in professional organizations and networks;
Builds coalitions with groups in community;

Establishes good working relations with district siaff.

The practices aiming to build the coalition among a
variety of stakeholders are “the essential competencies of
all leaders - in some ways, the defining cne. .. [leaders’]
power is a consequence of their ability to recruit the
talent of others to the coliective enterprise.” (Bennis,
2004, p. 335)

“** denoles the principal leadership practices found in sa?nple schools in Chinese Mainland.

12! peaple are motivated by goals they hold to be personally important, as well as challenging but achicvablc,
Clear goals help people make sense of their work and find a sense of scif-identity within the circumstances. (see

leithwood & Day, 2007)

2 According 1o socio-psychological theory (Bandura, 1986), people are motivated to persist al 1asks when they
feel efficacious. This sense of efficaciousness is powerfully influenced by the mastery experiences that are
normally associated with individual capacity. Building capacity will lead to a sense of mastery so that high

efficacy can be achieved.

'8 “pegple are motivated when they believe the circumstances in which they find themselves are conducive 1o
accomplishing the goals they hold to be personally important.” (Leithwood & Day, 2007, p. 7)

277



Appendix 3.2.2 Contextual Factors

Internal antecedents
* Traits & dispositions: cognitive, abilities, personality, motivation, social
appraisal skills;
Antecedents - Vatues & beliefs: basic human values, general moral values, professional
values & beliefs, social & political values & beliefs.
External antecedents
+ State or national policy
» National culture

Classroom level
* Time on task
* Quality of instruction/instructional climate
» Curriculum
Mediators School level
« Safe and orderly climate
+ Staff participation in school-wide decision making,
* School culture
+ Teacher’s organizational commitment

» Student background
*» School location
* School size
Moderators  * Mutual trust and respect between leaders and teachers and/or teachers and
students
* Government vs. non-government designation
» School level (elementary, middle, secondary)
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Appendix 3.3 Job competency dimensions identified in Kwan and Walker's (2008) research

External
Communication
and Connection

Attending meetings with government officials
Cempleting various kinds of report required by the EMB
Consulting with school supervisor(s)

Attending meetings with the school board

Responding to parent inquiries

Responding to community inquiries

Attending parent-teacher association meetings
Encouraging parents to parlicipate in school activities
Preparing wriiten information about the schoo! anid cvents

Quality
Assurance and
Accountability

Undertaking evaluation activities for schooi-based curriculum projects
Collecting student assessment data '
Reviewing teaching and leaming outcomes

Attending various panel meetings

Preparing school setf-evaluation

Reviewing public examination results

Monitoring test and examination outcomes

Reviewing student assignments in different subjects

Observing the classroom teaching of colleagues

Teaching,
Learning, and
Curriculum

Organising school-based curriculum development activities
Selection of text books and instructional materials

Preparing timetables for the school curriculum

Promoting & learming-centred focus

Direct supervision of students across the school

Resolving student behavioral problems across the school
Organising and supervising co-curricular activities

Contact with parents regarding student problems across the school
Consulting with teachers about specific students

Formulating curriculum policies for the school

Staff
Management

Orientation of staff

Assignment of work to staff

Supervising and reviewing performance of teachers
Recruitment of teachers

Recruitment of support staff

Handling grievances amongst teachers

Handling grievances amongst support staff
Reviewing the performance of support staff

Resource
Management

Preparing the school budget

Making decisions about the purchase of school equipment
Monitoring the ¢ondition of the school building
Monitoring the condition of school equipment

Allocating funds amongst various budget accounts
Preparing proposals for application for government funds

Leader and
Teacher Growth
and
Development

Strategies
Direction and
Policy
Environment

Planning training and development programmes for teachers

Mentoring beginning teachers

Advising teachers on professional development opportunities

Matching professional development activities with school development needs
Attending courses, seminars, conferences, or workshops for own professional
development

Professional sharing with colleagues in school

Professional sharing with peers in other schools

Formulating long-term school plans

Maintaining an updated knowledge of current and emerging education-related policies
Regularly assessing the environmental changes affecting the school
Regularly assessing the internal strengths and weaknesses of the school
Setting priorities for different school plans and objectives

Attending school meetings

Using student assessment data in school planning
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Appendix 3.4 Paternalistic leadership scales (Cheng et al., 2004)

Benevolent leadership

My supervisor is like a family member when he/she gets along with us.

My supervisor devotes all his/her energy to taking care of me.

Beyond work relations, my supervisor expresses concern about my daily life.
My supervisor ordinarily shows a kind concern for my comfort.

My supervisor will help me when I’m in an emergency.

My supervisor takes very thoughtful care of subordinates who have spent a long
time with him/her.

7. My supcrwsor meets my needs according to my personal requests

8. My superwsor encourages me when | encounter arduous problems.

9. My supervisor takes good care of my family members as well.

10. My superwsor tries to understand what the cause is when I don’t perform well.
11. My supervisor handles what is difficult to do or manage in everyday life for me.

N

Moral leadership

. My supervisor never avenges a personal wrong in the name of public interest
when he/she is offended. (reversed)

2. My supervisor employs people according to their virtues and does not envy
others’ abilities and virtues.

3. My supervisor uses his/her authority to seek special privileges for
himself/herself. (reversed)

4, My supervisor doesn’t take the credit for my achievement and contributions for
himself/herself.

- 5. My supervisor does not take advantage of me for personal sain.

6. My supervisor does not use guanxi (personal relationships) or back-door
practices to obtain illicit personal gains.

Authoritarian leadership

1. My supervisor asks me to obey ,us/her instructions compietely.

2. My supervisor determined all decisions in the organisation whether they are

important or not.

My supervisor always has the last say in the meeting.

My supervisor always behaves in a commanding fashion in front of employees.

[ feel pressured when working with him/her.

My supervisor exercises strict discipline over subordinates.

My supervisor scolds us when we can’t accomplish our tasks.

My supervisor emphasizes that our group must have the best performance of all

the units in the organization.

9. We have to follow his/her rules to get things done. If not, he/she punishes use
severely.

00 N O b
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Appendix 3.5 Principal leadership practices in Chinese literature
Appendix 3.5.1 Major themes in non-empirical literature

Themes
Comprehensive
Expertise

Raising student
achievement
Acquiring
additional resources
Building and
maintatning guanxi
Importation without
application

Non-empirical papers

Cai (2000); Chen, G. (20012; 2004); Chen, R. (2004); Dong (2004); Du (2004);
Feng (2003a; 2003b; 2006); Gao (2002); Gao & Xu (2006); He (2007); He &
Ying (2003); Huang (2008); Jia (2005); Li (2000a; 2000b); Li, L. (2005); Li, S.
(2005}; Li (2008); Li & Chu (2005); Liu (2007); Meng (2008); Sun (2007a;
2007b); Wang (2004); Xiao (2007); Xu (2005); Yu (2004); Zhang, D. (2004);
Zhang (2005); Zhang, X. (2004; 2007); Zhao, H. 2005; Zhao (2007); Zheng
(2006); Zhou (2006); Zou (2007)

Dong (2006); Guo (2006); Wang, S. (2005); Zhang, Li & Gu (2005)

Hannum & Park (2002); Lin (2000), Zhang, D. (2004); Zhang, Li & Gu (2005)

Bai (2006); Bush & Qiang (2002); Cai (2000); Li, S. {2005); Lin (2000); Yan
(2005); Yan (2006); Zhang, Li & Gu (2005)

Chen (2005); Chen (2002); Chen (2001b); Chen, R. P. (2004); Cheng (2006);
Dong (2006), Fan & Wang (2006); Feng (2002; 2003b; 2004); Gu & Meng
(2001); Guo (2001); Hu (2005); Peng (2006); Shi, M. (2007); Shi, Z. (2007);
Sun & Xie (2008); Tang (2001; 2006); Wei (2006); Xu (1999); Yang (2005);
Yuan (2002); Zhang (2008); Zhang & Zeng (2006); Zhao (2007)

Appendix 3.5.2 Findings in empirical research

Guiding instruction &
curriculum

Chen, M., 2007; Chen, X. 2007; Cravens, 2008; Jiang, 2006; Jiang, 2007; Li, C.
H., 2006; Liu, 2005; Ma, Wang & Xie, 2008; Ma, Wang & Yan, 2005; Tang,
Cheng & Ying, 1999; Wang, J., 2006; Wang, L., 2007, Wang, X. L., 2007;
Zeng, 2004; Zhang, C. L., 2004; Zhu, 2005

Building school culture

Bo, 2007; Cravens, 2008; Jiang, 2007; Tang, Cheng & Ying, 1999; Zhu, 2005

Managing internal
affairs & maintaining
external relationship

Cravens, 2008; Hu, 2007, Li, C. H,, 2006; Li, X, & Li, 2006; Lin, G., 2007,
Liu, 2005; Liu, Zhao & Zhong, 2007; Luo & Najjar, 2007; Qian, 2008; Qiao,
2003; Ryan, Xiao & Merry, 1998; Tang, Cheng & Ying, 1999; Wang, 1., 2006;
Zeng, 2004; Zhang, 2006; Zhao, Y., 2007; Zhu, 2005

Transformational vs,
transactional leadership
practices

Hou, 2006; Hu, J., 2005; Li & Zhang, 2006; Lin, 2005; Lin, 2007; Liu, Zhao &
Zhong, 2007; Qian, 2008; Tian, 2005; Wang, S., 2007; Zeng, 2004; Zhang,
2005; Zhang, Z., 2004; Zhao, Y., 2007; Zuo, M., 2006

Distributed/participated
vs. paternalistic/top-
down leadership
practices

An, 2006, Bo, 2007; Lin, 2005; Lin, 2007; Lu, 2007; Ryan, Xiao & Merry,
1998; Wang, J., 2086; Wang, L., 2007, Wang, T., 2004; 2007; Wong, K., 2005;
2006; 2007; Zeng, 2004; Zhang, Z., 2004; Zuo, M., 2006

Work/structure vs,
people/consideration
behaviors

Chi, 2007; Dong & Geng, 2008; Geng, 2002; Hu, X., 2005; Lu, 2002, 2007;
Shen, 2007; Sun & Wang, 2008; Tang, Cheng & Ying, 1999, Wang, F., 2005;
Wang, L 42006, Wang, 8., 2004; Yu, 2001; Yu & Liu, 2005; Zeng, 2004;
Zhang, 2002, Zhang & Wu, 2000; 2001; Zhu, 2005

Influence of political

An, 2006; Chen, X. 2007; Hu, 2007; Jia, 2007; Lin, G., 2007; Luo & Najjar,

ideology and 2007, Qian, 2008; Wang, L., 2007; Yu, 2001: Yu & Liv, 2005
governance
Servant/moral Jiang, 2006; Jiang, 2007, Wang, S., 2004; Xu, 2007; Yang, 2004; Zuo, M.,

leadership practices

2006; Zuo, M., 2006

Contextual factors

Personal:

Gender (Jiang, 2007, Li & Zhang, 2006, Lin, 2005, Lin, 2007; Zhang, 2005;
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Zeng, 2004)

Age (Dong & Geng, 2008, Geng, 2002; Li & Zhang, 2006; Zhang, 2005)
Education background (Li & Zhang, 2006; Lin, 2005; Lin, 2007; Luo & Najjar,

2007; Wang, L., 2006; Zhang, 2005)

Years of teaching (Dong & Geng, 2008; Geng, 2002 Li & Zhang, 2006; Zhang,

2005)

Years of principalship (Li & Zhang, 2006; Lin, 2005; Lin, 2007; Ma, 2007,

Zhang, 2005)

Personalities (Gue, 2003; Jiang, 2007, Ma, 2007; Zeng, 2004)
Knowledge & capacity (An, 2006; Hu, 2007, Jia, 2004; Li, L., 2006; Liu, Zhao

& Zhong, 2007, Wang, X., 2007, Zhang, 2006; Zhao, 2007)

Training {Dong & Geng, 2008; Geng, 2002; Li & Zhang, 2006; Zhang, 2006;

Zhang, 2005; Wang, 5., 2007}
Organisational:

School location (Li & Zhang, 2006, Lu, 2007; Zhang, 2005)

School levelitype (Li & Zhang, 2006; Qian, 2008; Wang, L. P., 2006; Zhang,

2001; Zhang, 2005)

School climate/culture {Lin, 2005; Lin, 2007; Tang, Cheng & Ying, 1999;

Zeng, 2004)

School resources (Qian, 2008; Qiao, 2003; Wang, S., 2007)

Teachers’ genders, teaching lengths and positions (Chi, 2007)

Other stakeholders (Qian, 2008)

Govemnmental designation (Lin, 2005; Lin, 2007, Waong, 2006; 2007; Qian,

2008; Zhang, 2006)
Social:

Administrative system (Jiang, 2006; Lin, G., 2007; Zhang, 2006; Zhang, Z.,

2004)

Societal culture (Lin, G., 2007, Wang, T., 2004; 2007, Qian, 2008; Zeng, 2004,

Zhang, Z., 2004)

Political ideology (Luo & Najjar, 2007; Ryan, Xiao, & Merry, 1998; Tang,

Cheng & Ying, 1999; Wong, 2006; 2007, Zhang, 2004)

Positive effects:

School effectiveness (Jia, 2004; Zhu, 2005), Organisational progress {Liang,

2004; Wang, 2007)

Teacher commitment & job satisfaction (Sun & Wang, 2008; Tian, 2005; Zhang

& Wu, 2000; 2001)
Student achievement & development (Wang, L., 2006)

Appendix 3.6 A Repertoire of Principal Leadership Practices in Chinese Mainland

Practices

Sources

Setting school
vision

Establishing a shared vision

Involves teachers in vision-designing

Setting priorities for different school plans and objectives
Setting goals for student achievement in school planning
Assessing internal strengths and weakness of the school

Building a vision upon moral
Determining school vision, goals and plans dictatorially

Leithwood & Day,
2007

Kwan & Allan,
2008; Leithwood
& Day, 2007; Chu
et al., 2009

Cheng et ai., 2004

Building
school culture

Conveying personal values and beliefs to build the school culture
Setting up effective communication channels to strengthen mutual
understanding with other school members

Creating a supportive and safe environment

Building a participatory and open culture within school

Bo, 2007; Kwan &
Allan, 2008,
Leithwood & Day,
2007
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Encouraging collaberation and team spirit

Encouraging other school members to participate in school
decision-making

Encouraging all forms ol competition

Pre-pilot
interviews

» Establishing a moral-based culture Cheng et al., 2004,
® Being exemplary in terms of moral Luo & Najjar,
= Being exemplary in terms of dedication to school education 2007, Ryan, Xiao
« Being exemplary in terms of political ideology & Merry, 1998
» Maintaining a harmonious climate within school
® Forming a hierarchical and obedient climate within school
Developing = Enccuraging all staff to participate in professional development Kwan & Alian,
people activities, 2008; Leithwood
s Actively taking part in principal professional development & Day, 2007; pre-
activities to set a model for staff. pilot interviews
« Matching professional development activities with school
development needs
* Providing all teachers with the opportunities of professional
development and giving them relevant advice.
= Providing substantial support and individual consideration for
teachers to attend various professional development programs
* Considering different staff’s needs of professional development.
» Professional sharing with colleagues in school An; 2006; Kwan
= Encouraging and supporting staff to participate in designing & Allan, 2008;
school-based professional programs Tian, 2005
» Encouraging staff”s bottom-up proposals for professional
development
a Cultivate staff’s awareness and capability of [eadership through
training and empowerment
= Relating professional training opportunity with performance and  Bass, 1997; Li &
taking it as a kind of award for better performance Zhang, 2006
* Considering staff’s personal needs in professional development Cheng et al., 2004
and helping them with their personal difficulties and problems
» Establishing a hierarchical professional development system in
the school
= Determining staff’s participation in professional development
programs and their types in a top-down manner
Managing * Promoting a shared inclination to changing school instruction and  Chen, M., 2007,
instruction curricuelum according to the reform policies Chen, X. 2007;
and * Focusing on teaching and leaming and protecting teacher teaching Kwan & Allan,
curriculum time from outside distractions 2008, Leithwood

Setting expectations and standards for teaching
Providing adequate resources for school instruction and
curriculum improvement

Attending to the needs of students and teachers while carrying out

various innovations in terms of instruction and curriculum
Exhibiting extraordinary competency, capability and knowledge
of instruction and curriculum

_Introducing new or productive forms of instruction and

curriculum into school

Delegating front-line teachers to design school-based curriculum
Encouraging bottom-up innovations

Fully trusting and empowering teachers regarding school
instruction and curriculum

Consulting with parents on school curriculum and instruction
Focusing on the tasks and standards of school teaching and
leaming

Monitoring student learning outcomes, particularly the results of
tests and examinations

Assessing teaching and learning with student test scores

& Day, 2007; pre-
pilot interviews

Kwan & Allan,
2008; Lin, 2005;
Lin, 2007; Tian,
2005
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Taking measures to correct problematic cases in teaching and
learning

Rewarding teachers and students on the basis of their
performances

Formulating school curriculum and instruction pelicies in a top-
down maoner without a discussion with teachers

Cheng et al., 2004

Administering
internal

affairs and
refationship

Inspiring and motivating staff with individual consideration
Inspires and motivate performance with consideration
Exercising a participative way of decision-making

Forms a leadership team )

Dijscussing major decisions with school Party branch, union and
teacher congress, and accepting their supervision

Delegating subordinates and advocating shared leadership
Awarding or penalising staff according their performance
Balances administration & instruction

Adopts contrived collegiality

Disciplining subordinates with human-orientation

improving working conditions and creating a comfortable
working environment for all school staff

Being visible on campus much of the time and available to help
staff solve various problems

Exhibiting altruistically and modestly

Promoting harmonious interpersonal relationship among staff
Reinforcing the hierarchical administrative structure
Dictatorially making all decisions retevant to school
administration

Restricting the discussion within the options posited by the
principal and rejecting others’ ideas or critiques in decision-
making

Excluding critical staff from the decision-making process and
relevant discussion

Leithwood & Day,
2007

Pre-pilot
interviews & Pilot
1

Dong & Geng,
2008

Cheng et al., 2004,
Ryan, Xiao &
Merry, 1998

Developing
external
guanxi and
seeking
rESOUTCes

Setting up and maintaining school image and reputation
Promoting major development and achievement of school to
outside

Maintaining an updated knowledge of current and emerging

educational policies and assessing external environment of school
Giving priority to implementation of superior educational policies

and tasks

Sparing no efforts to apply for government funds te support
school development and construction

Actively development school-run business to gain more funds for
school construction

Actively participating in social activities to get extra resources
from various organizations and individuals

Promoting school construction and development through the
social connection of students’ parents

Coordinating all kinds of external guanxi to protect school
education and administration from outside distractions

Keeping a good personal guanxi with locat authorities and the
officials through varicus approaches

Keeping a good working guanxi with local authorities and the
officials through various approaches

Building cozlitions with groups in community

Responding to community inquires

Making efforts to get extra resources from various organizations

Cheng et al., 2004

Kwan & Allan,
2008; Luo &
Najjar, 2007;
Qian, 2008; Qiao,
2003; Ryan, Xiao
& Merry, 1998

Pilot 1

Kwan & Allan,
2008; Leithwood
& Day, 2007; Luo
& Najjar, 2007,
Qian, 2008;
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Appendix 4.1

Paradigmatic Foundations of Mixed Methods Research (Teddlie &
Tashakkori, 2003)

Issue

Ontology

Epistemology

Methodology

Dialectics

Complex reality

and increasingly

pluralistic
s0ciety

Better
understanding
comes from
juxtaposition of
different views.

Synergistic use
of different
methods

Pragmaticism

Truth made by
events, not
inherent in an
idea

Knowledge is
constructed
toward a
destination.

Free choice of

the methods that

heip to answer
research
questions.

Transformative-
emancipatory
Paradigm

Contextual reality
within multiple
political, cultural,
historical, and
economic values

Interaction,
understanding, and
trust between
researchers and
participants

Mixed methods
used to address the
concerns of diverse
groups

Multi-
paradigm

Complex
phenomena
and
interconnected
reality

Good match
between
paradigm and
design leads to
understanding.

Decide the
match between
paradigm and
design
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Appendix 4.2 Invitation Letter
English:

Participation in HU Rongkun’s PhD Research

Dear
I am Hu Rongkun, a PhD candidate of the Department of Educational Administration and Policy at
The Chinese University of Hong Kong. [ am writing to ask for your consent to taking part in my PhD
study of principal leadership practices in Chinese schools. '

This study aims to find out what Chinese principals commonly do to lead their. schools, how they
enact these generic actions in their schools, and why they employ these leadership practices within
their schools. The research targets the high school principals in Beijing and Guangzhou. As you
belong to the target population, your participation is quite important for this study.

The research will be conducted through a mixed methods approach, involving two phases. The first
slage is a questionnaire survey, which will take about 15 minutes; and then the research will invite
some school principals to take part in the follow-up interviews, which will last for about one hour.
With informants’ consent, the researcher will tape-record the interviews.

I understand that confidentiality and anonymity are vital principles in this exercise. 1 could pledge to
strictly conform to them: no names of the research participants and concerned schools will ever be
disclosed.

Time ts indeed a very precious resource to you, so I am much indebted to you for your kind assistance.
If you could accept to participate in the interviews, | will be very grateful.
You can contact me through the following ways:

Tel: 13811419774 (Beijing), 852-68714499 (Hong Kong)
E-mail: hurongkun@cuhk.edu.hk

Yours sincerely,
HU Rongkun

Chinese:
By B

& !

BREBTNABHETREBEEROECREASSY - 5 TS s Em
LR -

HHAEERBEBRBEE VST RMEAETESE T  BRAYSSRKLO T -
B - AP7E W P R SI R AT RN AR RS SERa S i M R ey TR s R
o R - FHARESLULFARMN AR D E B S S BERL LN RS T
347 - BRERBHERENASEEES -

FHRRAEAHRFE  REMSRENEETIER AN REST - BESB
MEREE - HARMEHE  MRBERMAHBISE R ESNHKRESHR
HMAOR - BRI BN ERRRIRERBAIGRT » B ES NS AAs
T8 -

AHTTHG A R ~TRA T MBI TR  (REEHIRAE A RRIFISEAE -

RHEIE B TP IR -

RS  BURLRTITE - BIGTRES -

RGBSR LT AR

JE3 : 13811419774

EHE : 852-68714499

BE : hurongkun@cuhk.edu.hk
2

BHEREE
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Appendix 4.3 Leadership Practice Questionnaire for Chinese School Principals

English:
Dear principal and teacher:

Thanks for your participation in this survey. This survey aims to investigate the core leadership
practices of Chinese principals and potential contextual factors that influence these practices. Your
participation is very important for the research. This questionnaire is only designed to study the fact in
terms of principal leadership practice in Chinese schools, rather than the assessment of principal
performance. All questions are answered anonymously. No answer is particularly better than the
others. The. information you give us on this questionnaire is confidential. No one will see your
answers except the researcher and no person will be identified with his/her particular information.
Complete confidentiality is assured. It is important that you be candid in your answers.

Researcher
I Bachground Information
= Gender; OMale O Female
s Apge: 1.00<20 2.020-25 3.026-30 4.0131-35 5.036-40
6.041-45  7.0146-50 8.051-55 9.0156-60 10.0>60

* Years of teaching: years Years of having been and/or being a principal: years
= Education background: )
J 2/3-year college graduate (1 4-year college graduate with a bachelor’s degree
(1 Postgraduate with/for a master’s degree () Postgraduate with/for a doctor’s degree
*  Present position: O Teacher 0 Administrative/Supportive Staff

O Leader of teaching & research unit 0 Leader of the grade

O Director of teaching & discipline D Director of general affairs

O Vice principal - O Deputy Secretary of the Party Branch

O Principal O Secretary of the Party Branch
» Times of professional training in 2009: times
* Type of the present school;  O1. Non-exemplary schools 02, Exemplary schools
(1. Junior secondary school 02. Senior secondary High school 3. Comprehensive school
* School location: (11. Rural area 2. Suburban area 03. Urban area

* Schoolsize: the numbers of vice principals ()}, students { ), and teachers{ )
I1 Impertance of Generic Leadership Practice

The following items refer to the major leadership practices of Chinese principals. Please indicate how
important these are in the leadership practices of your school principal, through picking one number
for each item in line with the following scale.

|=not important at all 2=stightly important 3=relatively important

4=important S=very important G6=extremely important

Setting direction for school development

Building school culture and climate

Promoting staff development

Managing school instruction and curriculum

Managing internal administrative affairs

Developing external relationships and resources

Establishing suthority

I11 Specific Leadership Practices

The following items describe the leadership practices of Chinese school principals. Please indicate
how often these practices occur in real-life situations according to your knowledge, through picking
one number for each item in line with the following scale.

1=not at all 2=seldom I=sometimes =many times 5=often  6=always
Setting a shared goal for school development
Involving other school members in designing the goal
Setting a shared goal for schoo! development
Involving other school members in school pianning
Setting priorities for different school plans and objectives
Assessing strengths and weaknesses of the school

Advocating a moral-based goal of school development
Determining schoo! goals and plans dictatorially
Building effective channels to facilitate communication between school members
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Encouraging other school members to participate in decision-making

Creating a supportive environment

Centring on teaching and leaming in school to protect teachers’ teaching from distraction
Trusting teachers' .capability of teaching and delegating power to teachers regarding class teaching
Considering teachers’ and students’ needs while implementing instruction and curriculum reforms
Encouraging group work within school

Adyvocating 2 moral-based s¢hool culture

Exhibiting high morals and dedication to school education

Playing an exemplary role in all respects

Maintaining a harmonious interpersonal relationship and climate within school
Forming a hierarchicsl and obedient climate within school

Supporting all staff to pa;licipala in professional development activities
Actively taking part in principal professional developraent activities
Sharing personal professional experience with colleagties

Considering different staff’s needs of professionai development
Enceuraging teachers to develop school-based professionzal programs
Delegaﬁng front-line teachers to design school-based curriculum
Supporting teachers' bottom-up innovations

Promoting ordinary staff and teachers’ awareness and capability of participating in school leadership
and administration in profession development .

Promoting middle and above management’s awareness and capability of participating in school
leadership and administration in profession development

Awarding the opportunity of professional development to the staff with outstanding performance
Establishing a hierarchical professional development system

Determining whether a staff can participate in professional development and the type of training
programs from top to down, without listen to staff’s voices

Encouraging healthy competition

Providing sufficient resources for school instruction and curriculum development

Leading innovations in school instruction and curriculum

Invoiving teachers in policy-making in terms of schoo! instruction and curriculum

Consulting with parents on school instruction and curriculum

Setting specific standards and expectations for teaching and leaming

Stressing the tasks and standards of school teaching and leaming

Focusing on the change of students’ exarmn performance

Assessing teaching effects and learning progress against student test scores

Making and implementing school instruction and curriculum policies from top to down, without
consulting with teachers

Considering individual needs of different staff to motivate them to work hard

Making decisions in a participative way

Leading school through collective management and decision-making

Consulting with the Party Branch on important decisions

Consulting with School Union on major decisions

Consulting with Teacher Congress on major decisions

Sharing leadership power through delegating subordinates

Rewarding staff on the basis of their performances

Disciplining subordinates with a human-orientation
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Improving staff welfare and working conditions

Reinforcing the hierarchical administrative structure

Making all decisions authdritatively in school administration

Restricting the discussion within the options set by the principal and rejecting other’s ideas or critiques
in decision-making

Excluding critical staff from decision-making and discussion

Establishing and maintaining school image and reputation

Publicising school major developments and achievements

Paying attention to current and emerging educational policies (o assess the external environment
Prioritising the implementation of superiors’ educational policies and tasks

Coordinating various public relationships to promote school development

Keeping a good work relationship with lacal educational authorities and the concerned officials
Keeping a good personal relationship with officials in charge of local educational administration
Applying for government funds to support school development and construction

Getting extra resources from social organisations and individuals

Getting extra resources through the connections of students’ parents

[V Centextual Factors

Please indicate the extent to which the following factors influence the leadership practices of Chinese
school principals, by picking one number for each item in line with the following scale.

1=not at all influential 2=slightly influential 3=somewhat influential

4=very influential 5=highly influential  6=extremely influential

Principal’s personal traits

Principal’s perception of education

Principal's perception of leadership

Principal's capability of leadership

Principal’s understanding of his/her responsibilities

Principal’s understanding of the professionalism of principalship
Existing school culture and climate

Resources available for the school development

Other school leaders’ perceptions of leadership

Other school members' views on school administration

Supervision and intervention of school Party branch

Supervision and intervention of school Union

Supervision and intervention of Teacher Congress

Academic competition and pressure in basic education

Hierarchical administration system of the povermment

Leadership ideas and conceptions in business area

Leader image in Chinese traditional culture

Western ideas of leadership with an orientation toward participation and power sharing
Servant leadership style advocated by the Party and the government
Educational guidelines and reform policies of the central government
Policies and interventions of local educational authorities

Existing principal selection and assessment systems

Principal promotion system

Previous cadre system in school personnel administration

Ongoing principal career ladder system
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Appendix 4.4 [nstrument of Interviews

English: No.: I

[nterview Protocol
Date: Time: Venue:

A. Ask the informant for the permission for using the tape-recorder.

May I tape-record the interview?

YES/NO (Circle the answer. If it is YES, set up the recording device; if it is NO, the
interviewer will take notes.)

B. Ask the informant to explain or further describe how contextual factors influence
his/her leadership practices?

* In your practice, what things do you think are most essential for you to lead
your school?

= How do you exert your leadership in terms of these essential things?

=  What contextual factors do you think determine or influence your leadership
practices?

s  What leadership practices are influenced by these contextual factors? How do
these factors influence your leadership practices?

= Which of them could determine your leadership practices?

= Which of them just have an impact?

Chinese: HEE
AR A

A BT MR
A RIS S TSR S ENEE
B - BETN AR EITHRE 7
& AILUATILL o (FEAMEAR B - MR THREESRE  BITHEEHRE W
BRSHEREE  SMEREHRRIghioge - )
B. SR ISR SN MR R IR S L W B TRETRRIER R -
» EEMREIES > CEBEWMLHY SRR REE
o BLELEENYHEE - RN 2
» BB RERRE R T IS
- EGERGE T SRS TR ? AR
o R RIS (R 7
- REREEEIE
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Appendix 4.5 Results of the EFA in Pilot Study

Factors

1 2 3 4 5 6 7
9.Communication 0.774
16.Maral 0.753 0.314
13.Support participative decision-
making 0.747
17.Dedication 0.698 0315 0.338
15.Moral-oriented school culture 0.667
10.Supportive sdhool climate 0.644
18.Political ideology 0.639 0.425
37 Reform and consideration 0.617
19 Harmonious culture 0.606 0.366 0.308
12.Team cooperation (.591 0.319
35.Teaching-and-learning centred 0.591
32.Consideration in professional
development 0.579  0.527
I1.Participative and open culture 0.564 0.351
59.Available to help 0.546 0377 0.314
24 Support professicnal
development 0.522 0.428
38.Expert in instructiop and
curriculum 0.513 0482
60. Altruistic 0.51 0379 0.412
25.Professional opportunity and
advice 0.502 0.486
61.Harmonious interpersonal
relationship 0496 0.329 0.449
36.Support 1&C improvement 0.473 0.333 0.424
42 Trust teachers 0.46%
6.Moral-based goals and visions 045 0.358
23.Professional development
planning 0376 0.352 0.307
30.Leadership capability cultivation 0.363  0.673
40.School-based curriculum
development 0.66
27.Professional experience sharing 0.616
39.1&C initiatives 0334 0.572 0.387
51.Personal consideration 032 0.571
28.Teachers’ self-developed
program 0.545
26.Different needs of professional
devetopment 0481 0.54
55.Participative decision-making in
administration 0.337 0.519 0.42
43.Consult parents 0492 -0.319
31.Training as award 0.325 0448 -0314
21.Encourage professional
development 0.338 0.444
41 .Encourage bottom-up innovation 0.442
33.Hierarchical professional -
development system 0.363 -0.439
22 Self-development 0377 0.399 0.307
64.Limited options 0.82
65.Exclude disagreement 0.795
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50. Top-down policy in 1&C
34 Exclude teachers’ voice in
professional development
7.Authoritarian determination on
school vision 0.353
63.Dictatorial decision-making 0314
20.Hierarchical and obedient
climate
76.5chool-run business
75.Parents’ connections 0.315
73.Applying for govemment's
financial support
67.Promote school development
71.Good working relationship with
authority & officials
74.Social activity 0.373
68.Educational policies
‘72.Good personal relationship with
authority & officials
47 Measure improvement with test
SCOres
69.Implement policies
70.Coordinate external relationship 0,396
66.8chool image
49 Performance orientation
48.Correction measures
8.Build school values
55.Participative leadership

58.Improve working conditions 0.356
57.Human orientation 0.387 0.326
62.Hierachical administration

structure

56 Performance-based award
53.Leading team

54 Supervision of the Party Branch,
Union and Teacher congress 0.326
44 Teaching standard and
requirement

46.Monitor test scores

45 Teaching tasks and standards

14 Encourage competition
2.Participative vision-designing
3.Prioritise tasks -

1.Shared vision

5.8WOT analysis

47.Student learning goals

0.747

0.675

0.651
0.65

0.535

-0.53
-0.517

-0.308

-0.433

-0.34

0418
-0.354

0.49

0.776
0.698

0.698
0.673
0.639

0.575

0.526
0.448
0.445
0.428
0.386
0.364

0.304

0.347

0312

0.708
0.653
0.626

-0.61
0.597
0.543

0.52

0.321
0.356
0.318
0.721
0.707
0.659
0.509
0.772
0.65
0.63
0.442
0.36 0.427

296

Il



o1

L6T

K0
98¢0
LE0

6 8 L 9 LY

t

050
890
8¢9°0
90
7990
L1990

L9°0
8690

ire

890

£LED
500

160
98¢0 6£°0

£TF0
6540

65t0

FoL0
331)

€ [4

13941
£68°0

89¢°0
29¢°0

LTHG
L0
SLF'O
8L¥0
9050

PO
7950

785°0
580
9£9°0
reeo
¥$9°0
Loo
¥8%°0
S0L0
LOLO
8IL°0
LeLo
wio
I

"Wwawdo[zAap [eucissajoid Jo suLa) ul JJeIS atp Jo spasu wanspp Suuspicoon

Juswnenans sanoddns e onear)

"UoNeINpa |00Y>s 0} UCHEIIPaP puk sfetom Y3y Suniqryxy

“sarnanoe 1wawdojaasp feuotssajoad m sredionred o ges je Supoddng

“Buryew-cois1aap w Nedioyred o s1aqusm [oogs e FmBemoouy

‘SULI0jA WnnILmI pue [eucyonasw Sunuswajdun jiym SpIau SIS PO SIXIEN SULLPISTOD)
‘s9adsa1 e 11 opo1 Aredumoxo we Sunkerg

‘[00yas ungw areun|d pue diysuoyejal reuosiadinm snoruouLrey & Snoreiuely

2oupuusofiad 3utpupisino yim ffors sy o7 wuswdopaaap poucissafoad fo Amonsodde ay Sup.omy
‘w3ysks wawdo[aasp [evoissajoud [eomamsy € 3ugsijquisy

UGS SATEASTIWIPE [eNGarRIST o) Suaiayuisy

suogescum dn-woneq s1xoen Funioddng

109wdoj342p uotss3j0sd U1 UOGRISTUTIpE

pue drgsrapea) [ooyss w 3unedidiued jo Anjiqedes pue ssauarems s usmsfeuem Jaoqe pue ppim Sunowmory
“WAMSLMD PUE GORINLSH [00G3S T SHORACUUI BUIpe]

Juamdojaaap uossayaid m

ucpenstmupe pue diysiapesj [ooyss n Sunedisnred jo Aliqedes pue sstAeAME  S1AYIES] PUE S RIS Arempio Sunomaiyg
"suoistasp Jofem vo youerg Ared aq qum Fummsuo))

U2wdo|2A3p WM|NILLMY PR TOTIINASUL J0OGDS 10] SAAUMOSAI JUNMINS FWpIaosg

‘sarempiogns 3ueajap ydnonp somod drysiapes) Buueyg

“UoQEUsLICc-TeWnY & QM sapEwIRIOqnS Jurajdisty

SuQIsIoep sofew uo ssa1duey) Jsgoea] qua 3unnsoon)

*Aem aanedionred e m suoistoap Furfep

"SucnIpuod Fubpiom pue arejjam yes Sutaosdu]

“SUD{ew-BOISIHIP PR YRIWIIETE 3ANI[0o Y3nonp joords Supesr]

"PIEY Y10M 0] W3] ARAROW O] LIS UAIIGIP JO SPIA FIPLAIPU ULIRPISTO))

WAR3LUIRD pUR DONSNOST (00455 uo siuared qim 3uninsuo)

"SUOISII3P Jofew wo uoluf) [ooidS tm Bunmsno))

"UMN2LMD PUE UOLIMLGSUT 00425 FuTs=oso0 satoifod 3unfem uagm s1oqoes) 2majoan]

Sw2)]

510198 ]

V4 Ul a[edag JUSWIA[OAU] 3y} 10J UOIN|OS _Bom.f:o, 1L Y] 1°¢ Xipuaddy



86¢

L¥¥ 0

LI190
L90
£89°0

8cc0

L6b 0
91€0
§L60

8¢0
9¢9°0
6890
590

5E0

1850
§SL0

1LL0
P80
9980
¥LRO

o
7050
L1s0
9£6°0
09¢0
9790
6690
1520

9Lb"0
80

£9¢°0

5seo
85p°0

eE0

F6ED

1500

80
£95°0
950
9950

&0
6650
90

[6£°0

98¢0

€Yo

80r0
£LE°0
134 AU
L520
Civo

FLEG

&0

"SuTwes| pue 3UTYIea) [00YDS JO SPIEPURIS PUE SYSBY AR 3wissang

“3urures) pue utydes) 1oj suONRIX3 pue SPrRpURS MJI3xds oG

'$21035 153) lusprys 1smede ssarfoud utures| pue spoey o Suryoes) Bwissassy

's3ansalqo pue swe(d [0oyss JuasyIp 10} ssnuoud Junleg

quamdo]aasp [ooiss Jo 208 paseq-jelow e SuyesoApy

‘[00Y2S A JO SISTHD[EM pue SIpFUANS Jmssassy

TUSWIAMN IR TP 1u2prys 10] sTeod Fumas Apmordeg

- “Suuueld [00G3S U] $12qUIA [004IS S0 BuIAjoAU]
‘203 2 JUTURISIP U1 SI2QUIH |00YDS JHPO SWAOAT]

“usmdojasap jooos 1o [eod pareys e 3unag

“Aeuciedip suerd pue sfeod [ooyas SurUTuLag

S30A §,JJEIS 01 UMST] INOPIM TMOP

o] doj wey sweiBoid Zumuren jo 3dA aq pue juawmdojaasp recoissajoid m Jpedonred Ted gers v rApsgm SurarmuRiN]
SuBgTe) Yiv Funjusuod Iofim ‘wwop o3 dor way sstatjod mnjoins put tonIngsui jooyss Sudswsidun pue SunEp
"0OISSTISIP PUE SUN{ew-Uoisiodp wolf [es [eoto Jurpnjaxy

UOHESSIOTWIPE [COYIS UL AJAREILIGYITE SUOISTOIP [[e SunEp

‘Sunyew-uois1>ap w sanbhud 10 sEapl 5 Jaqo Fumoala pue redisuud s £q 135 suondo A OTHIM UOTSSNOSTP 2 Funownsyy
auputiofsad stays fo s1s0q ) uo ffors Jutpmmay

"sys=1 pue sotiod reuogesaps ssouadns jo vongeuomaydun o Suisguouty

vonnadmos. {ip[esy SmIemosuy

wsmdoaasp [oogas smowoud o1 sdigsuone]as aqnd snouea Bunentpioo))

"S[EIDLJ0 PAWRUCO A} PUE SALIOYINE [EUOIEINPI [ED0] Pl diysuonera yiom pood e 3mdaay
TIAUIUONAUS [WI2]X2 ) S$I55E 0] sA1dijod [euonesnps Fmdsswms puwe Jwaums o) wonuane S3mieg
uolreindai pire 33ewt [00yos Bururene pue urgsTiqelsy

"SIIAWIAIOR pue stusmdojassp sofew [oogos Bmstigng

‘swp.i80.d puoissafosd paspg-jooyas dojaasp o sisysoa) Sudpmoouy

‘woncenstp woy Jurgren ,s1syoea; 1aoad o) Sunwea| pue Sugres o Suua)

1o0tjas WM dpom dnosd Fm3emoonry

saulande Jamdojaasp [enoissayosd fedisud m wred 3unp A3andy

SIIQUIRG [00YIS BIIMIFQ UOHEIIUNIIWOD JEN[IIE] 01 S|ATURYD JA133Y> Juipying

“2ITYIN3 {OOGIS PISE(-feIow € SUREIoAPY

"sanFe3(16 (im 23u3L3dx3 [Ruotssajaid [euosiad Jmreyg



66T

wmjnoLLm? paseq-jooyas Smdojaaag
asuemLIO}Iad WIEXS Uapnys FmsnuoLd
Suniresj pue Suryoea; Jo yuswaaosdun a uo Suisnoo

*2oueaLoj1ad wexa juapms Jo agueyo sy uo Suisnoo ]
-3umiires] pure Suryoea] [00TDS JO SPIEPUR]S PUE SHSE] Ay Suissang
“WMNOILLTND PUe BOGONOST [00Uds Uo sjuated gum Sunjnsuo)

"WN|NOLLMD pue UCHINGSW [00Yas Jo SUL) n duryem-£oijod Wi s1ayoes) SmAjoAT]

Juawdo[3A9p WNNILLMD pUe UOHONLESUT [00YDS 10} S20M0S3l JUsIsgyns Supiaolyg

TmnILLMo
pue
uonLSIN

“TMNOLLMD pire UOQIRNSH [00Y2s U SUoneAouUl Surpea] JmBeuRp

Ayjeal o1y o) Fupioase [ooyds SunuallQ)
juawdojaaap [00Ys 10] Sunue|d
s[eod uua3-3u0| 10 UOISIA pareys FuIag

"saa23iqo pue suejd jooids Jua1agip Joj sspuoud Jumeg
"[eo8 a1 SwuFisap Ul SI9QUWIW [00YOS IR0 SUIA[OAU]
‘Buraeld [ooyas U SIIQSW [0010S 130 SWAjoAU]
"JooyDs 2t Jo $IssITeam pue Stpduans Sulssassy
‘Justidojasap [0oyas Jo [e0F paseq-[rIOW € 3ULEIOAPY
JUSWSASMHE JIMapede Juspras jo sfeod Sumes Apioydxg onaanp
-Jusmdojaaap [ooyos 10} jeod pareys e Jumes Sumeg

sanuoyme J2ddn mog woddns Aotjod Smuteny

“UOHOMASU0D pue JusmdofaAap |ooyds poddns o) spuny JuawwaA08 10] SwA|ddy
Juswdojaasp [ooyss jomold o) sdrgsuonefas sijqnd snoLrea Smewrpioo))

“JUSTIUOIIAUS [BILSIXS 9T SSasse 0 satoijod [euotjesnps mIIsws pue Juaimo o3 uonuane Sukey

"syse) pue se1o1jod euoleanps siouadns jo uoneusmajdmn 3 SWSQUOLY  ssamosal pue

"S[RIOLO PAIIIUOD Y} PUE SHNLIOINE [EUONEINPS [2oo] s digsuonelal jiom pood e 3ndeoy  sdmysuonear

saniunpoddo [euiaixs 3msiag "SusmIAIYoe pue sjusuido]sasp Jolew jooqas Swstongng [ i=dhe)
s33mosal Suy33s -‘uonenda ptre sSetmn joords SuraTEyuTem pue SUISTqRIST Swidojaaag
S3upuy JAIEN[END ~ s3uipty sAREImUEn)

SISAJetry BIR(l JO SadA] Om] SU3 U1 palJniusp] Saanoel] diysiapea| aa0) [/ Xipuaddy

Zi96 19r0
CE90
[
Ligo
W0 43 4]
9eL0
P6L°0

8EL0 S6¥°0

£St0

JOOYIS UNJIIA DU IUBPIGO PUD [OIIoDI3Y O JuTuiio]
UONDLSIUIUPD [DUoyDIND2 (020} fo 23.00y0 1 sporaiffo ynm diysucip)ad puossad pood Sudaay
TEN[MOLIMD Paseq-{001s UlsIp 0 1oy aunj-uoyg Sugedsisg

“Fumaesn ssep2 Surpreda sisyoess o) 1amod Bugedajep pue 3wgoed Jo Lipiqedes sisgoen Sunsni]

TwenonRsnod pre Juawdo]aasp jooss woddns o3 spumy ynsumsaaod 1o SmAddy
*STENPLAIPUL PIFE SUCHESTURSL0 [RI00S WOY S90mesas enxa Feman

‘sigared S1UIPNIS I JO STONIAUCO A YAnonp s:unosa enxa JumA
oueunopad wrexs | syuspngs Jo sBurys A vo Borsnoog



00¢

sdiysuonejal [ews3ul SIempIoo))

uonEIuaLIo renmy e s geis SmBeueiy

Surures] 7 Suyoes] wo uoNeRSIUTIIPE fewia)m Sulnua))
AlrestieIsowap suoisioap Jolew Sunjey

"PTey YI0M O] Way) SIEALIOT O] LJEIS JUSISTIP JO SpIsU [ENPIAIPUT SULSPISUO,)
"STONIPUO) Sunfiom pue arejjom Jeis Smaoidoy

"Aem aanedonred e uy suoistoop Sunepw

“BUn{Ew-uoISIdap pue JuauIIZeUR JAH23[]00 YEnomy) [ootas Surpeay
“stiols1oap Jofetr uo woru) [0OQYS LM Sunmsuo)

"sajeuipiogns Jumedsjep ydnonp 1omod diyssopes| Bureyg

“stotstaap Jolfew uo ssaifuoy) Jaoea] Pm Sumnsuoy)

‘UonEjUILIO-URAMY € (PIm soTeuIploqns Surmdiasicy

"SuoISIoep Jolewr o Youelq Ajred 9 qim Suginsuo))

snejje
SAIROSTUTIIDE

3mFeuepy

soa[asmaip Sundojanag
sarpe> Suidojaaa(g
s1ooed) Sudoaaag
syuaprys Judo[aas(]

"masAs Juamdolaasp [euolssajoid [earqarersry e SurystqeIsy
Juatudojaaap vorssajord w wonensmuTmpe pue drgsiopes]
[ooyos m Sumedisnred jo Aliqedes pue ssstamme  SIYIL3) pire JJels Areurpio fumowmol]

-Justadofaasp uwoissajoud o1 nonensuTmpe pue digsapes;

[ooyos w Sunedionred jo Ayiqede) pue ssauaeme s JusmsSeurT aA0qe pUE S[ppIW SuUnowoL]
‘suoneAcUm dn-wonoeq sseyoes} Sunuoddng

“UIM[M2LLND paseq-{ooyds TSisap 0] sIafors) awll-juon Funedsje

ajdosd
Smdojaasqg

ajeund 10 2myno Jeuonesiuedo Fuiaoidury
Suipuelsispun pagnum e 3uAslyoy
seapl 2102 [ooyds St s|ySnop Teuosiad Furystqeisg

"So)iAnoe JuawdojaA2p [enoissajoxd w ayedidnred o) [eys e Funioddng
Jusmdojaaap [euoissajoid jo spasu s gms JuaagIp SuLapisuo)

"jooyos unpim Yiom dnas8 SmBemooug

“sonFes[]os Pitm uLLadxe [euoissajoid reuostad Bmreyg

31D [00YS PISeq-[eIoN & SUNEI0APY

"Jooyas uyim ajenn(ds pue drysuoijera: feuosradia)m snomouirey e SutumeuTey
-s30adsa1 [re m 201 Lrejdmsxo we Surkeg

"saniAnoe Jusuidoaasp feuorssayoid fedouud o yred Sunyey Ajpanoy

“UoNEINp3 [00Y0S 01 UONESIPIp PUE Sfelow y3rg Suniqryxg

"uonoensip wog Sunyoes) SIa¢oe3) 139304d 0) [coyos w Surires| pue Suryoes) FuLgua)
‘SI2QWIM [00YIS UIIMISq UONESIUNIWIOD J)ETIOE] 0] S|aUled 2Ansa])s Supyng
‘Bupeus-uoisioep w agedionred 01 suaquiat jooyds oo SuSemosuy
JURIoNATS 3Anioddns e Sogear)

"SULIOJ2] WN[RILLIMSD 29 Uononnsu Junuawajdun 3[Iym spasu  SJUIPIGS pue  sioyoed) FuUapIsuo)

Seapl 3100
puE ajew
[ooxas

Sudeyg

‘Juures] pue Furgoes) 10j suoneradxs pue sprepoels ogiseds Sunag



Appendix 7.2 Contextual Factors Emerging from the Two Types of Data Analysis

Sources Quantitative Findings Qualitative Findings
Personal Principal’s capability of leadership Non-power factor (i.e.,
Conditions Principal’s perception of leadership perception of education,

Principal’s understanding of his/her responsibilities Eg‘lﬁzszﬁl,ﬁfsgﬁhﬁ;?:? :

leadership, professional

Principal’s perception of education knowledge )

Principal’s understanding of the professionalism of

principalship Positional responsibilities

Principal’s personality traits Principalship experience
Internal Existing school climate and culture Teacher conditions (i.c., age,
school Resources available for school development experience, capability, ideas,
conditions  Other schoot leaders® perceptions of leadership pursuits & spirit)

Supervision and interventions of school Party Branch Student characteristics {e.g.,

Supervision and interventions of Teacher Congress student intake)

Cadre conditions (e.g.,

Supervision and interventions of school Union cooperation)

Other school members’ views on school administration & Organisational climate

relevant factors (i.e., gender, age, years of teaching, position,

training times) School performance and rank

Basic conditions (i.e., type of education, school size and location)  Financial situation
External Academic competition and pressure in basic education The district educational
Context authority

Policies and interventions of local educational authorities
Existing principal responsibility system

Educational guidelines and reform policies of the central
government

Existing principal selection and promotion system

School and principal evaluation systems

Ongeing principal career ladder system

Servant leadership style advocated by the Party and the
government

Hierarchical administration system of the government
Previous cadre system in school personnel administration
Leader image in Chinese traditional culture

Western ideas of leadership with an orientation toward
participation and power sharing

Leadership ideas and conceptions in business area

Educational administration

system (i.e., financial allocation
system, school & principal
evaluation system, administrative
examination & approval sysiem,
principal responsibility system)

Educational policies and
reforms

Social and parents’
expectations

Local environment
Prevalent educational
conceptions
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