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ABSTRACT
Using a mixed method approach, the School Culture Elements Questionnaire

[SCEQ], which was developed and refined in Australia, was administered to 168 teachers
and 3 principals at 3 urban western Canadian high schools that enrolled between 1400
and 1600 students. Quantitative data were analyzed on teachers' and principals'
perceptions of six cultural elements: professional values, emphasis on learning,
collegiality7collaboration, shared pl&g

and transformational leadership. To gain a

deeper understanding of the internal contextual influences on school culture, 16 teachers

and 2 principals were interviewed at two senior high schools.
Several themes emerged from the study. The nature of school culture was not
collaborative due to the all consuming effect of external mandates, limiting structure

within the school, perceptions of time scarcity, and the under valued role of collaboration
and shared planning. Unintentional consequences tended to blur the link between the
certain mandates and improved student learning. In conclusion, it became apparent that
internal cultural elements provide the cultural stability that will empower teacher leaders
to incorporate external mandates in making meaningful decisions about learning.
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CHAPTER ONIS

INTRODUCTION
As schools are being restructured to decentralize educational bureaucracies and
transfer control fiom district offices to individual schools, there has been a shift to

thinking about schools'as communities. With the introduction of school-based
management, principals, teachers, parents and community members have been given
more authority over what happens in schools. This shift to empowering the community

has highlighted the importance of school culture in setting the direction for schools,
thereby creating a new dimension to leadership. Movement away fiom the traditional
hierarchical structures of school has led to the pioneer nature of today's school
Leadership. The internal influences of school culture have become one of the significant
factors leading educational change in schools today.
Although school culture has been closely linked to principal leadership, the underlying
theme of this study rests on the belief that collaborative school cultures go beyond the
concept of leader to a broader sense of leadership that includes all members of the school,
specifically the role of teachers as leaders. Lambert (1998) suggests that ''networks of
relationships" rather than hierarchies of established roles and authorities are essential to
develop sustainable, self-renewing schools. Leadership should not be equated with
"leader" as leadership needs to speak to a group broader that the individual leader.

Lambert redefines leadership as learning together, constructing meaning and knowledge
collectively and collaboratively, a reciprocal learning process. Krug (1992) also shares
this constructivist perspective and suggests that principals should find opportunities in
their everyday activities to meet the unique needs of the teachers and students in their
schools. According to Krug the principal is perceived as the one who strategically

applies knowledge to solve contextually specific problems and to achieve the purposes of
schooling through others.

School Culture Context

Deal and Peterson (1994) depicted school culture as " ahistorically woven tapestry of
values, beliefs, and symbols that support an ethos of always striving to do better " @. 6).
Mitchell and Willower (1992) describe culture as the way of life of an organization and a
reflection of shared values, norms, symbols and traditions. Here, individual and
collective perceptions of the social environment influence the school culture. Together
with the prevailing beliefs, attitudes and values, these perceptions determine the

consequent behaviour of the members of the school community.
Sergiovanni (1994a)expanded on this notion of school community by proclaiming
that schools should not be viewed in the hdamental fiarnes that are associated with
management theory. Schools should be considered communities, not formal
organizations. He described communities "as a collection of individuals who are bonded
together by natural will and who are together bound to a set of shared ideas and ideals"
@. 21 8). Heckman (1993) supported Sergiovami's (1994a) notion of establishing a

distinct identify for educational administration by suggesting that school culture goes
beyond the business of creating ul efficient learning environment; school culture lies in
the commonly held beliefs of teachers, students and principals. Furthermore, Sergiovanni
stated that when communities are socially organized around relationships, the
connections among people are based on commitment. Commitment suggests a social
structure that bonds people together in unique ways and binds them to concepts, images
and values that comprise a shared idea structure. In communities, collegiality comes

from within because of interdependencies, mutual obligations and other emotional and
normative ties among the membership.
Sergiovanni (1992) proclaimed that communities are defmed by their centers.
"Centers are repositories of values, sentiments and beliefs that provide the needed cement
for uniting people in a common cause" @. 43). Therefore, in order to build schools as
communities, teachers need to play an important role in constructing the center of the
shared vision. Community norms encourage collective practice and there is an emphasis
on the professional ideal where teachers are committed to diligent work in the classroom
as well as creating networks within the community.
Defining schools as a community in the fashion outlined by Sergiovanni (1992) tends
to create more natural ties within the school community and with the community at large.
In this process a need for voices to be heard is created. As teachers are working together
to provide quality education in the schools, parents become key resources in helping
better understand individual students. Parents can also reinforce some of the school
strategies by their support at home. Cushrnan (1992) pointed out that it is desirable for a
community to become interdependent. A school community can become more than a
sum of its parts. As natural ties are created between parents, teachers and principals, the
benefits of this interdependence wiIl foster the communication that is needed to make
voices heard.
The interpretation of these natural ties is the important role that "voices" should play

in a functioning community. Cushrnan (1992) identified the principal as coach, where
managing the process is the key focus. She proposed the idea of transformational
leadership (Leithwood, 1992) aimed at creating an environment of learning where

teachers have access to information to make informed decisions. Inherent in this learning
process is the presence of conflict and this is a crucial consideration in terms of

maintaining communication, "voices" within the community. Cushman (1 992) identified
the need to facilitate conflict in a positive way that will further serve the interdependency
and trust in the community.
The role of the principal is also to empower the culture. Cushman (1992) suggested
that the principal is the vision initiator but should guide the thinking in the school,
orienting the map so to speak, rather than charting the course. This notion of orienting the
c o r n u n i t y to the creation of a common vision reinforces the purpose of establishing a
community in the first place. Teachers, parents and students must be encouraged to
become part of the vision making process in a way that is relzvant to their needs. It is a
way of incorporating their voices into the community. Cushman discussed the need for

visions to be based on teacher reflection, revisions and conflict. Once again conflict is
seen as part of the learning process in developing a vision and it must be facilitated in a
positive way. Even the most intense resisters must be incorporated into the process.
Donuhoe (1 993) linked the terms community and culture by suggesting that culture is
organic to community. He defined culture as the values, beliefs and behaviours, rules,
products, signs and symbols that bind us together. He stated that school culture will
facilitate the upward movement of influence through the school community and
suggested that shared influence through a consensus-building process provides at least
the oppormnity to everyone in a school community to influence outcomes. In a shared
influence setting, Donuhoe indicated that teachers develop the coliective ability to do
things on behalf of student learning.

The important role of teachers in school culture is also addressed in the literature on
teacher empowerment. Blase and Blase (1994) revealed that current conceptions of
teacher empowerment cover a wide range of ideas and they conclude that a definition by
Bolin encompasses many of these concepts. They quoted Bolin's definition of
empowerment as "investing in teachers the right to participate in the determination of
school goals and p~liciesand the right to exercise professional judgement about the
content of curriculum and means of instruction'' ( p. 2). The authors proclaimed that true
empowerment extends well beyond participation in decision making; it involves the
elevation of teachers as knowledgeable professionals.
Statement of the ProbIern
Many attempts to improve school culture are based on the assumption that school
improvement will be initiated from within the community. Unfortunately this assumption
is not recognized in the way restructuring initiatives have actually been implemented.
Change has been imposed by outside agencies who are suggesting that they know what
they want schools to be like. And, that there are certain things that can be done to get
schools to improve.

In many cases the government initiated restructuring changes. School boards received
the information and the principals and teachers were expected to adopt the changes.
Whitty, Power and Halpin (1998) outlined that the impetus for the principalship was

towards becoming a manager where business and business values were being introduced.
As a result, fundraising initiatives have been addressed and educational issues remain in
the background. The authors contended that the budgetary concerns that have now
become local responsibilities can consume most of the principal's time.

Principals have reported that they are working more hours than they did five years
ago, managerial responsibilities are reducing their ability to provide instructional
leadership and staff development, and increasing amounts of time are spent seeking

grants from external sources (Portin, Shen, & Williams, 1998). Furthermore, Portin,
Shen and Williams identified several leadership issues that are associated with these
changes. As principals take on more assignments, these responsibilities can be perceived

as layered - one on top of the other. New commitments are added, but the principal has
not been relieved of the other responsibilities and duties that had traditionally been a part
of the job. At the same time, these layered responsibilities often do not come with
corresponding authority.
Another "lived experience" that can be associated with school restructuring and the
devolution of power is the emphasis on creating a vision. The intention of creating a
vision was to help unite the members of a staffto work together in accomplishing a
common goal. A characteristic of transformational leadership is to provide vision and a
sense of mission in an attempt to broaden and elevate the interests of the staff (Bass,

L 990). Fullan (1992) argued that the emphasis on creating a vision can sometimes
narrow the focus of a staff if the principal is committed to a panicdar innovation of
philosophy. Even if the innovation is "apparently successll", he would suggest that
teachers did not achieve the basic changes that will enabie them to actually engage in
reflective process that should accompany change. Therefore, it seems that creating a
vision did not h c t i o n to inspire teachers or unite their values and beliefs in such a way
to h c t i o n as an intrinsic motivator.

According to Leithwood (1994), it is important that staff members are feeling
connected to the restructuring changes to create the momentum needed to drive the
changes. Inherent in the notion of transformational leadership is the assumption that the
means and ends for school restructuring are uncertain. Second-order changes that are
sensitive to aspects of organization building, such as developing a shared vision, need to
be in place to deal with this uncertainty @. 501). Davis (1997) reported that principals

were unable to build a strong base of support among parents, teachers and the
community. He also found that some principals failed to make good decisions because

they lacked a thorough understanding of school issues and problems. Whitty, Power and
Halpin (1998) reported that principals were no longer viewed as partners in the process of
education and that the gap between the principal and the teachers was widening because
of low trust. The role conflict of principal as a manager and principal as an instructional
leader seems to be evident in the principals' feelings of uneasiness. Similarly, some
principals are expressing feelings of alienation and isolation.
Mitchell and Tucker (1992) described the importance of distinguishing between two
distinct cultural settings within a school organization. In unsettled cultures, they
described the setting to be similar to frontier life where life is rough, perceived danger is
everywhere and groups have to band together for mutual support. In settled cultures,
well-established norms and shared betiefs function to guide the membership and give a
sense of community. In most cases, principals are facing the challenge inherent in
frontier life with the goal of creating a settled culture. There seems to be an assumption
that this transformation is a quick, dramatic process and the preoccupation with becoming
a settled culture de-emphasizes the importance of teamwork and comprehensive school

improvements @. 1). Principals reported declining morale and enthusiasm because they
are judged too quickly on their effectiveness (Portin, Shen & Williams, 1998). As a
result, principals were feeling frustrated by the lack of appreciation for the contributions
they were making.
Molinaro and Drake (1998) discussed the notion of "the fragility of the
organization"@. 3) where creating a culture for change functions to re-establish the
organization's mandate and outcomes. Inherent in this notion is the feeling of shared
accountability that includes the principal as part of the group. It seems the "lived
experience" of principals reveals that they are not viewed as part of the team by the staff
members (Whitty, Power & Halpin, 1998), yet they are being held accountable by the
board office (Portin, Shen & Williams, 1998). Furthermore, recognizing that changing
from fiontier life to a settled community is a transformational process that requires
adequate time, needs to affirm the principal's contributions to the process. Similarly
creating a culture of change needs to endorse the new role of the principal. Othenuise,
the principal can actually become disconnected from the culture of the school. The
findings described by Portin, Shen, and Williams (1998) indicated that principals tend to
managerial tasks at the expense of leadership responsibilities that include building
community because the tasks are more explicit. Principals reported a great deal of
k t r a t i o n associated with the "layering" of responsibilities because there does not seem
to be enough time to do everything that is expected.

Fullan (1998) suggested that this lack of time to meet all the expectations inherent in
the new principalship is creating a dependency on package solutions. It seems that
principals are often on the receiving end of extemalIy initiated changes. Rather than

getting involved as learners and crafting their own ways of implementing the change into
the school they choose an instant solution in the interest of time. Unfortunately this kind
of behaviour does not build the collaborative communities that are needed to sustain the
change.
Inherent in the description of school culture is the notion that schools are capable of
improving themselves. Yet, what Fullan (1998) is describing is the impact of
improvements from without. Also, the intentions of transformational leadership do not
seem to fit into the bureaucratic structures that define the role of the principal. Similarly,
the notion of teacher empowerment is not supported in the idkastructure of the school
and additional responsibilities to participate in the decision making process do not seem
to have been accommodated by allocating time for these important collegial and
collaborative relationships to foster.
For teachers and principals, the question is how can internal influences of school
cultures be aligned to deal with the external influences, structural realities and time
constraints associated with school restructuring? Despite an increased interest in school
culture, it is surprising that so little empirical research has actually been conducted on the
topic, especially from the perspective of the internal influences that drive school culture.
Aside fiom the study by Leithwood and Jantzi (1990) investigating the role of the
principal in reforming school culture, I was unable to fmd any Canadian studies that
focused on the role of internal influences in sustaining collaborative school cultures,
particularly at the secondary school level. However, I was able to locate an Australian
study that developed a model of school culture based on internal elements.

Purpose of the Study
This study was initiated as a result of personal experience with leadership
development from a teacher's perspective. Over the last ten years, I have been working

with leadership development programs for high school students. These experiences and

my reading of the literature on the principalship have led me to the conclusion that
leadership development needs to focus on a broader scope than the leader. In a complex,
ever changing society where the direction of change is not always clear, understanding
the mechanisms of collaborative school cultures becomes significant. This study
examined the teachers and principal's perceptions of the internal influences associated

with collaborative school cultures.
The purpose of this study was to determine the role of the internal influences on the
deveIopment and maintenance of collaborative cultures in selected Calgary high schools.
A second purpose was to examine how the evolving role of the principal has translated

into real life experiences and if the notion of a broader collective leadership has found a
place in senior high schools.

Definition of Terms
The School Cultural Elements Questionnaire [SCEQ] was developed in Australia by
Cavanagh & Dellar (1997) to measure the presence of six cultural elements. The
elements were operationally defined @. 5) as follows:

Professional Values concerns the belief of teachers in the importance of the
social institution of education and the need for school growth, which is grounded
on pedagogical principals.

An emphasis on learning produces a learning community in which there is a
commitment to professional growth and improved outcomes for students.

Collegiality empowers teachers to exercise professional judgements through the
development of supportive inter-personal relationships.

Collaboration is interaction between teachers in which information is shared on
school operational matters including the instructional program.

Shared planning is a collective process whereby a common vision of the school
is actualized by logical planning.

Transformational leaders share power and facilitate a school development
process that engages the human potential and commitment of teachers.
Cavanagh and Deilar (1997) reported that the SCEQ had been used as a reliable and
valid quantitative instrument in Australian high schools. The SCEQ solicits the
perceptions of teachers about the values and norms which characterize the culture of the
school. Lambert's (1998) Leadership Capacity School Survey was also considered but
was rejected as it focused more on the behaviourial components of a collaborative school.
The intention of the study was to investigate the internal influences of school culture and

SCEQ was based on a School Improvement Model of School Culture. This model is
based on six cultural elements that were identified in school effectiveness literature as
attributes of schools conducive to improved student learning outcomes (Cavanagh &
Dellar, 1997). The definitions of terms were used as they reflected the key measurable
elements that were described in literature.

Research Questions

In order to determine the role of internal influences in sustaining collaborative school
culture, teachers' and principals' perceptions of the school culture need to be estabiished.
The SCEQ was used to address the following quzstions:

1. What are the teachers' perceptions of their school culture?
2. What is the principal's perception of their school culture?

3. To what extent do principals and teachers have a common perception of their
school's culture?

4. What are the teachers' perceptions of the preferred school culture?
5. To what extent are the teachers' perceptions of the prevailing school culture
consistent with their perceptions of the preferred school culture?

To investigate the role of the internal influences on sustaining collaborative school
cultures more thoroughly3respondents were asked to elaborate on their impressions of the
school culture by answering specific questions designed to investigate the existing gap
between the prevailing culture and the expectations or preferred culture. In addition to
questions emanating firom responses to the six elements, teachers and the principal from
each school were asked the following specific question:

6. To what extent do teachers and principals perceive the principal's behaviour
to influence school culture?

7. What do teachers and principals perceive as the impediments to the
development of a collaborative school culture?

DeIimitations
The study had the following delimitations:

1. The study was delimited to a convenience sample of 168 high school teachers in 3

urban Calgary schools each consisting of more than 1400 students.
2. The study relied on only one assessment instrument, the School Culture Elements

Questionnaire [SCEQ]

3. The survey forms were taken to the school on one occasion and administered as a
s t a f f meeting.

4. Interviews were conducted with 17 teachers and 2 principals at 2 schools.

These were delimitations because they narrowed the scope of the study to the
perceptions of teachers and principals fiom particularly high schools on a particutar day.
Also, the perceptions of the school culture in the qualitative phase of the study were
based on those of the teachers who volunteered to participate in the study. Similarly,the
data colIected using the survey was limited to the theoretical framework within which the
survey was designed.
Limitations.

The study had the following limitations:
1. Only teachers from urban senior high schools were investigated; therefore the results

can only be generalized to this population.

2. The study had the limitations of all survey type research such as clarity of wording
and understanding of terminology.

3. Interview data were limited by the truthfulness of the responses and comfort level of
disclosing information about the characteristics of the school culture.

4. Since the study was delimited to the perceptions of teachers, insights fiom other
stakeholders were not obtained. For example, the student's perceptions of school
culture would have given additionaI insight into the whole school culture.
These limitations are potential weaknesses of the study as the purposive sampling of
teachers and principals at urban high schools decreases the generalizability of the
findings. In addition, there are specific limitations to the quantitative and qualitative
methods used in the study.

Significance of the Study
A study of school culture and the role of internal influences, defined here in terms of

professional values, emphasis on learning, collegiality, collaboration, shared planning
and transformational leaders (Cavanagh & Della-, 1997), is important for several reasons.
First, the shift to thinking about leadership in terms of the processes that make up the
relationships among us (Lambert, 1998) needs to filter into the schools and become
incorporated into the culture. In the past, many restructuring initiatives have failed
because the focus has been backward (Cunningham & Gresso, 1993). Instead of
imposing structural change to create school improvement and effectiveness, Cunningham
and Gresso suggested an emphasis on a culture of excellence that will allow the necessary
supporting structures to evolve.
Second, building confidence in the power of culture (Lane, 1992) needs to be
reinforced in order for teachers and principals to believe in the process. Culture
determines effectiveness because people commit their energy only to what they believe in
and what captures their imagination (Stolp & Smith, 1995). With the number of changes

that have been unsuccessfuliy initiated in the past, teachers must be convinced that their
fbture efforts will result in meaninglid outcomes.
Third, the issue that principals are feeling over-whelmed by their evolving roles needs
to be addressed by recognizing the important and crucial role that collaborative cultures
need to play in sustaining the school system. Vaill(l996) contends that turbulence
associated with the quick pace of change and the chaotic feeling within organizations can
no longer be addressed by a structured approach to managerial leadership. Although his
observations are based in business organizations, the description of this turbulence as
'permanent white water' can be used to describe the state of affairs in education.
Permanent white water creates an environment of continual newness where continual
learning becomes a priority. This notion magnifies the importance of schools as a
community of learners (Barth, 1990) and suggests that the strategies for the principalship
needs to include mechanisms for continual learning.

This report of the study includes a thorough review of the literature in Chapter Two, a
description and justification of the methodology in Chapter Three, with data analysis,
case studies and interpretations of the findings in the final three chapters.

CHAPTER TWO

LITERATURE REVIEW
Over the past decade schooI culture has become recognized as a vehicle for school
improvement. School culture provides an understanding of organizational behaviour;
however, it is a deep phenomenon that is complex, difficult to understand and cannot be
easily manipulated to produce desired outcomes (Schein, 1985). This is notwithstanding
what Stolp and Smith (1995) referred to as a tinkering with the structure and organization
of schools under the assumption that an appropriate structure will produce an effective
work culture.
Sergiovanni (199 1) proclaimed that all schools have cultures, but successful schools
seem to have strong and fimctional cultures aligned with a vision of quality education.
He eIaborated by describing school culture as follows:
Culture serves as a compass setting to steer people in a common direction; it
g
people should accomplish, and how, and it
provokes a set of norms d e f ~ n what
is a source of meaning and significance for teachers, students, administrators, and
others as they work. Strong and functional cultures are domesticated in the sense
that they emerge deliberately - they are nurtured and built by school leadership
and membership. ( p. 108)

This notion that strong and fimctional cultures emerge from within an organization
rather than being molded by structures imposed on the organization highlights the
importance of the shift in thinking about leadership in schools. In this study the term
collaborative school culture will be used to articulate the qualities inferred in
Sergiovanni's (1991) strong and functional description of school culture. In a study on

the role of principals in reforming school culture, Leithwood and Jantzi (1990) also

focused on the development of collaborative school cultures. They defined collaborative
school culture in terms of a shared, technical culture built on norms of collegiality,
collaborative planning and continuous improvement. As in much of the literature on
school culture, their focus was on the role of the principal in reforming school culture.
Leithwood and Jantzi created a causal network depicting 27 variables involved in the
school improvement process. Although they indicated that the most significant path
began with school administration endorsement, where the principal played a key role,
they also identified other mediating variables such as collegial support, staff
cohesiveness, collaborative decision making, staff development and goal clarification as
having a significant influence. These findings support the notion that leadership in
schools is not simply the principal-as-leader.
The focus of the study reported here was to look beyond the principalship into a
broader sense of school leadership and membership as conceptualized by Sergiovanni
(199 1). The notion that everyone should be a leader is promoted by Deal and Peterson

(1999) who stated " it is not only the formal leadership of the principal that sustains and
continuously reshapes culture but the leadership of everyone. Deep, shared leadership
builds strong and cohesive cultures."(p. 87). This study pursued the notion of teachers as
leaders of leaders by examining some of the internal elements that influence collaborative
school cultures.
This chapter traces the evolution of school culture fiom a traditional perspective
where schools were viewed as formal organizations to the collaborative culture expected
to exist in schools which are communities of learners. The salient aspects of school

culture that emerge support the School Improvement Model of School Culture (Cavanagh
& Dellar, 1997), which forms the conceptual basis for this study.

Schools as Learning Communities
In order to assist the shift to thinking about leadership as a broader concept, the

argument for schools being reconceptualized as leaming communities rather than formal
organizations needs to be addressed. The essence of this notion is that there has been a
devolution of power fiom the principal to the members of the school community.
Participatory decision-making empowers teachers to influence the direction of school
initiatives and is a vehicle for teacher input. A focus on teacher learning together with an
emphasis on student learning is the reason for the existence of learning communities

(Cavanagh & Dellar, 1997). Indeed, Tewel(1993) claimed that if school organizations
and practices contribute to the inability of staff members to learn, these must be
transformed.
Barth (1990) depicted schools as a community of learners and used the analogy of "a
'coat rack' on which are hung many supporting components and to which all the other
pieces are fastened" @p. 161-162). This portrays a community of learners as the central
idea connecting student achievement with teachers' and principal's professional growth.
A major responsibility of the adults in a community of learners is to actively engage in

their own learning and make their learning visible. A focus on leaming in these terms
enables principals and teachers to inquire about what is important and gain an
understanding and appreciation of one another' s work. Inquiry helps principals and
teachers create the ties that bond them together as a special group and bind them to a
shared set of ideas (Sergiovanni, 1994a). This social cohesion of a learning community

brings about the commonality of attitudes and norms, which can be described as school
culture.
Lambert, Collay, Dietz, Kent and Erschler Richert (1997) view learning communities

as a collectivity where members recognize their interdependence and view the
community as a whole. A sense of wholeness can focus the community on the collective
purpose of the group and bring about a feeling that life in school has meaning. Although
we seem to have an innate disposition to be part of a community, learning communities
are difficult to create because of the nature of traditional school cultures. These are
dominated by the individual predilections of staff rather than the common needs of ail,
If members of a school culture have not experienced themselves being learners, they will
not be able to create learning for others. By involving more adults in their own Iearning
and the learning of others, the debilitating effect of traditional school (staff) cultures can
be overcome. Lambert et al. identified the need for collaboration and dialogue, listening
and observing, and learning to become collegial. These are all strong influences in
creating collaborative school cultures.
The notion of schools being learning communities does not suggest that influences

from within the community are the only elements that need to be considered in an
examination of school culture. Learning communities exist within society at large and
will be in interaction with other communities and government agencies (Cavanagh &
Dellar, 1998). For instance, mandates or initiatives from the school district or Ministry of
Education are examples of external influences because they did not emerge from within
the culture of the school. These may or may not be congruent with the beliefs, values and
norms of the school culture. Cavanagh and Dellar reinforced this notion with an open

model of school culture that views schools as an open social system with interaction
occurring between internal individuals and groups and also between the school and its
external environment.
Robertson and Briggs (1998) viewed school culture from a change process perspective
and identified participative decision making as the key prerequisite in order for school
culture to develop. Similar to Schein's (1985) declaration that the complex nature of
organization culture cannot be manipulated to suit specific purposes, Robertson and
Briggs (1998) propose that proactive efforts to transform a culture are not always
successll. Collaboration and collegiality will o d y influence school culture if
widespread staff involvement and real staff influence characterize the school decision
making process. Also, they highlighted the importance of creating strategic and

operational changes to support such a culture.

By including the need to consider structural changes in the development of
collaborative schoo1 culture, Robertson and Brigg's (1998) are expanding Barth' s ( 1990)
original focus on improving schools from within. The extent to which strategic and
operational changes can be implemented suggests the importance of blending internal and
externaI influences on school culture. The structural organization is usually imposed on
schools by school districts and can restrain the development of collaborative school
cultures if blending is not permitted. Stoll(1998) also supported this notion of blending
and she emphasized that real school improvement comes from within the school as it is
the commitment of those who implement the change that is essential. Furthermore,
special consideration needs to be given to whether the school culture supports the
changes. Determining readiness for change and capacity for change are complex, yet

essential components for sustainable change. In conclusion, Stoll stressed the importance
of creating networks of learning communities. These networks should not be limited to
subject groups but should reach into the community and across the country using the
technology that is now available.

Traditional Views of School Culture
The many different views of school culture highlight the complexity of the
phenomenon. Some view school culture as the internal workings that help maintain the
sense of a distinct identity and function tc ward off outside influences.
Schools have a culture that is definitely their own. There are, in schools, complex
rituals of personal relationships, a set of folkways, mores, and irrational sanctions,
a moral code based upon them. There are games, which are sublimated wars,
teams, and an elaborate set of ceremonies concerning them. There are traditions,
and traditionalists waging their world-old battle against innovators.
(Waller, 1932, p. 96, in Peterson & Deal, 1999, p. 2)

In addition to estabIishing a distinct identity, school culture can be viewed as a
connecting force that brings meaning to instructional practice. Consequently, culture
serves as an aligning influence in determining the direction of the school.
Culture as a construct helps explain why classrooms and schools exhibit common
and stable patterns across variable conditions. Internally, culture gives meaning
to instructional activity and provides a symbolic bridge between actions and
results. It fuses individual identity with collective destiny. (Meyer & Rowan,

1983, in Deal 1993, p. 7)

Although, the impact of school culture is far-reaching it is the result of simple everyday
interaction between members of the school and many may not even be aware that
membership within the group is having a guiding effect.
Usually anthropologists have thought of culture as a system of ordinary, takenfor-granted meanings and symbols with both implicit content that is, deliberately
and nondeliberately, learned and shared among members of a naturally bounded
social group. (Erickson, 1987, p. 12)
In many respects school culture functions to empower the members of the school with a
sense of personal power and control: this is the way we do things around here. Initiatives
aimed at changing the school are seen as a threat to the established power base that
provides a sense of security for members of the school.
Culture imbues life with meaning and through symbols creates a sense of efficacy
and control. Change creates existential havoc because it introduces

disequilibrium, uncertainty, and makes day-to-day life chaotic and unpredictable.
People understandably feel threatened and out of control when their existential
pillars become shaky or are taken away. (Deal, 1993, p. 8)
Through meanin-

interaction between the individuals of the group a common set of

ideals will emerged to give the group a feeling of togetherness.
Tbe culture of a community results from the interaction between individuals and
groups leading to the deveiapment of common values, beliefs, behaviours, rules,
products, signs and symbols which provide the community with cohesion.
(Donohoe, 7993, p. 303)

Leithwood and Janri (1990) suggested traditional school cultures are based on norms
of autonomy and isolation where school reform is highly unlikely. Inherent in these
definitions is the underlying theme that school culture has primarily been a vehicle for
maintaining stability within the organization. The focus is on waging battle against
innovators, fusing individual identity and collective destiny, creating a naturally bounded
social group and creating a sense of efficacy and control. In this sense, schools resemble
formal organizations with the traditional definition of leadership as the principal.

Alternative Conceptions of School Culture
Bolman and Deal (1991) view culture as both product and process. "As product, it
embodies the accumulated wisdom of those who were members before we came. As
process, it is continually renewed and re-created as new members are taught the old ways
and eventually become teachers themselves" @. 250). Stoll and Fink (1996) elaborated
on this concept by identifying the paradoxical nature of culture. Culture is created by its'
members and it inevitably changes as members change. Yet culture can also be a
stabilizing force because of the long-standing members and norms that remain.
Therefore, the collaborative school culture that characterizes Iearning communities will
allow for growth and improvement without threatening stability. Cavanagh and Dellar

(1998) indicated that the stability of a school's culture results fiom the culture being able

to maintain itself when subject to pressures fiom inside or outside of the school.
Erickson (1987) presumed that culture is not a behavior itself but a set of interpretive
frames for making sense of behavior. He outlined three conceptions of culture. First,
"culture consists of small chunks of knowledge that are stored as a large pool of
information within the bounded social group" @. 13). This suggests that no single

member of the group has learned all of the knowledge that is possessed within the group
as a whole. From a traditional perspective where knowledge is power, this concept of
knowledge reinforces the need to shift the thinking of leadership from one leader to all
the members of the community.
Second, Erickson (1987) proposed that culture is actually a more limited set of Iarge
chunks of knowledge that constitute what is taken as "realityyyby members of a group.
This knowledge represents the "core symbols7'(p. 13) that are seen as being shared
throughout the bounded social group. This concept emphasizes the organization of
patterns, coherence in the meaning system and identical understanding of the symbols
across diverse members of the group. Fullan and Hargreaves (1996) elaborated on the
degree to which the "core symbols" as described by Erickson (1987) are truly shared by
the entire group. They depict school culture in terms of separation, connection and
integration. A culture of integration or fully collaborative culture values both the needs
of the individual and the collective needs of the group. This distinction is consistent

with the Erickson's contention of coherence in meaning and identical understanding of
symbols across diverse members. However, Fullan and Hargreaves (1 996) also reported
cultures of connection that include balkanization, comfortable collaboration and
contrived collegiality. Balkanization, which is common in secondary schools with
departmental structures, features substantial collaboration with teaching sub-groups but
little or no significant collaboration across such groups. Comfortable collaboration is
driven by personal needs for congenial work environments but is not the result of
professional expectations. Contrived collegiality exists where professional interaction is
mandated to facilitate increased collaboration and shared decision-making. In this

situation if the mandate were removed, the norms of the culture would not support such
interaction. Therefore, there is the notion that collaborative cultures need to be
developed and maintained. The cultures of connection as described by Fullan and
Hargreaves may serve to create a fragmented culture
Erickson's (1987)third concept treats social structure and culture as intertwined by
identifying strong patterns of differential sharing of cultural knowledge within the
school. This suggests that culture arises through social conflict. Sergiovanni (2000)
also identifies the possibility for conflict. He indicates that community is both inclusive
and exclusive where differences between others can be exaggerated resulting in
hgmentation, disengagement and conflict. Furthermore, Sergiovanni raises the
question of how the paradoxical problem of creating school communities held together
by common meanings and a shared sense of the common good can be accomplished

within a society that is increasingly multicultural and has a strong history of
individualism @. 68). To gain some insight into this question, Sergiovanni proposed
that communities should be built on norms of caring and collaboration. They should not
be rigid centers that divide and exclude people. Collaborative cultures share common

beliefs in both the individual and the group, but they are not conflict free. Erickson
(1987) also viewed conflict as the fundamental social process, fiom which regularity

arises. He concluded his discussion on culture by pointing out that much of our cultural
knowledge is implicit and consists of over-learned ways of thinking and acting that,
once mastered, are held outside conscious awareness @. 14).
Stolp and Smith (1995) also recognized this implicit, hidden aspect of school culture

in their discussion of Schein's (1985) model of the levels of culture. Schein indicated

that culture penneates an organization at three levels: artifacts and creations, values, and
basic assumptions. Artifacts are the most visible level of culture, as they are represented
by the constructed physical and social environment. Stolp and Smith (1995) suggested
that the initial "feel" of the school emanates from this tangible level of experience.
Values reflect someone's original perceptions, their sense of what "ought" to be, which
defines the basic organizational character of the school. Values are not always explicit,

they are often reflections of an experience. When a new task or problem is introduced
into the organization, values may originally guide how the task is dealt with. If the
solution works and the group has a shared perception of that success, the value gradually
starts to transform into a belief and ultimately an assumption. Underlying assumptions

are not clearly recognizable but continue to shape the behaviour of the organization's
members. Stolp and Smith summarized by stressing that as the deepest level of culture,
the underlying assumptions may include elements of other levels that have become taken
for granted @. 39). The crucial aspect of Schein's (1985) model is the impression that
the three levels are constantly fluctuating. The value and beliefs that guide daily activity

or the elements that define the most visible elements of the school culture may shift but
the stability of the culture will not be threatened.
Stoll and Fink (1996) added to this notion of the dynamic aspect of culture by
highlighting that school culture cannot be examined in isolation. Schools are shaped by
their history, context and the people within them as well as the external political and
economic forces and changes in national or local educational policies @. 83).
Furthermore, they ascertained that school culture and structure are inextricably mixed.
Robertson and Briggs (1998) suggested both decision-making processes and

strategic/operational changes impact the culture of the school. Participatory decision

making is an example of an external mandate that was positively adapted into the school
culture with the necessary strategic/operational changes to significantly influence
individual behaviours and school quality.
Hargreaves (1995) describes a typology of school culture based on social cohesion
and social control, where an ideal school culture would have an optimum amount of both.

The proposed model identifies four types of school culture: traditional with low cohesion
and high control; weifarist with high cohesion and low control; hot-house with high
cohesion and control, and, anomic with low cohesion and low control. Seeking an
optimum amount of both social cohesion and social control is re-working the themes of
social theory in considering how the expressive and instrumental domains can blended to
produce the desirable balance. This remains as a question that needs to be determined
within each school.
Hargreaves (1995) developed a second typology that addressed the dual needs of
schools for stability and change. He proposed five underlying social structures:
1. Political structure refers to the character and formal distribution of power

authority and status.
2. Micropolitical structure is the informal network of individuals and groups who
plot, plan and act together to advance their interests.

3. Maintenance structure refers to the aspects of an organization that must persist
over time: they become taken-for granted routines of social life, which
provide order and continuity for the community.

4. Deveiopment structures are usuaily the enduring bureaucratic systems
designed for maintenance, such as committees and posts of responsibility that
are chosen to initiate change. To cope with this change effectively, an
organization may have to devise different structures or temporary systems for
specific, short-term developmental tasks.

5. Service structure forges the social relations between organization's staff and
clients - in the case of schools, the relations between the teachers, students and
their families, and governing bodies - including rights and duties of each.
( P- 31)

In this typology political and micropolitical structures are at odds about the official
hctioning of the school and unofficial manoeuvering of the staff groupings with
distinctive subgroups. Similarly, maintenance and development structures are often in
tension. This tension is similar to Erickson's (1987) notion that culture arises out of
social conflict and Sergiovanni's (2000) identification of conflict as a consequence of
diversity in community.
Hargreaves (1995) used this typology as a framework for showing how schools have
evolved from traditional to collegial schools cultures. Hargreaves stressed the use of the
term collegial instead collaborative as he contends that collegial schools have a firm
architecture that fosters collaboration. Furthermore, he stated that "'collaboration for its

own sake' without regard to context or purpose makes a dangerous educational
principle" @ -42). In this study, collaborative school culture implied that the term
collaborative is the common vision or context in the school culture. This notion will
become more apparent as the conceptual framework is explained. The typology

outlining the distinguishing features of culture of traditional and collegial school is
highlighted in Table 1.
Table 1.
Typology describing the evolution fkom traditional to collegial school cultures

Traditional School

Collegial School

Political
Structure

feudal-consultative

egalitarian-pmicipative

Micropolitical
Sbructure

fissile-ingratiative

integrative-exclusive

Maintenance
Structure

bureaucratic-positional

delegative-rotational

Development
Structure

individualist-hierarchical

institutional-collaborative

Service
Structure

autocratic-deferential

contractual-accountable
(Hargreaves, 1995, p. 35)

This evolution of school culture also illustrates the need for a shift in thinking about
leadership discussed in this study. At all levels of this typology, there is evidence of a
devolution of power and creation of mechanisms that will empower teachers to become
more central to the functioning of the organization.
Hargreaves (1995) proposed that the political structure that enables collegial school
cultures to evolve is egalitarian and participative. Robertson and Briggs (1998) also
identified participative decision making as a key prerequisite for school culture to
develop. Since the head teacher or principal is appointed and has legal responsibilities
and is accountable for the conduct of the school staff, relationships cannot be hlly

egalitarian. However, Hargreaves (1995) suggested that since power is shared, the
responsibility is shifted to a collective one, more so than in traditional cultures. A
similar shift in power is evident in the argument for schools as learning communities.
The notion that students, teachers and administrators are all Iearners suggests that all
parties have the ability to make a valuable contribution to the school and should be
empowered to do so (Barth, 1990). Furthermore, Sergiovanni (199 1) described a
number of embedded leadership values that build followership rather than turning
workers into subordinates. The notion of followership implies members choose to move

in a direction whereas subordinates are forced. Some of these values include purposing,
shared values and empowerment. They are essential to creating a binding and solemn
agreement that emerges to represent the value system and provides the basis for
decisions and actions in the culture (p. 135). Similarly, Lambert et al. (1997) used the
term "synergism" (p.66) as the collective understanding that can develop when the

community is focussed inwards to a sense of wholeness. This reciprocal process forms
the basis for learning communities and involves a continual 'kave" of conversation
characterized by exploration, inquiry, construction of meaning and action.

In considering the micropolitical structure as integrative and exclusive, Hargreaves
(1995) outlined the importance of consensus building in integrative cultures. This notion

is supported by the need for norms of collegiality, collaboration and continuous learning
proposed by many contemporary authors (e.g.,Cavanagh & Dellar 1997; Hargreaves,
1990; Lambert et al., 1997; Leithwood & Jantzi, 1990; Robertson & Briggs, 1998). The

identification of these internal elements corroborates the integrative function of cultures.
In situations where consensus cannot be reached an exclusive micropolitical structure

will include only those who can agree and others will be excluded. Leithwood and
Jantzi (1 990) identifled the exclusive element in their investigation of collaborative

school cultures. They noted that the staff were given the choice of making a
commitment to the improvement plan or transferring to another school and new staff
were only hired if they supported the improvement plan.
Hargreaves (1995) outlined the maintenance structure as the way in which a collegial
school defines its mission. Policies tend to be whole-school policies and are achieved
through trustfid delegation of responsibilities and non-permanent rotation of duties
among members. Similarly, the development structure is clearer, stronger and more
salient that the maintenance structures where innovative initiatives are not linked to
hierarchical standing. The whole-school or institutional focus is supported by
collaborative relationships through which members work together to implement any
change designed to realize shared goals compatible with the school's mission. This
notion is evident in the dynamic nature of culture that was described by Cavanagh and
Dellar (1997), Schein (1987), Stoll and Fink (1996), and Stolp and Smith (1995). It is
evident that the tension between these two elements of maintenance and development
will lead to the conflict described by Erickson (1987) and Sergiovanni (2000).
Hargreaves (1 995) presented a descriptive typology of school culture but failed to
elaborate on the developmental aspect of culture described by Erickson (1987), Schein
(1985), or Stolp and Smith (1995). Furthermore, aspects of school improvement
described in the dynamic nature of school culture (Cavanagh & Dellar, 1997; Schein,
1985; Stoll & Fink, 1990; Stolp, 1995) need to be addressed.

School Improvement Model of School Culture
Cavanagh (1 997) adopted a learning community orientation in describing school
culture, He defined school culture as follows:
The culture of a learning community is manifested by the sharing of values and
norms amongst teachers resulting in a commonality of purpose and actions
intended to improve the learning of students and teachers. The culture of the

individual school is characterized by the perceived extent of participation in the
interactive social processes, which develop, maintain and transform the culture.
@. 184)

The School Improvement Model of School Culture emerged from this definition and
forms the conceptual basis for this study.
Cavanagh and Dellar (1997) developed the School Improvement Model of School
Culture (see Figure 1) in order to provide a representation of the relationships between
six cultural elements and their contribution to the overall school culture. The six cultural
elements are ( i ) professional values; ( ii ) an emphasis on learning; ( iii) collegiality;
( iv) collaboration; ( v ) shared planning; and, (vi) transformational leadership. Inherent

in these elements are some of the key internal influences of school culture. To conclude
this chapter, the fabric of the discussion in the literature review will be woven into this
particular model of school culture by a thorough examination of each element.

Cavanagh and Dellar (1997) describe the hub of the model as the values and norms of
the individual teachers. They note that these values and norms are the building blocks of
school culture which develop as they are exchanged between colleagues @. 10). The
influential aspect of values and norms in developing school culture are also identified in

the works of Deal and Peterson (1999), Lambert et al. (1997), Schein (1985),
Sergiovanni (1994), and Stolp and Smith (1995).
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Figure 1.
School Improvement Model of School Culture

(Cavanagh & Dellar, 1997, p. 11)

Cavanagh and Dellar (1997) describe the six cultural elements as radiating fiom the hub
of the model. These elements are the vehicles for the deveIopment of school culture and
the improvement of the school. The authors propose that interpersonal interaction

between teachers allows expression of individual needs, beliefs and attitudes. Lambert
et al.'s (1997) notion of school culture as a network of relationships also supports this
model. They state that norms, beliefs and values constitute the way things are done in a
particular school setting. The socialization process through which teachers interact is
determined by the beliefs about one another, the way the staff work together, the

students, the community and the fundamental purpose of the school (p. 5 1).
Furthermore, Cavanagh and Della-(1997) indicate that on going dialogue between
teachers enables needs, beliefs and attitudes to be exchanged, thereby allowing the
common values and norms to emerge as the school's culture @. 11). This aspect of the
model was reflected in the discussion on the dynamic (Stoil& Fink, 1996) and
fluctuating (Schein, 1985; Stolp & Smith 1995) developmental dimension of school
culture. Erickson (1987) identified a similar central element in the identification of core
symbols as the unifying element in school culture.
This aspect of the model also incorporates the typologies of school and sub-school
culture in terms of separation, connection and integration (Fullan & Hargreaves, 1996).
For instance, in a culture where exchanges between teachers are few, the culture of
isolation or separation would emerge. Similarly, if exchanges between teachers were
selective, a culture of connection would result in terms of balkanization, comfortable
colIaboration, or contrived collegidity.
The cultural elements include considerations at every level of the school and they
progress fkom personal considerations to group considerations to organizational and
finally to leadership considerations. For the purpose of this section of the thesis, each
element will be described as a distinct element but in the redity of a school they are all
interrelated. Furthermore, Cavanagh and DelIar (1997) labeled the rim of the model as
the school culture. It is comprised of the six cultural elements and is consequential on

their level of development within the school @. 12). The salient feature of the outer rim
is the hatched line on the outside which denotes the fact that this model is open to the
external influences that are a reality in schooling today.

Professional Values
Professiond values concern the importance of the social institution of education and
the need for school growth to be grounded on pedagogical principles (Cavanagh &
Dellar, 1997). The importance of this element is supported in the literature review
throughout the discussion of schools as communities. Sergiovanni (199413) proclaimed
that adults in a community of learners need to actively engage in their own learning.
Lambert et ai.(1997) indicated that there should be a focus on collective purpose which
will bring meaning to the teachers work. Furthermore, Lambert et al. identified a
potential barrier in creating learning communities that stemmed from the individualistic
orientation of traditional cultures. In order to shift to a more collaborative culture the
focus on professional values will enable teachers to develop common knowledge and
language. Erickson (1987) proposed that chunks of knowledge constitute the reality of a
group and are representative of the shared core values.
Stoll and Fink (1996) suggested that the crucial contributor to pupil learning is
teacher learning. Furthermore, they stated that teachers who are professionally fulfilled,
demonstrate job satisfaction, skills and knowledge, and have a strong feeling of efficacy

around their practice are more likely to motivate students to want to learn @. 152).
Similarly, Barth (1990) argued that the greatest impact on students in terms of skills
development, self-confidence, and classroom behaviour is the personal and professional
growth of their teachers. Professional values as a cultural element in the School
Improvement model stresses the need for the values and beliefs of the school to foster

the importance of teacher learning and professional growth. The value of teacher
learning and professional growth needs to be recognized and facilitated by the members

of the staff, both the teachers and the administrators. Furthermore, the external support
from the board office and the community at large must understand what is meant by ongoing professional growth and how it can fit into the daily activities of the school. This
cultural element stresses the complexity of teaching and highlights the need for on-going
professional development.

Emphasis on Learning
An emphasis on learning produces a learning community in which there is a

commitment to professional growth and improved outcomes for students (Cavanagh &
Dellar, 1998). This element expands the notion of the learning community to link
professional growth of teachers with learning conditions for the students. If teachers
acquire new knowledge and skills they must be provided the opportunity and support to
implement these strategies. Lambert et al. (1997) reinforced this notion in terms of the
interdependent relationships within learning communities where risk taking is equally
supported in teacher and student learning. Developing the school as a learning
organization with the beiief that all students have the potential to learn (Barth, 1990;
Lambert et al., 1997) is a key element in learning communities where the focus is on
lifelong learning for everyone (Barth 1990; Stoll & Fink, 1996). Furthermore, the
emphasis on learning in a learning community would accept conflict as a natural part of
the socialization process (Cushmm, 1992; Erickson, 1987). Diversity in learning
communities could be built on a belief in the vdue of openness where individual and
collective security are respected (Sergiovanni, 2000).
The importance of the emphasis on learning element is based on the need for a
holistic approach to education. If a school values the many facets of learning

communities and means are put in place to achieve such a community, the resulting
behaviours will emanate as a strong school culture.
Collegiality
Collegiality empowers teachers to exercise professional judgements through the
development of supportive inter-personal relationships (Cavanagh & Dellar, 1997). The
need for collegiality in collaborative school culture has been a common theme in the
literature (e.g., Barth, 1990; Hargreaves, 1995; Lambert et al., 1997; Leithwood &

Jantzi, 1990; Robertson & Briggs, 1998). It is important to understand that this
collegiality will only influence school culture if it emerges from the values and beliefs of
the school culture. Robertson and Briggs (1998) also claim that collegiality will only
influence school culture if the decision making process is characterized by widespread
staff involvement and staff influence. Imposed collegiality that originates outside of the
culture will be conceived as contrived and will not significantly influence school culture
(Fullan & Hargreaves, 1996). This understanding of collegiality suggests that
behaviours of collegiality are initiated from within the values and norms of the culture
and not as external mandates.
Reinken (1998) also argues that collegiality is based on the development of a culture
that everyone shares and on the strength of the bonds that hold the group together within
the culture. She refers to the actions and interactions among staff as behaviours of
collegiality that are guided by the culture. For instance, Blase and Blase (1998) list
behaviours like social support, storytelling, aid and assistance, sharing, and joint work as
collegial behaviours. Little (1990) suggests that these forms of coilegiality can actually
be considered on a continuum that ranges fiom weak forms (e.g., social support) that are

more independent in nature to strong forms (e-g., joint work) that are more
interdependent. Despite the varied forms of collegiality, Reinken (1998) discovered that

d1 definitions of coIlegiality suggest relationships that are continuous, face-to-face,
under public scrutiny, and collective in the identification and implementation of
instructional, curricular and management goals and objectives @. 9). In this respect,
collegiality becomes the bond that brings the group together.

Collaboration
Collaboration is the interaction between teachers in which information is shared on
school operational matters including instructional program (Cavanagh & Dellar, 1997).
Collaboration provides school wide consistency in instructional approaches and the
socialization of students. Similar to collegiality, collaboration has also been a common
theme in the discussion of school culture (Barth, 1990; Hargreaves, 1995; Larnbert et al.,
1997; Leithwood & Jantzi, 1990; Robertson & Briggs, 1998). Sergiovanni (1994a) best
described the idea of collaboration inherent in this model. He noted that collaboration
refers to the teacher's consideration of practice as "We" rather than "I". It is distinct

from collegiality in that it refers to being involved in school wide concerns not simply
classroom affairs.
Participatory decision making is an example of collaboration (Robertson & Briggs,
1998) where teachers are interested in getting involved with concerns outside of their
classrooms. Collaboration is one of the solutions to the isolation and individualism that
was present in traditional school cultures. Fullan and Hargreaves (1996) point out that
there is a ceiling effect to how much can be learned if people keep to themselves. Fullan
(1993) stresses that the ability to collaborate is becoming one of the core requisites of

postmodern society. Blase and Blase (1998) add that sustained improvement in
teaching often hinges on the development of teachers-as-learners who collaborate with
one another to study teaching and its effects.

Shared Planning
Shared planning is a school wide construct which assumes teachers have a mutual
understanding of their school's goals and participate in programs to evaluate and
implement these goals (Cavanagh & Dellar, 1997). The shared planning and visioning
are organizational and tied to the requirements for "school improvement plans". This is

an example of how the model has incorporated the reality of external influences. The
authors state that shared planning enables teachers to develop a shared vision for the
school and to collectively plan how this can be accomplished. There is a unity of
purpose and commonality of action. This is facilitated by the planning process being
well organized and based upon rational decision making principles. Active participation
in school-wide decision making requires teachers to understand the procedures by which
the effectiveness of the current program is being assessed and new programs are
planned. Teachers have the knowledge and resulting power to be equal partners in
decisions concerning the future of the school and their work @. 13).
Participatory decision making in terms of teacher empowerment as the key
prerequisite for school culture to develop (Robertson & Briggs, 1998) supports the
importance of the shared planning element in the model. Furthermore, Barth ( 1990)
contended that a community of learners does require a common vision to blend their
efforts. Similarly, Leithwood and Jantzi (1990) identified goal clarification as a key
variable in the casual network of school culture.

Transformational Leadership
Transformational leadership is concerned with the role of the school administration in
supporting teachers and the school program (Cavanagh & Dellar, 1997).

The authors

declare that transformative leadership nurtures and reinforces the culture of the school
community. By focussing on the growth of the school and the teachers, control is
devolved to this community. Responsibility for the operation of the school is not
abrogated by transformational leaders, instead it is shared with teachers so the school
community assumes responsibility for the successes and failures of the school. The
growth of the school occurs through a process of learning in which all members of the
staff are initially exposed to problems facing the school and share the uncertainty about
possible solutions. The immersion of teachers in school issues and problems challenges
their understanding of the school and their own work. This engagement stimulates their
personal and professional capacities which are then brought to bear on a probIem.
Possible solutions are widely discussed leading to the development of consensus on
subsequent action. This process harnesses the energy and expertise of teachers and, by
challenging their existing professional knowledge, facilitates personal growth. The
school culture is strengthened because transformational leadership increases the bonding

and interdependency between teachers @. 13).

Up to this point, a discussion of leadership has intentionally been excluded fkom the
literame review to demonstrate how collaborative school cultures are nurtured and built
by school membership (Sergiovanni, 1991). This was not to suggest that leadership is
not an integral part of school culture but to illustrate that leadership has become broader

than the term describing the tasks of the formal-leader-as-principal. This shift in

thinking about the broader definition of leadership, which includes the teachers of the
school, implies that the principal will be required to be much more versatile and that the
role of the principal is evolving. At this point I would like to present a theoretical
framework for transformational leadership.

Theoretical Framework for Transformational Leadership
Implicit in the new tasks performed by the principal is the notion that the principals'
role is evolving £kom direct instructional leadership. It has become a broader one that
involves orchestrating decision making through teams of teachers, and interacting with a
wider range of people, including community members (Wohlstetter & Briggs, 1994). In
this context, the meaning of the word leadership is no longer a matter of taking action and
getting results. Leithwood (1994) suggested that the focus of instructional leadership
needs to be changed from control to commitment. In order to accommodate such a
change, second-order changes that are sensitive to organization building are necessary,
not simply implementing changes in core technology.
Bass (1990) described this change as the movement from transactional to
transformational leadership. Using 'exchanges' or 'transactions' in the form of rewards
will no Ionger suffice to motivate staff to fdfill their teaching requirements as these

requirements are no longer explicit. Transactional leadership only works when both
leaders and followers understand and agree about the importance of certain tasks to be
performed (Mitchell & Tucker, 1992). Furthermore, Mitchell and Tucker indicated that
the distribution of incentives is the underlying means of control inherent in transactional

leadership. Neither agreement about the tasks that should be performed nor the reward
system necessary to fuel transactional leadership are characteristic of current trends in

educational reform. Therefore, transformational leadership, where leaders broaden and
elevate the interest of the membership as well as generate awareness and acceptance of
the new purpose of the group (Bass, 1990), will better address the demands of any
restructuring efforts (Leithwood, 1994).
Leithwood (1994) suggests that school restructuring is not simply a passing trend. He

argues that transformational leadership can best respond to the challenges presented by
the uncertainty associated with current reforms. Furthermore, transformational
leadership h c t i o n s to address the importance of knowledge and skills training,
identified as a critical element by Wohlstetter and Briggs (1994) in recognizing that
teachers need to be professionalized to take on the instructional leadership role. The
intention of transformational Leadership is to gain overall co-operation and energetic
participation from organizational members (Mitchell & Tucker, 1992). In settings where
goals are unclear or organizational members do not agree about them, effective
leadership requires an approach that transforms the feelings, attitudes and beliefs of the
membership (Leithwood, 1994).
According to Mitchell and Tucker (1 992), transformational leaders are "people
oriented" and their focus is on building relationships and helping staff members develop
goals and strategies to meet the demands of their classrooms. Barth (1990) proclaimed
that this kind of leadership is based on the assumption that schools have the capacity to
improve themselves, if the conditions are right. Bass (1990) identified charisma,
inspiration, intellectual stimulation and individualized considerations as key elements of
transformational leadership that motivate staff members to want to get involved, and stay
involved in the reform process. There is a strong suggestion that creating situations

where staff members are intrinsically motivated to become actively involved with the
change process attains the commilment described by Leithwood (1 994). This goes
beyond the transactional process of rewarding involvement, as outlined by Wohlstetter

and Briggs (1 994), to more powerful intrinsic motivation.
Reitzug and Burello (1995) suggest that outstanding principals focus on helping
teachers become more reflective practitioners.

The assumption behind this practice is

that improving classroom instruction is at the heart of restructuring initiatives. By
making provisions for a supportive environment and engaging in specific behaviours that
will facilitate reflective practice, Reitzug and Burrello are describing an attempt to
accomplish a commitment to improved practice that is intrinsically motivated. Although
supportive environments and facilitating behaviours may encourage staff members to
become more committed to updating classroom practices, they might not be enough to
significantly influence the entire staff. Molinaro and Drake (1998) discovered that
principals identified "pull of the past" as a challenge that can impede the schools progress

in restructuring. For this reason, they suggest that creating a culture of change, valuing
collaboration and sharing leadership are three important interdependent strategies that
seem to be critical in transforming values and bet iefs.
Summary
The School Improvement Model of School Culture (Cavanagh & Dellar, 1997) seems
to indicate that there has been a shift in thinking about leadership. The ever changing
demands on schools and the complexity of education has gone beyond the capacity of a
hierarchical type of leadership where one person can make all the decisions and the
masses will follow. Involving teachers as leaders of leaders and transforming the

principal into a learner as well as a leader will create the depth of leadership required to
meet the current demands in schools. The literature confirms that there are cultural
elements which can influence the culture of a school. However, the significance of the
role of the these element in creating collaborative school cultures needs to be investigated
further, particularly in high schools where norms of isolation and sub-cultures can
become quite common (Fullan & Hargreaves, 1996; Lambert et al., 1997).
The hub of the School Improvement Model of School Culture implies that the values
and beliefs of individuals within the school function to fuel the cultural elements.
Cavanagh and Dellar (1997) propose that teacher and principal perceptions of the specific
actions or behaviours associated with these elements would provide some insight into the
culture of the school. School culture cannot be measured as it is in a state of dynamic
equilibrium. It is responsive to internal pressures and those emanating fiom the formal
organization of the school and the external agencies. However, using the elements
identified in the model it is possible to gain an understanding of some of the dynamics of
the school culture. The model also assumes that the six elements are inter-dependent and
inter-active. Each element contributes to the school culture and is influenced by the
culture and the Eve other elements. Larnbert et al. (1997) suggested that understanding
these values and beliefs is the prerequisite condition for the development of learning
communities. Furthermore, Larnbert (1998) described such communities as places in
which teachers participate in decision making,have a shared sense of purpose, engage in
collaborative work, thereby putting the focus on learning. It is assumed that the intention
of collaborative school cultures is to develop Ieaming communities and therefore staff
perceptions will provide a basis for further inquiry.

The evolving role of the principal must be blended with this shift in thinking to a
broader definition of leadership and teachers need to adopt their new roles as leaders
within the school. To accommodate these changes a transformation from traditional

school culture to more collaborative school culture needs to emerge. Cavanagh and
Dellar (1997) propose that cultural change will be stimulated when teachers express their
own professional and personal needs to colleagues. If this discourse reveals commonality

of needs and results in the establishment of collective values, there is potential for
cultural growth.
School culture is not static and internal conditions will influence whether a culture
grows or declines. It will be evident whether attempts at collegiality are contrived or
genuine, whether participatory decision making is superficial or meaningful, whether
principal leadership actually allows for a devolution of power, and whether professional
development is on-going or fiagrnented. An examination of these issues will indicate
whether schools have become learning communities and collaborative cultures have
emerged. It is within such a context that the study reported here was conceptualized and
conducted.
Chapter Three outlines the mixed methodological approach that was used in the study.
The quantitative and qualitative findings are presented in Chapters Four and Five.
Chapter Four focuses on the common findings and Chapter Five highlights the findings
using a case study approach. Chapter Six discusses the implications of the study.

CHAPTER T m E

RESEARCH METHODOLOGY
School culture is a complex phenomenon that can be examined from a variety of
perspectives. It has been suggested by Cavanagh and Dellar (1997) that research
approaches are categorized as being descriptive, effective and process oriented. The
definition of school culture presented by Cavanagh (1997) combined these three
categories to depict school culture as the sharing of values and norms among teachers
resulting in a commonality of purpose and actions to improve the learning of students.
The perceived extent of participation by teachers in the interactive social process
characterizes the individual character of the school. Deal and Peterson (1999) reinforced
the notion that each school has a distinct culture. In order to incorporate these
complexities in the investigation of the internal influences on developing and maintaining
school culture, a mixed methodological design was followed. This chapter describes and
justifies the methodology used in the study, the population studied, the research
instrument employed, the interview process, and data analysis methods used in the
research,
Research Questions
The study was guided by seven research questions that focus on teachers and
administrators as the most influential contributors to the culture of the school. Lambert et

al. (1997) described school culture as including the entire membership of the school.
Furthermore, Sergiovanni's (1994a) analogy of schools as learning communities rather

than formal organizations outlined the importance of many stakeholders. However, the
feasibility of including sufficient numbers of parents, students, and community members

was beyond the scope of this study. Lambert et al. (1997) described three sections of
school culture and highlighted staff culture as the core of school change. For this reason,
the focus of this study is on the teachers and administrators of the schools where the

study was conducted.
The phenomenon of school culture was anticipated to be a consequence of
commonality in the beliefs, values, attitudes, norms and resultant behaviour within the
staff of a school concerning professional activity. The dimensions of school culture
proposed for investigation in the study included professional values, emphasis on
learning, collegiality, collaboration, shared planning and transformational leadership
(Cavanagh & Dellar, 1997). For the purpose of this study, it was assumed school culture
to be comprised of these elements.
The first four research questions are of a descriptive nature and pertain to the level of
presence of these six elements as perceived by different members of school staff. The
second set of research questions explored the internal contextual influences on school
culture. The influence of school leadership, specific staff groups and organizational
conditions on development of the prevailing culture and its transformation into a future

state consistent with staff expectations. The research questions which guided this study
were:

1. What are the teachers' perceptions of their school culture?
2. What are the principals' perceptions of their school culture?
3. To what extent do principals and teachers share a common perception of their
school's culture?

4. What are the teachers' perceptions of the preferred school culture?

5. To what extent are the teachers' perceptions of the prevailing school culture
consistent with their perceptions of the preferred school culture?

6. To what extent do teachers and principals perceive the principal's behaviour to
influence school culture?

7. What do teachers and principals perceive as the impediments to the development of a
collaborative school culture?

Methodology
A mixed methodological design was used to allow for sequential triangulation.
(Morse, 1991). Greene, Caracelli and Graham (1989) defmed mixed methodological
designs as those that include at least one quantitative method (designed to collect
numbers) and one qualitative method (designed to collect words), where neither type of
method is linked to any particular inquiry paradigm @. 256). This two-phase approach
allowed for a developmental research process to occur, wherein the first method was used
sequentially to help inform the second method thereby extending the breadth of the study.

By definition implementation of the methods is interactive, and the different methods
are used to assess the same or similar phenomena, conceptualized within the same
paradigm (Greene, Caracelli & Graham, 1989, p. 267). This methodological design was
appropriate to the study as the limitations presented by quantitative research were

minimized by using a qualitative approach to thicken the data. Similarly, the quantitative
data served as the basis for inquiry into the complex phenomenon of school culture which
provided the researcher with the sensitivity needed to gain deeper understanding in the
qualitative portion of the study.

Offsetting or counteracting biases through the designed

use of multiple methods strengthened the validity of inquiry results and is an example of

triangulation.
Quantitative phase

To obtain a basic understanding of the unique characteristic of each school culture a
quantitative survey instrument was used. Surveys are most often used to measure the
fkequency of certain attitudes, beliefs and behavioun (Weisberg, Krosnick & Bowen,
1996). Research in school culture has identified many key variables and Babbie (1990)
reports that survey research lends itself to the collection of many variables that can be
quantified. Furthermore, in order to develop an understanding about the distinct nature of
each school's culture it is important to sample a large proportion of the teaching staff.
The administration of a school-wide survey is the most efficient way to make it possible
for a large number of teachers to participate in the study.
Population

The target population for this study would have ideally been all urban senior high
school teachers. Much of the research on school culture has focussed primarily on
elementary schools where staff populations are relatively small. The purpose of this
study was to focus on schools that were in the middle on a continuum of staff population
for senior high schools. The other criterion in selecting schools for the study was a
willingness on behalf of the staff and the principal to devote the time necessary for data
gathering. Therefore the sample consisted of 171 teachers or principals in 3 urban senior
high schools in a large metropolis in western Canada. The schools selected each

enrolled between 1,400 and 1,600 students. Between them, the three schools had a total
of 2 18 teachers. Responses were received from 168. This was a response rate of 77%.
Schools were not identified based on prior any knowledge about the extent to which a

collaborative school culture existed.
Subjects were recruited on a self-selection basis. The schooIs were identified based
on information about the degree to which the teachers and the principal would be willing
to participate. This information was attained in two stages. First, the researcher

identified principals who would be interested by contacting one principal who was
identified by professors at the university. This principal was then asked to suggest other
principals that might be interested in the study. The school population of the schools
associated with each principal was considered and principals whose schools met the size
criterion were then contacted and invited to participate in the study. Four principals were
approached and three agreed to participate, on the condition that their teachers would
similarly agree. Each principal was then given a survey package containing a brief letter
of introduction, a copy of SCEQ and the necessary consent forms (Appendix A), for

further information. Second, the principal polled the teaching staff or consulted with the
school improvement committee to determine whether a significant number of teachers
would be interested and available to participate.
Instrumentation

In order to address the fxst five research questions, the School Cultural Elements
Questionnaire [SCEQ] (Cavanagh & Dellar, 1996) was administered to teachers and the
principal at each school. The SCEQ was developed in Western Australia and refined to
examine six aspects of school culture: professional values, emphasis on learning,
collegiality, collaboration, shared planning and transformational leadership (Cavanagh &
Dellar, 1996). The theoretical framework of these six cultural elements was developed
from the literature on school effectiveness and transformed into six scales, each

containing 7 items. The internal reliability of the scales was assessed by calculating
Cronbach AIpha values. Spearman Correlation Coefficients were calculated to assess
construct validity and independence. For comprehensive validity and reliability
calculations see Appendix B. This questionnaire had not been previously utilized in
Canada therefore these calcutations were repeated for the data collected in the study.
The SCEQ is divided into three parts. The first part includes a teacher demographic
component, the second part seeks data on the teachers' and principals' perceptions of the
'actual' culture in the school, and the third part seeks data on the teachers' and principals'
perceptions of an 'ideal' school culture. The respondents were asked to respond to
statements about school culture on a five-point Likert-type scale to indicate their level of
agreement with each response. Cavanagh and Dellar (1997) report that the utilization of
the SCEQ to profile the culture of a school provides administrators and teachers with
information about their school related to student learning. Over a number of applications,
this instrument has proven to be sufficiently reliable and sensitive to differentiate
between the cultures of different schools.
Cavanagh and Dellar (1997) indicated that in Australian and American studies the
operational definitions and SCEQ data were easily understood by administrators and
classroom practitioners. Furthermore, school culture profiles are produced using a radial
graph which is an effective means of data presentation and is consistent with the notion
of cultural development @. 16).

Pre-Testing the Instrument
Survey researchers (e.g., Babbie, 1990; Fink, 1995; Weisberg et al., 1996) advocate
pre-testing the instrument prior to its delivery. The first part of the questionnaire was

modified to include a more extensive demographics section and the other two parts were
not adjusted for the pilot study. However, layout changes were made to the survey to
increase the readability and clarity.
The pilot study was completed with a sample group consisting of a class of graduate
students who were all taking a collaborative school culture course at the University of

Calgary. The sample consisted of 4 senior high teachers, 1 junior high school teacher, 2
elementary teachers, 1 assistant p ~ c i p dand
, 1 consultant. The group provided
responses to the pilot questions and offered criticism regarding the clarity of the items on
the questionnaire. This feedback was used to make appropriate changes.
Based on the feedback &om the pilot study, the two changes were made. First, the
demographics section was amended to include curriculum leader as a category. This is a
peculiarly Canadian term that had not been included in the Australian and American
versions of the instrument. Second, a typographical error on one question was corrected.
This had been inadvertently made by the researcher in copying the questions £?om the
original.
Two respondents also commented that the negative wording of some of the questions

was not, in their experience, a common practice in assessment. They did not fmd this
practice confusing but were curious about the intention of the negative wording. Upon
consultation with the author of the questionnaire, the purpose of the negative wording of
the question was explained as purposeful. In creating the SCEQ an earlier version
included 64 items on 8 scales. After testing the questionnaire the original SCEQ was
revised to the 42-item questionnaire utilized in this study. The original design of the
questionnaire included negative items to avoid "yey-saying" and encouraged respondents

to consider each question carefblly (R.F. Cavanagh, personal communication, March 15,
2000). The reliability scores for each index would suggest that the negative wording of
the statements had not deterred responses fiom the intention of what is being measured
by the questionnaire. For this reason, the wording for the statements in the second and
third part of the questionnaire were not altered.
Reliability

Fink (1995) describes a reliable survey instrument as one that is relatively free fiom
"measurement error" (p. 46). Homogeneity refers to the extent to which all the items or
questions assess the same skill, characteristic or quality and this type of reliability is
referred to as internal consistency. Cronbach7scoefficient alpha, which is the average of
all the correlations between each item and the total score, is often calculated to determine
the extent of homogeneity. This process, which is best used on tests that include items
that have several possible answers, was applied to each of the six scales in the SCEQ
upon completion of the fmal administration of the questionnaire. In the event of scales
with a reliability coefficient of less than 0.7000 the scale was examined for unreliabIe

items which were removed to improve the scale reliability.

Validity

In order for a questionnaire to be considered valid Weisberg et al. (1996) stressed that
the questions should measure the concepts they were intended to measure. The validity
of a survey can be measured in many ways (Fink, 1995; Weisberg et al., 1996). This
study incorporated construct validity verifications. Construct validity is established to
demonstrate that a survey distinguishes people who do and do not have certain
characteristics (Fink, 1995). Inter-scale correlation ( Spearman) was utiIized to examine

construct validity of the instrument scales. One-way analysis of variance [ANOVA] was
utilized to determine differences between the perceptions of teachers and principals and
also to determine differences between the perceptions of teachers in different subject
areas at the same school. It was determined that statistical significance would be at the

5% level (p.c.05). A more conservative approach would be to utilize the Bonferroni
adjustment. This would involve dividing the alpha level by the number of tests, thus
establishing a statistical significance of p.< .008.The paired t-test was used to determine
if there was a difference between the teachers' perception of the actual school culture and
a preferred school culture.
Administration of the Instrument

The 3 schools involved in the study were asked to make time available during a staff
meeting for the questionnaire to be administered. In all cases the staff of the school was
made aware of the study and understood that they would be participating on a selfselection basis. A memo briefly describing the study (see appendix A) was placed the
staff members' mailbox several days before the administration of the survey.

In each school, the researcher administered the questionnaire at a staff meeting. A
brief introduction of the study preceded the distribution of the questionnaires. To ensure
conf~dentiality,the entire staff received a survey package in an envelope. Teachers chose
to fill out the questionnaire or not and then everyone returned the survey package to the
researcher in the envelope. This way the data would not be traceable to the participants
nor could it be determined who actually filled out the questionnaire and who chose not to.
The requirement of anonymity was handled by asking the participants to simply fill out
the demographic information but not include their own name. The envelopes were not

opened on the premises.
Data Analysis
The first five research questions guided the quantitative analysis of the data. Using
the computer statistical analysis program SPSS the teacher's perception and principals'
perception of their school culture were computed separately as average scores. These
scores were computed simply to give an overall impression of the teachers' perceptions of
each cultural element. The average scores were converted into a response category to
allow the reader to attach some meaning to the numerical score.
Comparison of the data between the principals' perceptions and the teacher's
perceptions was done statistically using aggregated scores for each element. One-way
ANOVA with post-hoc test was used to determine the relationship between teacher's
perceptions and the principals' perception of the six cultural elements as well as the
relationship between the actual and preferred data of teachers.
The aggregated scores of each scale were used to create a radial graph. This radial
graph presented the data in a pictorial fashion that made it easy to identify the gaps. The
data for each school was also presented as a school profile based on the six elements
outlined by the Cavanagh and Dellar (1997) School Improvement Model of School
Culture. Details of teacher and principals' perceptions of the actual and preferred schooI
culture were illustrated on the radial graph. Thus, the radial graph served as a
quantitative measure that would provide insight into the first five research questions.

Qualitative Phase

In order to facilitate a fixrther understanding of the quantitative data obtained from the
SCEQ, a multiple-case study approach was used. Yin (1994) described a case study as a
comprehensive research strategy that
copes with the technically distinctive situation in which there will be many more
variables of interest than data points, and as one result relies on multiple sources
of evidence, with data needing to converge in a triangulating fashion, and as
another result benefits from the prior development of a theoretical proposition to
guide data collection and analysis. Case studies are an approach where a number
of cases are investigated jointly to inquire into a phenomenon. ( p. 13)
The logic underlying the use of multiple-case studies is to either produce similar results
or contrasting results for predictable reasons. This replication logic is based on the
development of a rich theoretical framework. In this study, the theoretical framework
that was used to design the SCEQ is also the basis for the study. In all cases the data
from the SCEQ were used to guide this qualitative phase of the study. Cases were not
chosen for common characteristics, instead they were chosen to help the overall
understanding of the phenomenon. Yin (1994) suggested that one of the most important
sources of case study information is the interview. The fmal stage of this study was a
multiple-case study approach using semi-structured interview questions.

Sample
Following the request to participate, 17 teachers and the principals from two schools
volunteered to be interviewed. One teacher subsequently withdrew for personal reasons.

A total of 16 teachers and 2 principals were included in the second phase of the study.

The memo that was circulated to the entire staff prior to the administration of the survey
highlighted the need for teacher volunteers to participate in this phase of the study.
Teachers were recruited to participate in this phase of the study through a note included
on the final page of the survey. A focused interview (Yin, 1994) was used with each
respondent where a set of questions derived fiom the quantitative data guided the
interview. Each teacher was interviewed at a mutually agreeable time for approximately

45 minutes. For the requirement of anonymity teachers and the principals were asked to
select a pseudonym by which they would be referred.
Interview Schedule
The survey data collected fiom the principal were compared with those collected fiom
the teachers to determine whether the principal and the teachers had a common

perception of their school culture. This analysis was used to generate interview questions
that served as a guide for the qualitative portion of the study. Stainback and Stainback

(1988) proclaimed that interviewing provides the researcher with a means of gaining a
deeper understanding of how the participants interpret a situation or phenomenon than
can be gained through observation alone. Respondents were asked to discuss their
perceptions of the six elements of school cdhlre identified in the questionnaire and to
identify factors that may contribute to the existing gaps between the prevailing culture

and the expectations or preferred cultures. Any other themes that emerged fiom this line
of questioning were pursued. The researcher encouraged the interview to go beyond the
initial six elements of school culture measured in the SCEQ. This data served to enrich

the understanding of the distinct contribution of each element to school culture.
The literature suggested that principals are key players in influencing collaborative

school cultures. Deal and Peterson (1999) argued that ''the principal, the team leader,
must work to keep the vision dive, seek and provide resources, encourage and fuaher
staff development and parent development, 'go the last mile' and constantly model
success and positiveness" (p. 112). By providing symbolic leadership practices, as
described by Deal and Peterson, the principal empowers teachers to become leaders and
thereby creates a self-renewing school. They state that "it is not only the formal
leadership of the principal that sustains and continuously reshapes culture but the
leadership of everyone" @. 87). One of the purposes of the study was to see how the
evolving role of the principal has translated into real life experiences. For this reason, a
specific question was included in the interview portion of the study to determine how the
principal's behaviour influences school culture (see Table 2).
Table 2.
Interview questions on school culture
1.
2.

How does the principal's behaviour i d u e n c e school culture?
What are the impediments to the development of a collaborative school
culture?

1

Cultural stability and the potential for polarization of maintenance and development
incentives in a school (Hargreaves, 1995) stresses the need to look beyond the six cultural
elements measured in the SCEQ. Schools are shaped by their history and the people
within them as well as the political and economic forces that impact upon them from the
external environment (Stoll & Fink, 1996). Culture is created by its' members and
inevitably changes as members change. This dynamic nature of culture was investigated

using an additional open-ended question in the interview process. With the
understanding that unstructured or minimally structured interviewing is generally
considered by qualitative researchers to be the best way to learn about the perceptions of

people (Stainback & Stainback, 1988), a starting question was determined to focus the
discussion. As the interview proceeded relevant questions emerged that functioned to
encourage the participants to "ell their story personally" @. 52). Respondents were
asked to identify any impediments that they perceived interfered with the development of
a collaborative culture in their school (see Table 2).

Construct Validity

In this study, data triangulation was used to increase construct validity. Yin (1994)
described this tactic as the use of multiple sources of evidence in a manner that
encourages convergent lines of inquiry. Data drawn fiom the quantitative phase of this

study were pursued during the qualitative phase of the study. Also, the interview process
was designed to allow for the emergence of themes that were not contained in the survey.
This process broadened the scope of the study beyond the parameters of the scales in the
survey. In many cases the data fiom the interview h c t i o n e d to reinforce the gaps
identified by the questionnaire and outline some of the influential factors in why the gaps
existed. Furthermore, varying perceptions of elements that influence school culture were
described in detail which allowed the researcher to gain a deeper understanding of the
essence of the staffs perceptions of the school culture.

Internal validity
Yin (1 994) stated that internal validity in explanatory studies can be defined as
"defining a causal relationship, whereby certain conditions are shown to lead to other
conditions" @. 33). The strategy that was used in this study during the data analysis

phase followed a pattern-matching logic. Yin, citing Trochirn, 1989, explains pattern
matching as a logic that compares empirically based pattern with a predicted one (or with

several alternative predictions). If the patterns coincide, the results can help a case study
strengthen its internal validity (p. 106).

External reliability
The multiple-case study design of this study addresses the issue of external reliability.
In-depth interviews at two schools that were guided by thorough quantitative data
analysis illustrated the replication logic described by Yin (1994). Each individual case
study consisted of a "whole" study, in which convergent evidence was sought regarding
the facts and conclusions for the case. The conclusions from each case were then
considered to be the information needing replication by other individual cases. The
report for each individual case indicated how and why a particular proposition was
demonstrated before the extent of the replication logic for the multiple-case studies was
considered.

Reliability
Yin (1 994) highlighted the importance of case study protocol to increase reliability.
Particularly in multiple-case studies the field procedures and case study questions should
be clearly outlined to serve as a reminder regarding the information that needs to be
collected. In this study, the use of the data obtained from the SCEQ served to set the
protocol for the study. Careful consideration was given to the level of questions used in

an attempt to be sensitive to the needs of a multiple-case study.

The contents of the tape-recorded interviews were transcribed and a "member check"

(Guba & Lincoln, 1985, p. 3 13) was implemented to allow for participants to confirm the
content of the interview. Participants were asked to check the transcript for content and
make any corrections if they felt the transcript did not articulate what they actually meant

to say. In all cases the participants carefully reviewed the transcripts and made
appropriate changes. These changes were mainly editorial changes where the participant
reworded the answer to increase clarity. No major content changes were made.

Generalization
A thorough review of the literature was used to provide a way of designing the study.

Yin (1 994) stresses that theory development, as part of the design phase, is essential in
case studies. In this case, the Literature review provided the framework for the
quantitative survey instrument as well as for guiding the focus of the qualitative interview
process. Furthennore, the qualitative phase of the study allowed for concepts and themes
to emerge that were not measured in the quantitative phase of the study but were
identified in the literature review. Yin states that theory development allows for case
studies to be generalized to theoretical proportions not populations or universes. In this
study a specific and purposeful sample was drawn from a specific population, yet many
common themes emerged that would be supported by the literature. Also, the complexity
of some of the influential factors on school culture suggested that there are strong
external influences on school culture that also need to be considered.

Conclusion
In summary, the purpose of the combination of methods in this study was to use the
results of the quantitative survey method in the design of the qualitative investigation. It
was hoped that the qualitative data would then reinforce the quantitative findings and

provide a more comprehensive description of the complex phenomenon of school culture.
According to Greene, Caracelli and Graham (1 989) such an approach requires both
methods to be used to examine overlapping phenomena or different aspects of the same

phenomenon. The methods should have a similar paradigmatic fi-amework, be given the
same status, be interactive and be implemented sequentially.

In this chapter, a detailed plan outlining the mixed methodology approach was
presented. The sample consisted of 168 teachers and 3 principals fkom three senior high
schools in a large western Canadian city. Each of the three schools was chosen based on
their interest in the study. The SCEQ was used as the survey instrument that allowed for
six elements of school culture to be quantified. These quantitative data provided a basis

from which to initiate the interview process in the qualitative phase of the study. The
qualitative phase of the study was also guided by the researchers' understanding of the
literature on school culture. A multiple-case study approach was used to allow the
potential for generalizations to theoretical proportions. Chapter Four considers the data
analysis and possibilities of supporting an existing theory. In Chapter Five a case study
approach is utilized to present the specific quantitative and qualitative fmdings at each
school. Chapter Six combines the emerging themes of both chapters and presents the
implications of the study.

CHAPTER 4
DATA ANALYSIS
Introduction
This chapter describes the analysis of data collected in the quantitative and
qualitative phases of the study. It commences with an examination of the reliability and
validity of the quantitative data; the qualitative data are then considered in terms of
trustworthiness. The presentation of the quantitative and qualitative findings are guided
by the research questions. First the common perceptions of teachers and principals in the
two schools investigated are presented. Second, the common themes that emerged with
respect to prevailing and ideal school culture are highlighted. And, last, the common
contextual influences such as school leadership and impediments to cultural development
are summarized.

Quantitative Results
The data were analyzed using the SPSS for Windows computer software. Data

analysis included reliability calculations, inter-scale correlations and One-way analysis of
variance [ANOVA]. The results are presented in tabular form.

Instrument Refinement.
The data were considered within the theoretical fiamework of the study. The seven
items that comprised each of the elements were tested for reliability. Cronbach Alpha
analysis of reliability was utilized to examine the internal reliability of the six scales.
With an n of 168, the sample did not allow for factor analysis because it was too smaI1.
This was the first time this questionnaire had been used in Canada and it was
discovered that the professional values scale and the transformational leadership scales
recorded low reliability scores. To improve the reliability one unreliable item was

removed fiom each scale to increase the scale reliability. The refined scale reliability
coefficients were considerably higher once the low reliability items were removed. (See
Table 3).
Table 3.
Cultural element, original scale reIiability and refined scale reliability
Cultural Element
Professional Values
Emphasis on Learning
Collegiality
Collaboration
Shared Plaming
Transformational Leadership

I

Original
scale reliability
0-6820
0.5567
0,6969
0.7138
0.7999
0.6368

Refined
scale reliability
0.7053
0.5567

0.6969
0.7138

0.7999
0.7742

The emphasis on learning scale reliability could not be increased by removing unreliable
items and therefore the scale was left unadjusted. Unreliable items were not discovered in

any of the other scales. The reliability values for five of the six scales presented in the
table indicated that the items within those scales solicited similar responses fiom each
respondent. This shows that the items with each scale measured similar perceptions of a
common construct.
Furthermore, examining the inter-scale correlations assessed construct validity. The
range of inter-scale correlation coefficients is presented in Table 4.

Table 4.
Range of inter-scale correlation coefficients
Scale
Professional Values
Emphasis on Learning
Collegiality
Collaboration
I Shared Plannine
Transformational Leadership
* Significant at 0.000
-

-- - - -

- - - ---- - -

1

Range of Internal Scale
CorreIation
( Spearman, p = 0.000 )
0.374" - 0.595"
0.320" - 0.448"
0.403* - 0.536*
0.492" - 0.656*
0.320* - 0.656"
0.43 1* - 0.545*

I

The range of inter-scale correlation coefficients presented in Table 4 indicates that the
data fiom the six scales were interdependent to varying degrees. The result suggested
that the six cultural elements being measured were interrelated and collectively could
comprise a high order of construct. The theoretical framework that provided the basis for
the SCEQ assumed that school culture was influenced by specific elements and these
elements would be interactive. The results of inter-scale correlation supported this
proposition.
Qualitative Results
Trustworthiness

For qualitative research to be trustworthy, it is essential that considerations are given
to procedures that foster credibility, transferability, dependability and confirmability.
Guba and Lincoln (1985) articulate the issue of trustworthiness as foI1ows:
The basic issue in relation to trustworthiness is simple. How can an inquirer
persuade his or her audiences (including self) that the findings of an inquiry are

worth paying attention to, worth taking account of? What arguments can be
mounted, what criteria invoked, what questions asked, that would be persuasive
on this issue. @. 209)

In order to persuade myself that the research was worth paying attention to I considered

the credibility, transferability, dependability and confiability of the procedures used in
designing the study. The design of the study focussed of each aspect of trustworthiness.
Credibility

The mixed methodology allowed for triangulation where two methods were used to
assess a school culture. The results of these methods corroborated one another to
enhance the validity of the findings. More explicitly, the developmental research
approach allowed the data from the quantitative phase of the study help inform the
qualitative portion. This process fhctioned to ensure that the data collected in the
interviews were credible.
Also, "member checks" (Guba and Lincoin, 1985) addressed the issue of credibility.
Participants were asked to check the transcripts of the interview to confirm them for
content prior to any analysis.
Transferability

The data was systematically analyzed to allow for themes to emerge from the data.
The literature was used to support the interpretation of the data and to allow for the

identification of gaps to guide the interview process. Through on going discussion with
the one of the authors of the survey and the faculty advisor, the researcher became
sensitized to what was meaningful, which facilitated deeper understanding of the
respondents perceptions. These techniques and procedure were built into the study to
enhance the potential for generalization and representation.

Dependability and Confirmability
The mixed methodological approach also served to address the dependability issue, in
the sense of the developmental nature of the study. The reliability of the quantitative
method was carried over into the qualitative study as an "overlapping method" (Guba &
Lincoln, 1985, p. 3 17). Furthermore7the transcripts of the tape-recorded interviews and

the survey results served as raw data that would ensure the dependability and
confmability of the study.

Data Analysis
Research Question 1: What are the teachers' perceptions of their school's culture?
Aggregated scores were computed using SPSS to determine the mean aggregated
score for each cultural element. These scores were used for further comparisons between
groups. To get an overall impression of the teachers' perceptions of their school culture
the average mean score for each element was calculated and presented in Table 5. In
each case the average mean scores for the specific school were included with the
understanding that each school may have a distinct culture. The numerical data were
converted into a response category using the class interval limits. The "real limits" of the
class interval are described as the midpoints of the interval (Kiess, 1996, p. 43).
Therefore data above 3.5 were interpreted as "positive" and above 2.5 and below 3.5 as
"uncertain".

Table 5.
Teachers' perception of school culture
Cultural Element
Professional Values
Emphasis on Learning
Collegiality
Collaboration
Shared Planning
Transfonnationai
leadership

School 1 School 2 School 3
Mean
Mean
Mean
Score
Score
Score
3 -8
3 -8
3 -6
4.5
3 -8

3.2
3 -3
3 -9

4.2

3 -6
3-2
3.3
3-9

Total

Standard
Deviation

Converted
Responses

.57
.38
-57

2-8

3 -7
4-4
3 -7
3-2
3-2

3 -7

3.8

Positive
Positive
Positive
Uncertain
Uncertain
Positive

4.4
3 -6
3.1

-64
-68

-66

The converted responses presented in Table 5 indicate that the overall teachers'
perceptions of four of the cultural elements were positive although the average actual
scores do vary. Teachers' perceptions of shared planning and collaboration are uncertain.
Further analysis using ANOVA was applied to determine whether the differences of
teachers' perceptions between schools was significant and these findings are presented in
Table 6. Significant differences at the p.<0.05 significance level were reported for the
emphasis on learning eIement and the shared planning eIement. Teachers' perceptions of
professional values, collegiality, collaboration and transformational leadership were
similar between schools. Further analysis using the LSD post-hoc test indicated that the
differences in perception in the emphasis for learning element were only significant
between school 1 and school 2. Shared planning differences were only significant
between school 3 and the other two schools.

Table 6.
ANOVA of teachers' perceptions between schools

Professional Values
Between Groups
Within Groups
Total
Emphasis on Learning
Between Groups
Within Groups
Total
Collegiality
Between Groups
Within Groups
Total
Collaboration
Between Groups
Within Groups
Total
Shared Planning
Between Groups
Within Groups
Total
Transformational
Leadership
Between Groups
Within Groups
Total
* Significant at the p.c.05

Sum of
Squares

dP *

Mean
Square

F

Significance

56.985
263 1.758
2688.744

2
163
165

28 -493
16,146

1.765

-174

79.28 1
1063.194
1142.475

2
159
161

3 9 -640
6.687

5.928

.003*

51.209
2228.63 1
2279.840

2
160
162

25.605
13.929

1.838

-162

21 -001
3264.252
3285.253

2
163
165

10.50 1
20.026

,524

.593

43 1SO3
3256.985
3688.488

2
161
163

215.751
20.230

10.665

-000"

30.525
3474.723
3505-248
level

2
15.263
.716
163
21.317
165
** df differ due to missing data.

.490

Qualitative findings from the interview data supported these findings and highlighted the
dynamics that were associated with each particular element. The common teacher
perceptions of each of the cultural elements are summarized in the paragraphs with
specific passages to illustrate the point.

Professional Values
Professional values concern the importance of the social institution of education and

the need for school growth, which is grounded on pedagogical principles. The data f?om

the interviews revealed that professional values were seen as important and something
that people welcome if it is something that is directly related to their teaching in the
classroom. Two teachers at each of the high schools describe the attitudes towards
professional values are follows:
Healthy attitude about professionalism and teachers as learners. The value
is placed on things that will make you a better teacher.
In order to work at that high level with a sustained kind of effort you have
to be continually professionally developing. Even if it's just keeping up
with the current trends in education. So teachers would like to see PD
geared more towards their day to day functioning in the classroom.

It became very apparent that teachers were interested in professional development that

was subject specific. In many cases it was responding to the mandate to incorporate
technology into their classroom. They found that gathering all the whole staff together to
have a common professional development session did not meet their needs. A teacher
from each of the high schools made the following statements:
There is a feeling that some of the structured PD is not the "right kind" of
PD because our needs are so diverse. Departments like to do their own
thing, which is more practical and useful.
Individual needs are not being met with PD because they are too general.
Although the structured professional development activities were the focus of much of
the discussion with respect to professional values, many teachers responded to the on-

going informal professional activities that illustrated the high value for professional
values. Teachers &om the two high schools made the following remarks:
Professional development is viewed highly by staff. Staff take teaching
seriously. They are reflective in nature and realize that we now know
more about learning and the brain. Professional development is on going
it is more than a one shot deal, people are modeling it in their classrooms.

The best PD is conversations with other staff members, an informal
process. We are always changing and incorporating new things. It is fun
to exchange ideas with others. It doesn't have to be something major to be
valuable.
Overall the perception of professional values was positive which confirms the average
score obtained from the quantitative data. Although teachers m a y not find the current
professional development activities to be extremely useful there is an importance placed
on the need for school growth, which is grounded in pedagogical principles.

Emphasis on Learning
An emphasis on learning produces a learning community in which there is a
commitment to professional growth and improved student outcomes. Many teachers
agreed that there is a strong value pIaced on the school as a learning community. In
general teachers view themselves as Iearners and strive to make their students lifelong
learners. Teachers from each of the two high schools viewed lifelong learning as
follows:
Everybody takes what they are doing in the classroom and makes it into
something the kids will draw on later in life.

You Iearn something new every day whether it's in classroom
management or whether it's what works and doesn't work when you are
teaching a certain concept.
Most teachers also reported that although teacher learning is valued it is very much

in response to the new cumculum mandates and within the specific department that they
teach. Particularly, the mandate for all departments to incorporate technology has forced
teachers to become learners. Although teachers see the value of technology, many feel
that incorporating it into every curriculum area is not appropriate. Some teachers feel

that the importance of technology is over-emphasized and interferes with the natural
workings of a learning community.
Teachers from one of the schools made the following observations:
The emphasis in education has turned to this concept of technology. It has
become too computer oriented and is taking the contact out of teaching.
Relationships between teacher and student are the most important aspect
of the learning process.
Teachers certainly see themselves as lifelong learners but it is quite
isolated to their department. It is not realistic to have a larger focus with
all the things that are going on.
The impact of the technology mandate is trying to change the focus of
education when in certain areas it just isn't practical.
The overall value of an emphasis on learning is very positive and teachers are
committed to the on going learning process and improving student learning. This would
confirm the "positive" rating associated with the emphasis on learning in the quantitative
data. The impact of technology has also become apparent and seems to be influencing
the nature on learning in schools but it is aligned with teachers' commitment to being a

good teacher providing quality learning for students.

Collegiality
Collegiality empowers teachers to exercise professional judgements through the
development of supportive inter-personal relationships. This operational definition was
introduced in the interview process and teachers indicated that they valued collegiality
although it was difficult to develop supportive inter-personal relationships because there
is not enough time and opportunity. However, because it is valued they tend to make time
so it becomes a fragmented process. Teachers from the two high schools described
collegiality as follows:

There is not a lot of time to get together. We taJk about things in passing.
We grab moments.
There are never enough opportunities for collegiality but people do find
time. Collegiality is highly valued and staff members are supportive of
one another.
Sporadic and informal. We exchange ideas in passing. In a formal setting
just as sporadic. So it becomes very hgmented.
The other common observation among the teachers that were interviewed was the
teachers who had a more traditional approach to teaching tended to also view collegiality
differently. Exercising professional judgement for teachers with a more traditional
approach to teaching did not include implementing innovative teaching strategies. Two
teachers fiom each of the high schools made the following comments:

.

People are talking about teaching but they are not taking the same
language. Some are traditional in their approach. There is talking within
the department but not necessarily about going the same direction.
You can always isolate yourself and you gain power by that. You've tried
and you just don't agree with the direction things are taking so you can say
I don't have to worry about your rules. So there is that sort of
empowerment. It's not the best kind.
Although the nature of collegiality seems to differ, teachers value the need for
interaction which confirms the "positive" rating obtained from the quantitative data.
Factors such as time and opportunity surfaced as barriers that impede collegiality.
Collaboration
Collaboration is interaction between teachers in which information is shared on school
operational matters including the instructional program. This operational definition was
presented to the participants. In all cases teachers responded that they felt teacher input
and having their voice heard was important. On the other hand, some teachers felt that

mandating collaboration was not appropriate. Some teachers felt that whole school

collaboration was not realistic because the process is too time consuming and the results
were not always meaningful. Yet some felt that it had to be done. For the most part the
processes for collaboration were committees. One school also viewed staff meetings as a
means for collaboration. Impressions on collaboration for teachers at each of the two
high schools were as follows:

Mandated collaboration has created some resistance - especially in the
light of the importance placed on maintaining high diploma exam marks.
It is unrealistic you can't have it all
Collaboration is difficult because there is no real connection. We are on
the same team but each person is just playing their own position.
The value of committee work is not there because there is always
resistance to serving on them. The time it takes to do this process is
overwhelming. Is the value of the decision worth the time?
Need committees to enable teachers to have input but do not feel
everybody needs to be involved in every step of the process to have a
voice.
Time consuming and hard work but we have just go to do it. Educators
get excited when they feel they can make a difference.
More people don't want to get involved because of time so they let the
keen ones do it all.
Can't force collaboration so you need to orchestrate collaboration in away
that enables people to get involved. Be realistic.
The perceptions on collaboration seem to be mixed. Some teachers feel that they are
valuable and necessary whereas others feel that given the time constraints it is impossible
to collaborate effectively on school-wide issues. The ckncertain" rating obtained from
the quantitative data supports these findings.

Shared Planning
Shared planning is a collective process whereby a common vision of the school is
actualized by logical planning. This operational defmition was used to promote the
discussion on shared planning. Teachers tended to agree that it is necessary to have
expectations clearly written. There was also agreement that the staff input was valuable.
Yet, it seems the collective process becomes too tedious and time-consuming and
teachers feel that the plan that is produced has little impact on the day to day teaching and
learning in the school. Teachers for the two high schools make the following comments:
Creating a school improvement plan is a too time consuming and staff feel
that they would not be able to meet all the gods anyway. Not a usem
document and a time consuming process.
The end product can be too wishy washy, not definite enough.

I know they have tried to get as much input as possible for the school
improvement plan from all the curriculum leaders. But I don't know if it
fits or flows together. When it is done like that it is sort of piecemeal.

The other concern with shared planning is that a common vision may never be
possible because people will always b

~ their
g interpretation to the plan. Furthermore,

there doesn't seem to be an emphasis on following the plan. It just seems to be
something that needs to get done.
Expectations are clearly written but they are net enforced. Staff recognize
this as a problem.
People interpret rules differently and it is not because they are purposely
trying to break the rules but the bottom line is when you shut the door, it's
just you and the kids. Teachers work is trying to meet the objectives of
the school and each subject area understands them fkom their point of
view. There is a genuine effort on the part of teachers to focus on the
objectives but there is not a real emphasis.
Some shared planning is done to get it done. It does not make much
difference on day to day activities.

Shared planning has been associated with creating a School Improvement Plan, where
this is mandated. Generally speaking staff have not found this process to be particularly
valuable because there does not seem to be a direct relation to their daily work and is the
plan itself open to interpretation. These fmdings concur with the "uncertain" rating that
was obtained from the quantitative data-

Transformational Leadership
Transformational leaders share power and facilitate a school development process that
engages the human potential and commitment of teachers. This operational defmition

was used in the interview process to discuss transformational leadership. Teachers have
mixed views on transformational leadership. Some feel that transformational leadership
cannot really work even though the principal may want to share the power. There are
certain parameters and directives fiom the board of education that limit the how far
teacher leadership can go.
It is not realistic to give control to the staff and the committees to make
the decisions. Things tend to go a certain direction in spite of people's
efforts to make them go a different direction.
Others feel that the principal needs to empower teachers to take on leadership roles
because the scope of the principals' responsibilities has become so vast. Setting up a
network of teacher leaders in the school is a good way to meet new challenges in
education because teachers' input is extremely valuable. At the same time, teachers
realize that their voice is not always required for all decisions. Teachers fiom each of the

two high schools made the following comments about transformational leadership.
The principal is still the 'go to' person and makes important decisions and
is the person responsible for those decisions but the models that have been

enacted are such that teachers can feel comfortable with giving input and
knowing that they are going to be heard.
Collaborative leadership is good but I think there are times where we
should not pretend that it is the best way to do it. There are times when
somebody has to take the responsibility to make the decision. Don't
pretend that we are part of the decision making process when we are not.
The overall impression of transformational leadership is positive because teachers feel
strongIy about having an avenue for making their voices heard. They may not all agree
that their voice is important in all decisions but transformational leadership necessitates
developing teacher leadership in the school which is viewed positively by teachers. This
view of transformational leadership is confirmed by the "positive" rating obtained from
the quantitative data.

Research Question 2: What are the principals' perception of their school culture?
Aggregated scores were also computed using SPSS to determine the principals'
perception of the school culture. These scores were used for further comparisons
between groups. To get an overall impression of the principals' perceptions of school
culture the average mean score was computed. These scores as well as the converted
response categories are presented in Table 7.
Table 7.
Principals' perception of school culture in all three schools
Cultural EIement
Professional Vaiues
Emphasis on Learning
Collegiality
Collaboration
Shared PIanning
Transformational leadership

Mean Actual
Scores
4.5
4.7
4. I.

3 -3
3 -4
4.6

Converted Response
Positive
Positive
Positive
Uncertain
Uncertain
Positive

The converted responses presented in Table 7 indicate that the principals' perception of
professional values, emphasis on learning, collegiality and transformational leadership is
positive. Their perception of collaboration and shared planning are uncertain.
Qualitative data from the interview process support and highlight some of the details
related to these fmds. A summary of the common principaIsYperceptions of each of the
elements are described in the paragraphs below. Thoughts from each principal are also
provided as an example.
Professional Values

Both principals agreed that professional values were highly regarded by most of the
staff. They also agreed that the professional development activities were not successful
in promoting school growth. The principals' comments on professional values were as
follows:
Staff may not feel they have enough time but there is a fairly high value
around growth and professional development. PD activities are not
leaving a lasting impression. We are working on aligning them through
the School Improvement Plan and the Teacher Professional Growth Plans.
There is a core of teacher leaders that are working with the latest in the
research. And some of our teachers are in the mode of teacher directed
learning.
In terms of bringing the whole school forward PD activities did not have a
Iot of impact.
On the whole the principals' perceptions of professional values is quite positive even
though they do not feel that the appropriate professional development activities are in
place. The quantitative data indicates that the principals' perception of the professional
values element is also "positive".

Emphasis on Learning
The principals are motivated to create a learning community in their schools. They
perceived that people feel that lifelong learning is important and try to support innovation

as much as possible. Teacher learning is a focus. They have made the following
comments with regard to the emphasis on learning.
Learning time was devoted to accomplishing the growth plans.
Lifelong learning is important. This school is a learning organization.
There are some very committed people that want to develop a community
of learners. And so we have the potential to move forward.
As a principal I try to support innovation so I encourage anybody who
wants to try something new.
This high regard for the importance of having an emphasis on learning is similar to the
high scores obtained fiom the quantitative data indicating that the rating is "positive".

Collegiality
Both principals placed a high.value on collegiality. Empowerment was seen as the
key to creating an effective school and the principals both felt there was a need to provide
means that would improve collegiality. Their thoughts on collegiality are as follows:
Learning groups were initiated to help staff work together more. School
Improvement planning creates more opportunity for dialogue.
One of my purposes is to slowly develop a culture where people take some
risks and talk about innovative ways of doing things.
The fmdings fiom the quantitative data also indicate a ccpositive"rating for
collegiality.

Collaboration

Without a doubt both principals value the idea that the teachers need to be involved in
the process of school operational matters but there is not agreement on what form
collaboration should take. The following two statements highlight this belief.
As an admin. team we are stressing, let the dissenting voices be heard.
You've got to listen to those people; they also have something to say.
People are being heard; they're being listened to and we value their
opinions.
Ownenhip comes from being involved in the process with the level of
intensity that you can make your full commitment.
One principal feels that structured models need to be put into place to provide a means
for collaboration whereas the other feels a more informal process is more suitable
considering the demands that are already being made on teachers. In both cases, the
principals have indicated that the time required for collaboration is a concern.
We have used a small school unit sized planning group previously. You
have goals as a group and you work towards them and then you measure
them at the end. And that directs where you are going for the next year.
There is a major shift when you take this model to a whole school system
and there are barriers. Time: meeting time and reflective time.
Collaboration needs to be informal as well as through committees. People
are burning out all over the system. If there is a committee for everything
then people have to go to the meetings; piles of meetings that are not
making much difference.
The difference in what collaboration should look like presents a picture of indecision,

which influences the perceived value of collaboration. This is reinforced by the
quantitative data that indicated the principals' perception of collaboration rated
"uncertain".

Shared Planning

Both principals indicated that shared planning helps align the school and can assist
teachers in meeting the challenges they now face in the classroom. It has the potential to
bring about ownership and show teachers how they can contribute. Principals' comments
on shared planning are as follows:
Teachers can no longer work in isolation. They will get burnt out. Just
look at the diversity of student needs. And parents are much more
involved in education now. So I think it has to be spread out through the
school so everybody says, I'm not in this done. We're in this together.
Let's try to develop a culture that is a learning culture, where we can help
each other.
Aligning the department and school improvement plan will bring more
ownership.
This positive view of the principals' perceptions of shared planning is not similar to
the quantitative fmdings. The 7 items that were included in the shared planning scale of

the SCEQ focused more on a unity of purpose and commonality of action. Also the
importance of being equal partners in decisions concerning the future of the school was
emphasized. The findings based on that aspect of shared planning revealed that
principals were uncertain. The reason this is different fkom the qualitative findings may

was on the School Improvement
be that the principals main focus during the i n t e ~ e w
process. This is a h c t i o n of the time of year that the study was conducted.
Transformational Leadership

Both principals have a distinct understanding of what they feel transformational
leadership should look like. The views of each principal are as follows:
Transformational leadership rests with the principal. There are enough
key people in the building that could make it happen. I'm not sure how
long it takes but I think it is possible to achieve if the principal truly
believes that that is the direction that the school should go.

The principal has the best view of the school because I hearing fiom
parents, I'm hearing from teachers, I'm hearing fiom the community. So
I'm kind of the orchestra leader trying to get the pulse of the school.
Trying to move ahead with what Alberta Learning is doing and making
sure that our teachers don't burn out. So you have to make sure you
separate some of the 'busy work". If a school has too many committees
then the principal is disempowered to make any decisions.
Principal's job is the leadership role. A vision that I work constantly
around and so that is shared with many staff here. Many staff are aligned
with it. Some don't believe that all of the things around collaboration are
important. Some prefer to be told how to do things. And some will never
change their feelings about that.
Very demanding because people don't see how another might be impacted
or affected by the decision. You need to involve all the stakeholders; it's
not just an educators decision because other stakeholders have a vested
interest.

Regardless of the different philosophies that each principal brings thcy both regard
transformational leadership as a positive cultural element that influences school culture.
These perceptions are similar to the quantitative finding of a "positive" rating.

Research Question 3: To what extent do principals and teachers share a common
perception of their school's culture?

Using the aggregated means for each cultural element one-way ANOVA analysis of
variance was used to discriminate between the different perceptions of school culture.
The F ratio and significance levels presented in Table 5 for the data fiom each of the six
scales indicates statistically significant differences for two of the six elements across the
three schools surveyed. Table 8 presents the differences in school cultural elements
across the entire sample of senior high schools comparing teachers' perceptions to the
principals' perceptions.

Table 8.
ANOVA of school cultural elements across all three schools between teachers' and
principals'perceptions.

Professional Values
Between Groups
Within Groups
Total
Emphasis on Learning
Between Groups
Within Groups
Total
Collegiality
Between Groups
Within Groups
Total
Collaboration
Between Groups
Within Groups
Total

Sum of
Squares

dfy*

Mean
Square

F

100.254
25 14.576
26 14.83 1

t
158
159

100 -254
15,915

6.299

13-522
1050.837
1064.3 59

1
154
155

13,522
6.824

1.982

30.567
2 159.790
2 190.3 57

1
155
156

30.567
13-934

2.194

1.926
3 180.268
3182.194

I
158
159

1.926
20.128

-096

1
157
158

11,399
22.668

-503

83.068

4.046

Shared Planning
11.399
Between Groups
3558.840
Within Groups
3570.239
Total
Transformational
Leadership
83 -068
Between Groups
3243.874
Within Groups
3326.942
Total
* Significant at the p . c -05 level
** df differ due to missing data

1
158
159

Significance

20.53 1

Table 8 indicates that two of the six cultural elements are statistically different at the 5 %
level but not at the more conservative p.<.008. The data show that principals and teachers
differ on their perceptions of the professional values and transformational leadership but
they have similar perceptions of the other 4 cultural elements: emphasis on learning,
collegiality, collaboration and shared planning.

The qualitative data serve to highlight some of the similar views as welt as provide an
explanation for the differences. The common similarities and differences of teachers7

and principals perceptions are highlighted by cultural element in the paragraphs that
follow.

ProfessionaI Values
Principals were more optimistic in their perception of professional values and perhaps
teachers were more realistic about what they need to have happen in terms of professional
development. Also, principals may feel that they are closer to meeting teachers needs
than the teachers do. These differences are reflected in the following comments made by
the principal and teacher at one school.
Principal:
Professional development is driven by needs surveys and teachers are
given a full choice.
Teacher:
It is a waste of time to have the entire staff working on the vision
statement especially when preparation for courses also needs to be done.
Also, teachers are reporting that their biggest concern for professional development is
that it is not meeting their immediate needs and should be more geared towards the
classroom learning. Principals highlighted time as the biggest concern and indicated that
some teachers were working with the latest research at more of a pedagogical level.
These differences are highlighted by the following statements made by teachers and
principals:
An action research perspective is taken and the literature is investigated to
get an accurate sense.
Some of the stuff that gets written up in journals may not fit into a 70minute period with students who don't want to co-operate.

These differences are supported by the statistically significant difference that was
calculated using the ANOVA (Table 8). Although, teachers and principals both viewed
professional values as positive, the teachers perceptions were not as positive as they do
not feel their PD activities are a good use of their limited time.

Emphasis on Learning
Principals and teacher agreed on the notion of the school as a learning community and
both parties realize that learning is on going and iifelong learning is valued. Principals
are recognizing that there are committed teachers who are taking their own learning
seriously and that teachers are concerned about improved outcomes for students. These
similarities are supported by the quantitative findings presented in Table 8 as there was
no statistically significant difference between principals and teachers' perception on
emphasis on learning scale.
Yet, teachers identified the mandate to incorporate technology as a serious concern that
was interfering with learning in some cases and the principals did not report this as an
impediment. Also teachers reported that learning was limited to their particular area and
in many cases guided by the new curriculum mandates. Principals gave the impression

that leaming was driven by being innovative without any mention of the magnitude of
such a task in the light of working with new curriculum mandates simultaneously.
Furthermore, there are parameters within which innovations need to fall. This sometimes
limits what teachers can actually do. Teachers made the following observations about
learning communities and principals did not report anything.
Technology is taking using a direction that we are spending so much time
learning the technology that sometimes the curriculum suffers.

I believe that what we are trying to do here is to produce kids by the end
of grade 12 that can think and utilize knowledge. Teachers are feeling the
pressure of trying to get through the material that they have to cover in
order for the kid to be prepared to write an exam at the end of the year. So
the initial values are actually being lost in the process of education at the
practical end,
Critical thinking and facing consequences are not always accepted by
staff. Sometimes we need to think outside the box, which means moving
out of the classroom.
The qualitative data support the statistical findings of the quantitative data but also
suggest that there are some differences between teachers' and principals' perceptions of
the emphasis on learning within the school culture.

Collegiality
Both teachers and the principal value collegiality and recognize time is a real
constraint to enabling teachers to interact on a professional level. For the principals
providing avenues that will facilitate collegiality is of primary importance. This is also
valued by teachers and they appreciate efforts that are made to bring them together.
Principals also recognized that there are staff differences with respect to collegiality and
that simply bringing staff together more often would not result in valuable professional

dialogue. Teachers articulated the same concern about the attitude towards the different
approaches to teaching between colleagues. The following comments were made by a
principal and teachers at both schools.
Principal:
I think there is a red gap between some of our leaders and the others.
Teachers:
Some people are disillusioned. There are pockets of people who are trying
to make changes and they support one another. There is some on going
dialogue amongst teachers but sometimes there is not much support from
department members.

There is this professionalism artificiality where you are so concerned with
being professional that you are not allowed to criticize somebody for fear
that it will be viewed as 'unprofessional'. As a professional you are
supposed to be able to take criticism. There is this 'code of silence' that
creates a real problem.
The quantitative findings supported that teachers' and principals' have a similar
perception of collegiality within the school culture.

Collaboration
Both teachers and principals have similar perceptions of collaboration within the
school culture. They agree that teachers need to have a voice and that the principal needs
to have input from the staff to make informed decisions. Also, both teachers and
principals agree that the collaboration process as it has been mandated is tedious and time
consuming. There is much uncertainty as to how such a process could be made
manageable and valuable. Principals and teachers made the following remarks that
outlined their thoughts about the process.
Principals:
Current collaboration efforts are very superficial - damage control - there
is no authentic trust in what is happening.
Committees are respected because they can bring things to the whole staff
as colleagues.
Teachers:
Avenues to facilitate collaboration involve good communication. So the
process is putting ideas out there to teachers and asking will this work?
Teachers may have some suggestions and the option is there for the
teachers to say it works or it doesn't work.
Committees are a good vehicle because people with a vested interest are
on them. Committees are valued and they are important and you don't
have the right to complain if you had your input into that committee.
You need to allow people to vent and accept differences rather than trying
to push them in a certain direction. We need time to get together
informally and talk about things.

The qualitative data enrich the statistical similarity determined by the survey data.
Teachers and principals both had doubts about the mechanics of collaboration and the
qualitative data provided some valuable insights into these concerns.
Shared Planning

The qualitative data indicated that principals and teachers differed in their perceptions
of shared planning within the school culture. Principals felt it was a worthwhile process
that would give teachers a school-wide focus. Inherent in this belief was the notion that
teachers needed this school-wide focus. Teachers suggested that the shared planning in
the form of creating a School Improvement Plan did not meet their daily needs as they
were more guided by their departmental challenges and personal professional goals.
Furthermore, school-wide concerns are not addressed simply by creating a School
Improvement Plan. Principals were aware that staff have goals outside the school-wide
gods, yet they still indicated that having a School Improvement Plan was important.
Teachers and principals reported their views on shared planning in the following way:
Principals:
Embedded in the school improvement plan is the idea that you could also
have other goals. Because certainly we make it very clear in our school
improvement plan statements that these are not the only things that we are
working on in the school. Individuals and groups are working on other
things in addition. These are the ones we have picked for the whole
school focus but it doesn't negate the tremendous work that people are
doing in other ways.
So what I did when I came is I put out a questionnaire to all the students,
staff and parents and said tell me about the school. What do you think?
What are some areas that need improvement? What do we have to do?
That's what I am doing this year, taking the feedback and starting to work
on things. And the same theme kept coming up. So I took that and
worked within the framework of the system and the directions of the
system.

Teachers:
Concerns for improvement haven't changed much. A person retiring was
actually hearing the same concerns the year he retired as the year he
started teaching.
The other thing is that people are motivated to be involved if they feel they
can make a difference. And if they feel that anything that they say cannot
be acted on or will not be acted on, it makes it tough for them to
contribute.
These differences are not supported by the quantitative data. The items on the survey
investigated the details of school-wide planning in a general sense whereas the focus of

the interview for both the teachers and the principal was on creating a school
improvement plan. This is partially due to the time of year that the study was conducted

as school improvement planning is generally something that is considered at the end of
the school year. Principals and teachers seem to have very distinct perceptions of the
School Improvement Planning process. Yet, when presented with aspects of shared
planning that are taken £?om the literature both groups are uncertain whether they actually
apply to the school culture.

Transformational Leadership
Teachers and principals differed in their perceptions of transformational leadership.
They both agreed that teacher leaders are necessary but there is some misunderstanding
about what teacher leadership entails. Furthermore, teachers are finding that they don't

have as much influence as they think they should. For many this makes teacher
leadership seem less meanin-.

Teachers made the following remarks with respect to

the influence of transformational leadership on the school culture.
Teachers' voice has not become more vocal but parents are more the
critical component to all movement. If you want to change something you
have to get them on side.

The principal is now the key person that makes the decisions. So the
principal gets advice from the people but the bottom line is if the principal
is okay with a certain direction then it happens.

In addition the role of the principal in transformational leadership is not understood
the same way by st&. There are some teachers that feel the principal should be directing

the school and others who vaIue sharing in the leadership role. Teachers and principals

are both aware of these different perspectives on school leadership. The following are
the observations of principals and teachers fiom both schools.
Teachers:
Some people want a strong leader and some people like it this way. There
are those who need more structure; they need someone who tells them
what to do. As long as the principal has confidence in me being able to do
my job, that works for me.
We would like to hear the principals ideas' and opinions rather than seeing
how she is fitting them into what teachers aie saying.
Principals:
Some people have come from an environment where it was very top
down, so they are uncomfortable with this kind of leadership.

Many staff I would say are aligned with it, there are those people who
don't believe that dl of the things around collaboration are important; they
prefer to be told how to do things, what to do; that's something that some
people would perhaps never change their feeling about.
These differences would be supported by the statistically significant difference that
was determined by the quantitative findings (see Table 8).

Research Question 4: What are teachers' perceptions of a preferred school culture?
Aggregated scores were computed using SPSS to determine the mean aggregated
score for each cultural element. These scores were used for further comparisons between
groups. To get an overall impression of the teachers' impressions of their preferred
school culture the average mean score for each element was calculated and presented in

Table 9. The numerical data was converted into a response category with above 3.5
being interpreted as "positive" and above 2.5 and below 3.5 as "uncertain".
Table 9.
Teachers' perception of a preferred school culture in all schools
Cultural Element
Professional Values
Emphasis on Learning
Collegiality
Collaboration
Shared Planning
Transformational leadership

Average Actual
Scores
4.5
4.6
4.5
4.4
4.2
4.5

Standard
Deviation

Converted
Response
Positive
Positive
Positive
Positive
Positive
Positive

-46

-43
-38
.44
.48
-44

The converted responses presented in Table 9 indicate that the overall teachers'
perceptions of a preferred school culture are positive on dl six elements although the
scores do vary.

Research Question 5: To what extent are the teachers' perceptions o f the prevailing
school culture consistent with their perceptions of the preferred school culture?
Using the aggregated scores for each element a paired t-test was used to compare the
teachers' perceptions of the actual school culture with their preferred school culture. The
t-statistics and significance presented in Table 10 for all six elements indicate that there is
a statistically significant difference across all three schools.
Table 10.
Comparison of teachers' perception of actual and preferred school culture
Cultural Element

t-statistic

dF

Professional Values
Emphasis on Learning
Collegiality
Collaboration
Shared Planning
Transformational lezdership

-14.205
-8.569
-16.563
-21.377
- 17.997
-11.347

163
164
159
164
161
163

* df differ due to missing data

Significance
(2-tailed)
-000
-000

-000
.OOO
-000
.OOO

Table 10 indicates that all six cultural elements are statisticaIly different- Therefore, the
data shows that teachers differ on their perceptions of the actual school culture and a
preferred school culture. These differences were investigated further in the qualitative

'

phase of the study.
The qualitative data supported these findings and teachers made specific
recommendations that they felt would be more ideal for each cultural element. The
common teachers' perceptions of an ideal school culture are summarized using specific
excerpts as examples.

Professional Values
Teachers indicated that a more desirable culture for professional vdues would include
fewer whole school activities. The prevailing belief in an ideal culture would be that
teachers' could design their own professional development through their departments.
Activities would be more focused on practical activities that meet the individual teachers'
needs rather than attempting to meet the needs of the entire school. Informal activities
would be accepted as valuable professional development and there would be some
flexibility about when professional development could happen. These thoughts are
illustrated by the following comments from the teachers.
More time would be allotted to being in the classroom and observing
different people teach.
There would be more flexibility in the type of professional development a
teacher wanted to pursue. For example, financial support for university
courses.
The focus would be on the classroom and observing the process of how
students get to a certain finished project.

We would sit around with subject specific challenges and figure out how
to teach a certain aspect of the course because there are so many new

courses this year. We would put together a few exercises that we can give
the kids to give them more independence in their learning.
Emphasis on Learning

In an ideal culture the common teacher perception was that learning would be more
about teaching the student as opposed to teaching the curriculum. From this perspective
the school would be viewed as a learning community and there would be an attempt

made to remove the curricular barriers. Also time may be considered in a different way
where all learning would not happen in the classroom with the teacher. The focus would
be on building strong relationships between teachers and students to promote student
responsibility in learning. Teachers described an ideal emphasis on learning culture as
follows:

In an ideal culture the emphasis would be on teaching the students not just
your curriculum.
People would be mingling to get a better perspective of the whole school.
Overlap between departments is good because students themselves go
from class to class. It would enrich people's understanding because some
teachers are only comfortable in their own area.

In an ideal school we wouldn't have such a large mass of people to work
with. I would like to see where you are working with the same students
for a couple of years so you could develop relationships with students and
also with colleagues.

In an ideal school there would be a big staff room that would draw people
together to set aside at least a half an hour a day to share.
Look at education out of the box. Flex time, demand times, seminar
times. Whole days where students are working in the library. Not always
this bell to bell stuff.
Collegiality
In an ideal school culture collegiality would be an extension of teacher learning.
Teachers would build strong inter-personal relationships through social activities. These

relationships would foster professional relationships and there would be a concept of
team whereby teachers would empower one another to try new things. Teachers views
on a ideal school culture with respect to collegiality were as follows;
There would be a common meeting place where teachers would get
together on a regular basis. Social activities would be emphasized.
Teachers would be willing to take risks and that feel that they are not
going to be slammed if it fails.
There would be a mentorship program were you had an opportunity to
vent and get support if you needed it.

Collaboration

In an ideal school culture the process of collaboration would be viewed more as an
informal process where the emphasis was on the whole process of schooling rather than
simply delivering curriculum. Teachers would see the importance of working together on
school-wide issues because they feel that are respected as valued contributors to the
school. Teachers made the following comments with regard to collaboration:
There would be more opportunity to interact informally. We would get to
know each other personally and we would support each other personally
as well as professionally.
We would come together as a team rather than worry about our own little
space.
People would be motivated to be involved because they feel that they can
make a difference.
Shared Planning
Teachers did not really have a common perception of what shared planning would
look like in an ideal school culture. The common perception was that the school
improvement plans did not seem to influence what happened on a day to day basis and
there didn't seem to be a need to make them fit. Teachers seem to be guided by their own

personal goals and trying to line them all up into one common vision seems to be an
unrealistic expectation. Also, people reported that having a common vision was not
enough, more specific guidelines were needed to suggest how people could enforce the
plan. Teachers implied that shared planning should be different by making the following
remarks:

We need more than just a vision. We need some hard and fast things that
everyone will toe the line on.

The school improvement plan is just a document. As teachers I think we
guide ourselves. I think to be the best you can be. And to see the kids
soar. I think that's what guides you.
Transformational leadership
Teachers' perceptions of what transformational leadership would be like in an ideal
schooi culture emphasizes that teacher leadership would become very important.
However, the principal would still be responsible for setting and enforcing high standards
in terms of attendance and discipline policies. Leadership networks would be set up
using the curriculum Leaders to link teachers to the overall school leadership process.
The teachers articulated these thoughts in the following ways:
Strong and pleasant department heads would give the immediate
leadership. A less hierarchical leadership within the subject areas would
give everyone the sense that they have a role. So each person becomes
important.
A better promotional system would be in place where the best teachers
aren't taken out of the classroom inta administration. A better way of
recognizing excellent teachers. For example, curriculum leaders should be
observing in classrooms not doing "busywork" and teaching a full load.

The role would be a learning leader to mentor teachers and be more
involved with professional leadership, not simply handling the
administrative part.

In an ideal school there would be clearly articulated expectations about
attendance to make more people responsible to doing things that need to
get done in order to achieve better attendance; where everybody
understands, and the principal makes everybody understand this is what
the building is a11 about,
Research Question # 6: How does the principal's behaviour influence school

culture?
Although the principals approaches to leadership were observably different at each of
the schools, teachers identified some common behaviours that they felt influenced school

culture regardless of which school they were from. For instance, supporting a good
learning environment by either ensuring staff and student learning or being a positive role
model for professional learning were outlined as influential by teachers at both schools.
A positive learning environment needs to be safe for teachers and students and there

should be a presumption that learning for everyone is expected.
The principal's computer knowledge is very impressive which h c t i o n s to
make her a good role model. She is concerned about learning by
providing opportunities for staff and caring about students. This is a
positive influence on everybody who works at the school.

The principal improved the culture by tightening up some of the rules
around the building. Too casual is not supportive of a good Learning
environment. She was reinforcing in a friendly but firm way. There was
more of an administrative presence in the parking lot. Consequences.
Suspensions. Parents coming in and talking about issues. More formal
consequences.
The other behaviourial influence that teachers at both schools reported was being
supportive and visible in the school. In both schools teachers noticed that the principals
showed support for the students by attending the extra-curricular events and showing an
interest in them personally. Yet, teachers felt where the parents were concerned the

principals were too supportive at the expense of the teachers in some cases. These
concerns were articulated as follows;
At the beck and call of parents and consequently questions what teachers
are doing rather than trusting their professional judgement.

Responds to what parents want. Strong community input is taking over
and they are setting the standards and the principal is buying it. It should
be the other way around. The school should do the educational leadership
and the parents are encouraged to participate.
Teachers also reported that being positive, having an open door policy, being able to
make decisions, and rewarding teachers for their efforts had an influence on school
culture.. If these behaviours were missing the influence was negative.
Research Question #7: What are the impediments to the development of
coIIaborative school culture?

Teachers and principals suggested many impediments that block the development of a
collaborative culture in high schools. In reviewing the nature of these impediments five
categories emerged. The nature of the impediments was either related to ( i ) the
structural set up of the school system, ( ii ) external pressures &om the community, the
board or the government,( iii ) school culture differences, ( iv) global issues, and (v ) the
concept of time.
Structure of schools

It was recognized that the large size of high schools and in some cases large class
sizes impeded a collaborative school culture because it was diff~cultto build meaningll
relationships between teachers and between teachers and students. In both cases the
schools did not have a common meeting place for teachers to interact. Also the physical
layout and grouping of teachers is arranged by curriculum areas which is more conducive

to isolation than collaboration. Furthermore, the nature of the schooling process involves
a great deal of 'administrivia' which seems to take precedence over some of the

educational issues.

External Pressures
Teachers and principals acknowledged the impact of new mandates on school culture.

In some cases these new mandates forced people to collaborate but often adequate time
and needed resources were not in place which made the process a frustrating one.
Accountability in terms of performance on the diploma exams were also seen as an
impediment to a collaborative school culture as they put too much pressure on teachers to
ensure that students do well on the tests. This kind of pressure does not support the
workings of a learning community and was viewed as a controlling mechanism rather

than fostering a commitment to learning. Furthermore, teachers felt that the influence of
the parents added a dimension to the decision making process that devalued their role in
the collaborative process.
School culture differences

The value of collaboration was not a common cultural belief. For many teachers the
value of collaboration was not apparent. It was seen as a mandated policy that had little
meaning to them personally. Many teachers reported a lack of c o ~ e c t i o nbetween the
whole staff and feIt that colIaboration was unrealistic. Furthennore, it was identified that
teachers are not open to professional dialogue that involves giving and taking criticism.
This barrier many teachers felt would only ever allow for superficial interaction between
staff members. Lastly, teachers and principals observed that some teachers are not open
to change and with a traditional view of teaching collaboration is not necessary. For

some the principal should make the school wide decisions and teachers should deliver the
cumculum to the students.

Global and Societal Issues

The diverse needs of students in schools has increased the challenges that teachers
face on a day to day basis. This diversification ends up causing teachers to withdraw
from the discussion on school-wide issues to focus on meeting these immediate
challenges. Incorporating students who are drawn to Canadian schools because of a more
global economy adds to the adaptations that will need to be made to facilitate learning.
Also, the lifestyle of many students has become quite demanding and school is not
always the number one priority.

Concept of Time
Attitudes towards time became apparent in each of the categories and were reported
by all teachers and the principals to be the biggest impediment. A close examination of

the different meanings attached to time as an impediment to collaborative school culture
suggested that it is a deep-rooted cultural concern.
The structure of the school day requires that teachers teach at certain times each day.
So although the instructional day finishes mid-afternoon teachers did not see after school

as an appropriate time for collaborative meetings. External pressures from the board and
government agency require teachers to teach and supervise a certain amount of time each
day. Many teachers felt that these time demands did not allow for additional
collaboration time. As a result teachers revealed that they are feeling pressed for time
and the cornrnon cultural belief has become that time should always be spent
productively since there is so much to do. Collaboration was seen as time consuming and

many teachers and a principal commented that it was not an efficient use of time. What

many teachers and principals were describing is the notion that it is always borrowed
time from something else that people felt they should be doing. This stems from a
societai view of time. Time has become so precious that it is often scheduled and defined
( e-g., down time, class time, family time, and quality time). In a society where time is

viewed as a precious commodity that is in constant demand, creating a collaborative
school culture needs to overcome the many barriers associated with people's perception
of time.
Summary
In summary, the findings fiom the quantitative data analyses were presented with the

qualitative findings to enrich the understanding of each of the seven research questions.
This mixed methodological approach served to reinforce the quantitative findings and
provide a more in-depth description of the complex phenomenon of school culture. The
methods were used to examine the six cultural elements outlined in the theoretical

framework. In most cases, the quantitative findings were supported by the qualitative
data. In cases where the quantitative and qualitative findings did not concur, the
qualitative findings still functioned to increase the understanding of the differences and
thereby overcome the limits of the quantitative instrument. In these instances, it became
evident that the cultural element had a practical side that had not been addressed in the
literature base from which the items for the survey were taken. Furthermore, these
discrepancies between qualitative and quantitative findings exemplified the complexity of

the cultural element and reinforced the purpose of the mixed methodological approach of
the study.

In addition specific questions in the qualitative phase provided the means for other
themes that influence school culture to emerge. These additional questions broadened the
scope of the investigation to include relevant details that may not have been covered in
the survey. Specifically, data on how the principal's behaviours influenced school
culture and impediments to school culture were drawn into the discussion.
Chapter Five considers the elements of school culture in the specific context of the
school. A case study approach is used to illustrate how teachers' and principal's
perceptions of school culture can create a distinct culture. Chapter Six discusses all the
findings and presents the implications of the study.

CHAPTER FIVE
CASE STUDIES
Introduction

In this chapter, the specific quantitative and qualitative fmdings are presented for
each of the schooIs that participated in the second phase of the study. Each case
study includes background of the school, demographic information, school culture
profile, school leadership, impediments and conclusions related to that specific
school. In order to preserve anonymity and confidentiality, pseudonyms are used for
each school. Further, the gender of each principal is reported as 'Yemale" whether or
not that was the case.

Case Study One
Background
Primrose Senior High School is located in a Iarge in the metropolitan city in
western Canada. In 2000 the school population was 1,575 students who were spread
over 3 years of secondary schooling. The staff of 83 was organized by curriculum
teaching areas. The staff turnover is 15-20 % including retirements, teacher transfers
and, partially hiring due to increasing enrolment. The students are fiom varied

backgrounds ,mostly middle to upper class, and their level of academic achievement

is above average.
Demographic Data
Of the 83 staff members, 65 teachers (including 12 curriculum leaders), 1
assistant principal and the principal participated in the quantitative phase of the
study. Surveys were administered at a staff meeting in early May and staff were

given time to complete the surveys at the meeting. The return rate for the surveys

using this method of administration was 78 %.

Table 11.
Demographic description of responding teachers (n=65)

A. Gender
Female
MaIe

Frequency
35
30

Percent
53.8
46.2

Frequency

Percent

3
5

4.6

B. Age
Age Range
m years)
(Younger than 24
25-29
30-34
35-39

3
10

7.7
4.6
15.4

40-44

9

13.8

45-49
Older than 50

19
16

29.2
24.6

C. Teaching Experience in Present School
Range (in years)
0 to 4 years
5 to 9
10 to 14
15 to 19
Over 20

Frequency
35

7
5

Percent
5-3.8
24.2
1 0.6
7.7

2

3.1

16

D. Total Teaching Experience
r

h g e (in years)
0 to 9
10 to 19
Over 20

Frequency
18
21
26

Pegcent
27.7
3 2.3

40.0

E. Total Number of Schools
Range
(in number)
1 school
2 to 4 schools
More than 5 schools

Frequency

Percent

10

15-4
55.4
29.2

36
19

Of the respondents, 53.5 % were female, and 46.2 % were male. More than 50 %
of the staff were older than forty five years of age (of which 24.2 % were older than

fifty years of age) whereas only 4.6 % were younger than twenty four years of age.
Over half of the staff surveyed had 0-4 years of teaching experience at Primrose SHS
and only 3.1 % had been at the school for more than twenty years. Years of total
teaching experience increased steadily and 40 % of the teachers had over twenty
years of teaching experience. More than 55% of those surveyed had taught at two to

four other schools and 29.2 % had taught at more than five schools, whereas only
15.4 % had just taught at one school.

In summary,the demographic information indicated that the staff that were
surveyed were older with experiences in many other schools as well as many years
of teaching experience-

SchooI Culture Profile
Quantitative data gathered fiom the SCEQ revealed that teachers' perceptions of
four of the six cultural elements were positive. Teachers at Primrose SHS viewed
professional values, an emphasis on learning, collegiality and transformational
leadership as positive elements of school culture. For shared planning and
collaboration the rating was "uncertain". These findings are presented in Table 12.

Table 12.
Teachers' perceptions of school culture
Cultural Element
Professional Values
Emphasis on Learning
Collegiality
Collaboration
Shared Planning
Transformational leadership

Mean
Score
3 -8
4.5
3.8
3 -2
3.3
3.9

Standard
Deviation
.59
-46

.63
-63

I

-64

.62

Converted
Responses
Positive
Positive
Positive
Uncertain
Uncertain
Positive

Qualitative data from the interviews highlighted the dynamics that were associated
with each particular element. Teachers' perceptions of each of the cultural elements
are summarized with references to specific statements made by teachers at the

school. Ten teachers and the principal participated in the qualitative phase of the
study.

Professional Values
Many staff reported that they felt there was a high value placed on professional
values and that teachers' were intrinsically motivated to keep maintaining an on
going dialogue, However, there was a common feeling that the structured
professional development activities were not meeting peoples' professional needs.
In some cases teachers felt that professional development activities were too general.
Teachers made the following comments about the influence of professional values
on school culture.
Viewed highly by staff. Staff take teaching very seriously. They are
reflective in nature and realize that we know more about learning and the
brain.
Structured PD is not that good so teachers do it themselves. Teachers are
proactive. Now it is seem to be move top driven. PeopIe are mainly selfmotivated,

Some teachers' found that the professional values were influenced by the new
mandates and that there was inadequate time for the activities to be valuable. The
content of professional activities that were termed as more 'esoteric' were
appreciated by some teachers but many felt that the time would be better spent on
more practical activities that were directly related to the classroom.
You reach a point where you just say, no, I know this would help me as a
person; it would help me as a teacher, but I don't have the time.
The philosophical stuffhas been beaten to death; department oriented days;
visits etc. are much more worthwhile.

PD becomes closely linked with keeping up to the curriculum mandates. It
becomes a survival thing.
In summary the teachers at Primrose SHS responded to professional values on
two levels, In one sense, some teachers' valued the importance of staying current
with the new trends in education perhaps at more of an 'esoteric' level. In another
sense, many indicated that professional values had been reduced to keeping up with
new mandates and strongly supported more practical activities that they could apply
directly to the classroom.
Emphasis on Learning
The findings from the survey indicated that the teachers at Primrose SHS had a
high positive rating for the emphasis on learning element. This was reinforced by

the following comments made by a guidance counsellor and a fust year teacher.
Everybody is very, very conscientious. They have a big thirst for
knowledge. The majority of the people I deal with in this school are
always up to date. They take courses. They read. They share ideas with
one another.
As a fnst year teacher there is a huge learning curve. Most important
learning for teachers is the general rapport with the students.

Time has been scheduled into the school day to allow learning leaders to meet
with learning groups and many teachers remarked that these activities influenced

the emphasis of learning at the school. The emphasis was on learning that was
directed towards specific classroom needs. Also, there was a distinction made
between learning and changing. The following statements are a reflection of
teachers' perceptions of the emphasis on learning.
Learning groups had a positive impact on staff but they needed to be
changed to a more departmental focus because the cross curricular stuff
has reached its' limit. We needed to help teachers prepare better for their
classrooms.
Learning groups for professional development meet once a month; there
was some hostility not towards learning but towards changing.
It was also reported that differences of opinion are usually considered as a part of the
learning process and they are respected. Unresolved conflicts were not recognized as a
common occurrence, however it was noted that some teachers are removing themselves
from the professional conversations.
When we have differences I think it is handled in a good way. I think that
people are listened to and we try to build consensus.
People sort out differences. People respect one mothers' opinions. Some
people have given up the discussions though because they feel it is not
valued.

In summary, both the quantitative and qualitative findings revealed that the teachers'
at Primrose SHS placed a high value on the emphasis on learning. Teachers reported that
learning which had a direct link to the classroom was the most valuable.

Collegiality

The quantitative findings indicated that the teachers' perceptions of collegiality on the
SCEQ rated as "positive" which was not supported by the qualitative findings. Teachers
commented that the current staff routines did not include interaction amongst staff due to
the lack of an appropriate space for people to congregate. Some felt that the departmental
organization of the school was quite restrictive and specific activities needed to be
initiated to bring staff together.
Great weakness in the school because there is no central meeting place.
Everyone is fEendly but there is no place to get together and people have
compartmentalized themselves.

If it wasn't a structured activity than there wouldn't be any because of the
set-up of the school. There are opportunities to meet but we just don't
take advantage of them so we become isolated.
The quantitative data revealed that teachers felt that collegiality was important, yet the
qualitative findings indicated that the physical set-up and current routines of teachers
were barriers to collegiality.

Collaboration
Teachers' perceptions of collaboration, as an influential element of school culture,
were "uncertain" using the data gathered fiom the SCEQ. Similarly, the qualitative
findings indicated that school-wide collaboration was not viewed positively by the staff.
In many respects teachers felt that collaboration required a great deal of time. Also
teachers noted that when the whole staff did get together discussion on educational issues
were sometimes lost in the process. Teachers made the following observations.
We need to get together more and not with an agenda full of adrninistriva.
Need to have a voice but committees don't seem to be the way to go as
you end up compensating your teaching.

The other prevalent criticism of collaboration was that the decisions that were made
collaboratively did not impact school life because they were either too general and open
to interpretation, or their importance was not reinforced.

In order for collaborative decision making to work you need to build in
accountability or the exercise becomes meaningless.
Once you get it down on paper there needs to be an understanding that it
will be open to interpretation. People are entitled to interpret.

In summary, the discussion of collaboration focused mainly on the time factor. Many
teachers saw the value of collaboration but the common belief was that time was scarce
and most teachers expressed the need to spend time wisely. For many the value of
collaboration was questioned because they could not make a direct connection to their
c~assrooms.
Shared Planning
The quantitative findings which indicated that shared planning was perceived as
'uncertain' were supported by the qualitative data. Shared planning was discussed in
context as the school improvement planning process. At Primrose SHS this process has
been undenvay for two years and teachers feel that they have had more than enough
input. Some teachers felt that it would not impact day to day activities as much as
anticipated. This was a common perception for both schools and was highlighted in the
previous chapter. Yet, some teachers at Primrose SHS pointed out that the lengthy
process would bring ownership to the plan.
Committee work is seen as grueling. But a better chance of people buying
in if they have been part of the process.

Some felt that the lengthy process tended to get away from some of the more basic
goals of education and the role that students need to play is not an integral part and it
should have been. The following comment was made by one teacher and inferred by
many others.

Student responsibility seems to get overlooked

In summary, shared planning was not viewed as a cultural element that influenced a
collaborative school culture. Although some teachers agreed that the school
improvement process had a place in the school, none of the teachers felt it would directly
influence the school. This was reinforced by the "uncertain" rating obtained from the
quantitative data.

Transformational Leadership
Although the quantitative findings were positive, the interview data suggested that
teachers had mixed feelings about transformational leadership. Some felt the input that
was afforded through teacher leadership was welcomed and others expressed a need for a

more structured approach where the leadership process was guided by the principal not
committees of teachers. Teachers made the following remarks about transformational
leadership.
Shared leadership is not principal dictating all the time; it's colleagues
with ideas. And there seems to be a lot of respect accorded to colleagues.
People appreciate the work that goes into it from that colleague.

My idea of leadership may be an old idea. The leader has to have firm
ideas of what they want and hopefully they can get the input from the staff
on these ideas. But to move a school to committee after committee and try
to work out some philosophy based upon a group of many different
individuals, I think is very time-consuming and a difficult frustrating
process.

Furthermore, many teachers' verbalized a concern for the lack of control of the
students. While a few teachers identified students as important stakeholders, many
stressed that the leadership needed to provide stronger guidelines for the students.
Teachers articulated their following concerns regarding transformational leadership.

I think a Iot of our problems in our school are because we are not abiding
by the rules and regulations that we do have in place. Nobody is
following them up. Kids are floundering because kids do like to have
guidelines.
We need to offer students choices with limits. We still need control. We
need to assist students in making healthy decisions rather than unhealthy
choices.
The SCEQ investigated transformational leadership with respect to how the principal
could support teachers and innovations in education. Teachers' perceived this aspect of
transfornational leadership to be "positive". However, the qualitative data indicated that
teachers' seem to have other demands of what leadership in schools should address. In
summary, although transformational leadership was valued by teachers, many did not feel
it was meeting their expectations of how a school should be run.

Perceptions of an Ideal Culture
As a further analysis of the school culture at Primrose SHS it was determined that
there was a statistically significant difference between teachers' perceptions of the
prevailing school culture and their perceptions' of an ideal school culture. These findings

are presented in Table 13.

Table 13.
Comparison of teachers' perception of actual and preferred school culture

I Cultural Element
Professional Values
Emphasis on Learning
Collegiality
Collaboration
Shared Planning
Transformational leadership
* df differ due to missing data

1

f-statistic

dfr

-8.668
-5.4 13

64
58
63
64
62
65

-10.530

-12.818

- 12.297
-8.074

I

Significance
(2-tailed)

I

.OOO
-000
-000
-000
-000
.OOO

Teachers' indicated that their preferred school culture was statistically significant in d l
six cultural areas. A radial graph was prepared to give a pictorial description of the
differences between teachers perceptions. (see Figure 2)
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Figure 2
Radial graph of scale mean scores: Primrose SHS (n=65)

The qualitative investigation of the gap between teachers' perceptions of the
prevailing and a more ideal culture revealed that a preferred school culture would contain
some key elements. Firstly, the teacher would be valued as a person and adequate time
and appropriate resources would be provided to allow for personal growth. For instance,
there would be more time to be in the classroom to observe other teachers and to talk
about educational issues with a colleague. The emphasis would be on teaching students
not just the curriculum and relationships would be an important part of the process. It
would be a less tense atmosphere where people spend more time just being teachers.
Collegiality would be improved by increased social activities and a common place for
staff to interact would be a priority. There would be more mutual respect for teachers
and there would be a need to come together as a team rather than a preoccupation with
individual needs. Lastly, shared planning would be viewed as a necessary process that
had direct application to the day to day activities in the school.

School Leadership
The principal felt she impacted school culture by behaviours that created safety and
security in the school. She felt that she empowered the teachers to exercise professional
judgement through interpersonal support. She also indicated that decisions about how
money was spent supported student learning and teacher growth and these decisions
impacted the culture. In terms of her own learning, the principal stressed that she can
certainly take responsibility for her own professional growth and she does not expect
anyone else to provide it.
The teachers viewed the principal as very technology focused and they felt that she

was a good role model in that respect. They felt that she was very thoughtful in her

decisions. She respected the kids and spent time learning how to pronounce their names
correctly for presentations. Teachers remarked that she set high expectations for
professional development and stressed the importance of teacher learning through the
learning leader processes. She is diligent with the TPGP (Teacher Professional Growth
Plans) and is viewed as pushing teachers to grow.

Role expectations
The principal is a strong supporter of collaboration because she values input from all
stakeholders. She identified that this is a very demanding aspect of her position because
sometimes educators feel they are the only ones who are impacted by school decisions.
Furthermore, she acknowledged that some staff do not value collaboration and would
prefer to be told what to do. She postulated that she felt many teachers felt they were
leaders in the school.

It was described earlier in the chapter that teachers' perceptions of transformational
leadership was positive in terms of the specific principal behaviours that supported them

as teachers and encouraged innovation. Some felt uncomfortable with the open process
and preferred more rigid guidelines for staff and for students. The other concern that was
frequently verbalized by teachers was the influence of the 'bigger picture'. Although
teachers' felt they had become empowered to make decisions, some felt that the
parameters that were set by external agencies were limiting. Many teachers observed

that the introduction of a variety of different mandates from Alberta Learning and the
City Board of Education seemed to be guiding decisions more than the collaborative
processes within the school. Many felt they were not aware of the "bigger picture".

The principal effected professional values by her own approach to professional
development and some staff were impressed with the amount of knowledge she had on
new trends in education. She impacted the emphasis on learning by supporting learning
leaders and scheduled leamhg time once a month. All of the teachers' interviewed
reported that the principal influenced collaboration through her support of a variety of
committees. Specifically, she was involved with the School Improvement Planning
process which was viewed positively by some st&.

In summary, both the principal and the teachers noted that the principal's behaviour
and the role of the principal as a transformational leader impacted the school culture.
Similarly, they all felt that teacher leadership was important. It became evident that their
perceptions differed when the other stakeholders were added to the picture and the
parameters for leadership were set by external agencies. The principal was optimistic
that the roles of teacher leaders and the big picture were aligned. Yet, teachers reported
that things needed to fit into the bigger picture but they did not know what constituted the
bigger picture. Also, teachers articulated an expectation that the rules and regulations of
the school needed to be enforced and they did not see how transformational leadership
addressed this objective. Including parents and students as stakeholders and requiring
that they abide by the rules and regulations of the school were not seen as compatible in
the transformational leadership context.

Impediments
Teachers and the principal outlined several impediments that blocked the development
of a collaborative school culture at Primrose SHS. The common themes centered around
issues regarding the physical size and layout of the building, the structures that are p m of

schooling, the influence of external mandates, and the community influence. A11 of these
themes were magnified by teachers' perceptions of inadequate time.

Many teachers pointed out that there was not a common area for staff to get together
and as a result they felt that staff had become isolated in their departments. With the
number of teachers in the building and the size of the staff some teachers' admitted that
they didn't even know all the teachers names. Furthermore, teachers perceived that they
needed to do what was easiest and fastest in order to best manage the time constraints that

they felt they were upon them.
The structural organization of schools was recognized as an impediment on two
accounts. Firstly, the administrivia that seemed to dominate at staff meetings was
identified as an impediment that prevented them from really getting to the important
educational issues. Secondly, the organization of the staff by curriculum area was not
conducive to creating interaction amongst the staff. Both of these impediments were
magnified because teachers stressed that they were pressed for time and aIthough they
valued collegidity they did not feel that they had the time to pursue it.
The influence of external mandates on school culture were viewed from different

angles, yet most perceived the external mandates as an impediment. Some reported that
there had been so many changes that they were at the point where they were closing their
doors and doing things their own way. Others were feeling overwhelmed, worn down
and they noted that teacher apathy was creating an impediment to creating a more
collaborative culture. Some teachers reported feeling unappreciated because they did not
perceive that their work was being valued. Furthermore, there was a general feeling that
valuable time was spent involving the staff in collaborative activities and responding to

the technology mandate. Many felt the time spent on these activities was not appropriate
and it added to teachers' pre-occupation with using time efficiently.
The principal focused on time as the major impediment with respect to meeting time
and reflection time. She described time in school as contractuai time where a certain
amount of ccreasonableness"was required to allow for necessary juggling of individual
commitments.
Conclusion

In summary, the findings fiorn this mixed methodology approach to an investigation
of school culture revealed that teachers and the principal at Primrose SHS valued all six
cultural elements: professional values, emphasis on learning, collegiality, collaboration,
shared planning and transformational leadership. There was a common belief expressed

that the principal's behaviour also impacted school culture, yet teachers felt that
transformational leadership alone could not fuifill all the leadership expectations of
principals in schools.
Teachers and the principal felt that the cultural elements could impact school culture
in a more ideal way by bringing learning to the forefront with the emphasis on learning in
the dassroom. It became evident that external mandates and the perception of time
constraints were major impediments in developing collaborative school cultures.
Teachers reported that the cultural elements were tainted by the mandated fashion in
which they were implemented. Although probably this is an unintentional consequence,
the mandates have restricted the learning in the school because teachers felt they did not
have a sense of the bigger picture and it is the impression of the researcher that the
intended value has been lost. For the most part teachers were older and had experiences

from many other schools as well as many years of teaching experiences. They have seen
mandates come and go and are at the point where they need to see the value in new
mandates in order to embrace them. Processes that have been put in place by the
principal to create a more collaborative school culture are not valued by the whole staff
because teachers are not able to make a connection to their day to day teaching in the
classroom.
Case Study Two

Background
Mountainview Senior High School is located in same western Canadian city as
Primrose SHS. In 2000 the school population was 1590 students who were spread over

three years of secondary schooling. The staff of 84 was organized by curriculum
teaching areas. The staff turnover this year was 5 % including two leaves of absence and
two retirements with a possible addition of staff due to increasing enrolment. The
students are predominantly from an upper- middle class background and their academic
achievement is above average.
Demographic Data

Of the 84 staff members 53 teachers (which included 6 curriculum leaders), 2 assistant
principals and the principal participated in the quantitative phase of the study. Surveys
were administered at the end of a staff meeting late in May. Teachers were asked to
complete them at the meeting and a drop box was set up for those who wished to take
extra time to finish them elsewhere. The return rate for the surveys using this method
was 64 %.

Table 14.
Demographic description of responding teachers (n=53)
A. Gender

I

Frequency
25
28

Percent
47.2
52.8

Frequency

Percent

0
0

0

Female
Male

B. Age
Age Range
(in years)

Younger than 24
25-29
30-34
3 5-3 9
40-44
45-49

6
4
12

10
21

Older than 50
- -

0
11.3
7.5
22.6
18.9
39.6

C . Teaching Experience in Present School
Range (in years)
0 to 4 years
5 to 9
10 to 14
15 to 19
Over 20 years

Frequency
28
9
5
9
2

Percent
52.8
17.0
9-4
17.0
3.8

D.Total Teaching Experience
Range (in years)
0 to 9
10 to 19
Over 20

28

Percent
17.0
30.2
52.8

Frequency

Percent

2
23
28

3.8
43 -4
52.8

Frequency
9
16

E. Total Number of Schools
Range
(in number)
1 school
2 to 4 schools
More than 5 schools

Of the respondents, 47.2 % were female, and 52.8 % were male. Almost 40 % of the
staff were older than fifty years of age, and none of the teachers were younger than
twenty nine. Over half of the staff surveyed had 0-4 years of teaching experience at
Mountainview SHS and only 3.8 % had been at the school for more than twenty years.
Years of total teaching experience increased steadily and approximately 52 % of the
teachers had over twenty years of teaching experience, whereas only 3.8 % had just
taught at one school-

In summary, the participants in the study were predominantly older with experiences
in many other schools as well as many years of teaching experience.

School Culture Profie
Quantitative data gathered from the SCEQ indicated that teachers' perceptions of four

of the six cultural elements were positive. Teachers at Mountainview SHS perceived
professional values, an emphasis on learning, collegiality and transformational leadership
as positive elements of school culture. They rated shared planning and collaboration as
"uncertain". These findings are presented in Table 15.
Table 15.
Teachers' perceptions of school culture
Culturd Element

Professional Values
Emphasis on Learning
ColIegiality
ColIaboration
Shared Planning
Transformational leadership

Mean
Score

Standard
Deviation

3.8

-62
-47
.63
-62
-64
-61

4.2
3.6
3.2
3.3
3.9

Converted
Responses
Positive
Positive
Positive
Uncertain
Uncertain
Positive

Qualitative data was gathered from seven teachers and the principal. The interview
data provided added details to each particular element. Teachers' perceptions of each of

the cultural elements are summarized with reference made to specific statements made by

teachers at the school.

Professional Values
Teachers reported that there is a strong value placed on professional values at
Mountainview SHS. Many commented that there are informal processes in place to
allow for sharing. Teachers made the following comments with regard to professional
values.
The whole admin staff is good at sharing readings and we have a lot of
people who read professional materials on staff.
Curriculum updates that are subject specific are valuable to staff and
therefore students.
There was a mixed impression of the role of professional development activities.
Some teachers were not overly critical of the professional development activities and
some even felt that the ones related to technology were useful. Others did not expect the
professional development activities to fulfill specific needs instead they appreciated them
for other reasons. Teachers expressed their views on professional values in the following
statements.

PD structured days have been very practical and I have learned some basic
computer skills.
Very seldom do you get a professional development day that lasts in the
mind of a teacher for a long period of time. But what it may have is a
reflection of their teaching practices and maybe weaknesses or strengths
that they would like to work towards.
Even when PD activities are not particularly useful, the day still gives me
a chance to recuperate and regroup to talk to other people and find out that
I'm not the only one who is feeling a certain way.

Others mentioned that PD should be more focused on the classroom and they viewed
preparation time as valuable professional development. Teachers made the
following comments:
There's no question that there's value in getting out of the office, so to
speak, and taking a look at the bigger picture. But frankly, I don't have
the patience for it when I have a whole bunch of other things to do.
We could have spent the time better in other ways. Sometimes teachers
view preparation time as professional development and I would agree with
that because one of the things you need to do in this job is keep up with
the current trends.

In summary, the positive findings of the SQEC data were partially confirmed by the
qualitative findings. It was reported that informal means of professional dialogue were in
place, yet, teachers' perceptions of professional development activities varied. Some felt
the activities served a purpose whereas others felt the activities should be more
practically oriented.

Emphasis on Learning

The quantitative data gathered fiom the SCEQ indicated that the teachers at
Mountainview SHS perceived the emphasis on learning as "positive". The qualitative
data would seem to support these findings, however, some teachers implied that the
learning was responding to the new mandates. Many signified that department meetings
were effective in promoting learning and differences were dealt with appropriately.
Teachers made the following comments about differences of opinion or conflict that
occurred with in the department.
Differences are handled openly at department meetings in a loop coming
back; saying this is working and this isn't.
Conflicts over people's interpretations of things are addressed at general
meetings and followed up by the curriculum leader on a one to one basis if

necessary. A strong experienced group will respect one anothers'
opinions as well as feel comfortable about their own.
Several teachers alluded to the notion that the understanding of what constituted
learning seemed to differ between the staff. However, the time constraints minimized
these differences because teachers did not feel they had sufficient time to approach these
differences through professional dialogue. Learning opportunities seemed to be limited
to people within the department and in some departments to staff with similar approached
to teaching.

In summary, the qualitative data supported the positive rating of the emphasis on
learning and revealed that although teachers valued the emphasis on learning there were
different interpretations of the focus of the learning in the school.

Collegiality
The qualitative data denoted that the teachers valued collegiality, which confirmed the
"positive" rating obtained from the quantitative data. However, firther discussion of
collegiality indicated that it was on more of an "ad hoc, as needed basis" due to the time
constraints that teachers perceive themselves to be under. Also, in some cases
collegiality was viewed as sharing in the work that needed to be accomplished within the
department. The following remarks were made by teachers regarding the influence of
collegiality on school culture:

It is valued and when we need each other we are right there for each other.
But it's not sitting down and talking philosophy.
Everybody does their share in their own way, there is collegiality in that
way.
People work together when they feel changes are needed. Also, mandates
are accepted when they are internally supported by previous work in the
department or otherwise.

In summary, although teachers' understandings of collegiality were slightly different
and opportunities for collegiality were limited by time, the qualitative data supported the
quantitative findings of a "positive" rating.

Teachers' perceptions of collaboration, as an influential element of school culture, was
c'uncertain" using the data gathered fiom the SCEQ. Similarly, the qualitative fmdings
indicated that schoof-wide collaboration was viewed differently by the staff. Some
teachers conveyed the idea that collaboration was valued when issues were related
directly to the classroom and teacher input was expected. Staff meetings and committees
were perceived as good vehicles to move ideas forward. Teachers made the following
comments:
CoIlaboration is valued a lot and is demonstrated by our administration
bringing issues to us at the staffmeetings. These issues directly effect us
in our classrooms.
There is a shared belief that if the means are put in place to facilitate
collaboration, teachers should participate and if they choose not to then
they don't have the right to complain

Other teachers reported on the time-consuming nature of collaboration and alluded
that the lengthy process was deterring staff involvement. Yet on the whole, teachers
seemed to value collaboration and the preferred means were staff meetings. A teacher

made the following comment which summarized what others had inferred.
Staffmeetings are a good way to collaborate. But you can't collaborate on
everything. It just doesn't work. Morning meetings are good because
they end on time and are more efficient and effective.

In summary, the quantitative data revealed an "uncertain" rating for collaboration
which were supported by the qualitative fmdings. The discussion of collaboration
indicated that it was valued as long as the means were not overly time consuming and
staff meetings were preferred over committees. Many teachers valued committees but

few felt they actually had the time to serve on them.

Shared Planning
The quantitative fmdings demonstrated that shared planning was perceived as
'uncertain' which was supported by the qualitative data. This could be attributed to the
fact that the principal had only been at the school for a year and was establishing the
groundwork for creating a new School Improvement Plan. Many teachers commented
that shared planning was valued when it was focused on the classroom and were hopeful
that the school improvement plans would reflect important issues and provide some
clarification. Other staff focused mainly on the School Improvement Planning process
which they felt was too time consuming and presented unrealistic objectives that were
impractical on a day to day basis. Teachers reflected on how shared planning influenced
school culture in the following manner.
When appropriate staff says 'yes, shared planningyy. For example,
attendance, policies, discipline policies, proposed new timetable. The
administration
is asking good questions that are helping formulate the new
-policy.
Is it realistic, possible to cover all the objectives that we have laid out?
Education is trying to pick up all the lose ends of society; the social
problems and we can't do it.
Although, some teachers' were optimistic that the new school improvement planning
process would be more valuable not all agreed that this would ever be possible. This was
reinforced by the 'uncertainy'rating obtained from the quantitative data.

Transformational Leadership
The qualitative data confirmed the quantitative findings that the teachers' perceptions
of transformational leadership were positive. Some teachers identified a broader
defmition of leadership that went beyond the principal and the rest of the administration
team to the cuniculum leaders in the school. Others added that the parental influence had
also become an influential source. Teachers perceived themselves as leaders and felt that
the leadership council was a supportive structure. The following observations were made
with respect to transformational leadership.
Leadership council meets regularly and it represents every curriculum
area. They meet twice a month. The chairperson rotates so each
curriculum leader has a turn at being the leader for a meeting. It
reinforces that everybody is part of it. If the principal is chairing all the
meetings that sets the tone.
Strong and pleasant department heads are needed to give immediate
leadership. A less hierarchical leadership gives everyone the sense that
they have a role. So each person becomes important.

In summary, the teachers at Mountainview SHS perceived transformational leadership
to be positive because it emphasized the importance of teacher leaders. These findings
are supported by the quantitative data.

Perceptions of an Ideal School Culture
As a fkther analysis of the school culture at Mountainview SHS it was determined

that there was a statistically significant difference between teachers' perceptions of the
prevailing school culture and their perceptions of an ideal school culture. These findings
are presented in Table 16.

Table 16.
Comparison of teachers' perception of actual and preferred school culture

I Cultural Element

I

t-statistic

Professional Values
Emphasis on Leaming
Collegiality
Collaboration
Shared Planning
Transformational leadership
* df differ due to missing data

I

dfc

-5.350
-5,417
-8 -961
-1 1.289
-7.935
-5 -965

49
46
47
49
49
49

I Significance I
-000
-000
.OOO
.OOO
-000
-000

Teachers indicated that their preferred school culture was statistically significant for all

six cultural areas. A radial graph was prepared to give a pictorial description of the
differences between teachers7perceptions (see figure 3).
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Radial graph of scale mean scores: Mountainview SHS (n=53)
The qualitative findings depicted an ideal school culture that would include some key
elements. Firstly, learning recommendations to the classroom would be based on an

understanding of what the classroom mandates are and sweeping mandates would not be
accommodated. The emphasis on learning would comprise a relationship building
component where teachers would work with students for a longer period of time.
Accountability would be based on qualitative observations made by teachers in the
classroom rather than quantitative results of written tests. Students would value learning
more and have fewer commitments outside of school. Schools would truly be learning
communities where informal collaboration was valued. Educational issues would draw
staff together and there would be a big staff room that could accommodate the entire
staff. With a genuine focus on learning, staff would welcome the opportunities to overlap
with other departments, which would reinforce mutual respect for d l teachers of other
teachers. And lastly, experienced and inexperienced teachers would be linked in a
mentorship program where there were opportunities to vent frustrations and differences
were supported.

SchooI Leadership
The principal felt that she impacted school culture by recognizing people for what
they contribute. She also conveyed that her positive outlook and visibility in the school
enabled her to get a sense of what was valued in the school. She was aware of the
demands being placed on teachers and attempted to shield them fiom unnecessary
pressures. The principal felt that all of these behaviours had a positive influence on
school culture by reinforcing that teachers need to feel valued in their work.

The teachers also recognized the positive and supportive nature of the principal as
creating a healthy climate in the school. They valued that she was not afraid to make
decisions and knew how to make good decisions for the school. Yet, they found that she

was open and supportive to what teachers were doing in the classroom. They enjoyed

being treated like professionals-

Role expectations
The principal stressed that transformational leadership was particularly valuable given
the many demands placed on leadership in schools. She identified curriculum leaders as

the key links to the rest of the staff. She felt that her role as a leader was all about
developing people.
From a more practical sense the principal felt that she had the best view of the school
because she was connected to all the stakeholders. She emphasized the importance of
encouraging everyone to speak up but did not abrogate her responsibility to making the
decision. Teacher leaders are the means to involving staff in the decisions made at the
school and they worked together with the administrative team. She appreciated that
peopIe would not have time to be involved in committees and so she provided other
opportunities for everyone to get involved,
The teachers had similar perceptions of transformational leadership. They appreciated
the open leadership style and curriculum leaders were seen as receptive to the process.
Some teachers conveyed the need for the school to be directing educational leadership
and parents should be encouraged to participate. For many teachers, leadership also
included maintaining standards for students and they felt that this was being attained.
The teachers felt that the principal created a positive learning environment by reestablishing standards for student conduct. They reported that she encouraged
collaboration by her thoughtfbl attempts to make staff meetings meaningll. They saw

her as the key person making the decisions but they recognized that she valued their
input. Teachers felt the principal supported them to be leaders in their classrooms.

In summary, both the principal and the teachers noted that the principal's behaviour
and the role of the principal as a transformational leader impacted on the school culture.
Similarly, they both recognized the importance of teacher leadership through curriculum
leaders as well as teachers as leaders in the classroom. Teachers felt they were
empowered to make professional decisions, yet both respected the idea that the principal
still had the power to make decisions on her own.
Impediments

The principal and the teachers outlined several impediments that interfered with the
development of a collaborative school culture at Mountainview SHS. The common
themes centered on issues relating to the physical size of the school, the structures within
the school, the influence of external mandates, teachers' perceptions of various elements
of school culture and the diversification of student needs.
Teachers reported that the large size of the school created a lack of personal
connection between staff and the lack of space to get together amplified this bamer to
collaboration. Also, larger class sizes were perceived as barriers to creating a
collaborative schooI culture due to the added demands that were made on teachers' time

and energy.
The structural organizational of schools was also recognized as an impediment in
terms of accountability and department isolation. Many teachers reported that the
pressure of accountability measures such as the diploma exam marks restricted teaching
practices and put undue pressure on teachers to have students perform. Also, the

curricular demands tended to consume teachers and they revealed that there was little
time to seek cross-curricular opportunities.

The influence of the external mandates was presented in terms of community, board
and government demands. In general, teachers perceived that they were being asked to
do with more with less. The mandates fiom the government came with inadequate
resources for implementation. In some cases, there were not enough books for students

and technology resources were inadequate. Also, teachers observed that parents had high
expectations for their children but were seemingly unaware of the role the student needs
to play to realize these goals. These were all impediments that interfered with the
development of a collaborative school culture.
Teachers' perceptions of collaboration and genuine learning communities did not
support a collaborative school culture. In many cases, teachers signified that
collaboration did not meet their individual needs. They did not perceive that there was a
personal benefit to getting involved in collaborative activities. Also, several teachers
perceived that the fear of criticizing one another as professionals presented a barrier to
collaboration. Although some reported that conflict was incorporated into the decision
making process, many felt that teachers were withdrawing fiom professional discussions
because they felt their opinions were not valued.
Lastly, teachers revealed that the needs of students have become so varied. This
diversification increased the challenges on the teacher and also on their time and energy.
Furthermore, teachers indicated that as these demands increased a collaborative focus
seemed less valuable as it addressed more general issues.

The principal identified time and stress as the two major impediments. She
recognized that working together takes time, time to meet, and time to discuss, and it is
not always available. She also pointed out that the pressure of the job had increased and
people are stretched to the maximum.
Conclusion

In summary, the findings from this mixed methodology approach to investigating
school culture revealed that teachers and the principal at Mountainview SHS valued all
six cultural elements: professional values, emphasis on learning, collegiality,
collaboration, shared planning and transformational leadership. There was a common
belief expressed that the principal's behaviour also impacted school culture and they
recognized that empowering teacher leaders through the leadership council and making
good use of staff meetings gave teachers the impression that their work was valued.
Also, both the teachers and the principal indicated that the decision making process does
not always have to be a tedious one. They viewed the input from teachers as crucial on
issues relating to the classroom. The principal had the power to make decisions and she
should make some decisions alone.
The conclusions that can be drawn from the teachers' and principal's perception of an
ideal school culture focus on making direct links to classroom learning and building
relationships between staff and with students. It became evident that external mandates

and the perception of time constraints were major impediments in developing
collaborative school cultures. In general the teachers at Mountainview SHS are older and
have a great deal of experience at other schools and in teaching. Many have only been at
the school for a few years. It is the impression of the researcher that they are open to

fitting the mandates into the school if it can be proven to be valuable. The principal
recognized that teachers were under stress and she needed to try to keep the mandates in
perspective. For example, both the teachers and the principal viewed the upcoming
school improvement planning process optimistically. Although creating a School
Improvement Plan is mandated, the principal stressed that she wanted the process to be
simple and teachers indicated that if the plan could be linked to learning in the classroom
it would be valued.

Comparison of Schools
According to the quantitative findings the teachers and principals at both schools had
similar perceptions of the six cultural elements: professional values, emphasis on
learning, collegiality, collaboration, shared planning and transformational leadership.
These cultural similarities are presented in Figure 4.
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Radial 9;ra~hof mean scores: comparison of schools

Further investigation revealed the principals were impacting the school culture differently

in their approaches to shared planning, vehicles for collaboration and implementing board
mandates. In essence, teachers at both schools identified the importance of linking
mandates to classroom teaching. However, the considerations that were offered to
teachers to carryout the implementation of the mandates varied significantly between
schools. The need to become aligned to the new mandates was perceived by teachers as a
predominant influence at one school whereas, the teachers at the other school were more
optimist about how the mandates could be aligned to the needs of the school.

In both schools lack of time was considered a major impediment in blocking a more
collaborative school culture. However, the common perception at one school outlined the
shortage of time within a context of finding more time in a reasonable way, whereas at
the other school there seemed to be a focus on finding more time efficient ways of
involving the members of the school.
Conclusion

In conclusion, the mixed methodological approach of the study fimctioned to reinforce
that there are perceptions that are common to high school cultures. It also highlighted the
differences that make each school culture unique. In each school the principal impacted
school culture in a distinct way and external mandates were perceived as impediments in

varying regards. The different perceptions of how the time required for meaningful
collaboration could be made more manageable impacted how teachers and principals in
each school perceived the value of their work. Finally, it came apparent that school
culture is a dynamic and complex phenomenon. Chapter Six considers the emerging
themes and presents the implications of the study.

CHAPTER SIX

SUMMARY AND IMPLICATIONS OF THE STUDY

The purpose of the research was to determine the role of the internal influences on the
development and maintenance of collaborative school cultures in selected high schools in
a western Canadian city. Using a mixed method approach, this study investigated

teachers' and principals' perceptions of six cultural elements to determine the degree to
which each element influenced a collaborative school culture. It was anticipated that the
fmdings fiom this study would present a broader sense of leadership that included all
members of the school, specifically the role of teachers as empowered leaders within the
school. This chapter presents a summary of the two phases of the study and a discussion
of the findings in light of the literature review presented in Chapter Two. The chapter
concludes with the presentation of recommendations for practice and research.

Summary

The SCEQ was administered to three western Canadian urban high schools that were
selected on the basis of enrolling between 1400 and 1600 students. Using the data
generated from the survey, seventeen teachers and two principals fiom two high schooIs
were interviewed to fbrther investigate the culture of the school. The interviews were
tape recorded with an opportunity provided for interviewees to review the transcripts for
accuracy and research trustworthiness. Questions were derived from the quantitative data
collected in the first phase of the study and all respondents were asked to share their
perceptions on how the principal's behaviours was influencing school culture as well as
identify any impediments to school culture. Ethical guideiines were employed to ensure

that the teachers were treated with proper consideration and anonymity was ensured to
the best of the researcher's ability.
Chapter Four revealed that although teachers and principals understood the value of
all six cultural elements, there was some uncertainty about whether coTlaboration and
shared planning were actually a common value. It became evident that external
influences, the structural realities of schools, school culture differences, and global and
societal issues were also impacting on the culture of the school. Furthermore, perceived
time constraints functioned to impede the degree to which collaborative school cultures
could emerge.
The case study approach in Chapter Five reinforced the notion that each school has a
distinct culture and highIighted the significance influence of the principal's behaviours.
The discussion on school Ieadership suggested that a broader sense of leadership
including teachers as leaders was evident but the mechanics of truly empowering the
teachers as leaders was open for discussion. Furthermore, shortcomings of
transformational leadership were identified and it was suggested that autocratic
leadership was still needed and appreciated by the teachers in the schools.

Discussion of Emergent Themes
There were several themes that emerged from the study. One of the most common
teachers' perceptions revealed that the nature of school culture was not collaborative.
Furthermore, unintentional consequences became evident as the differences between
teachers' and principals' perceptions were considered and in light of what teachers
perceived as an ideal school culture. Issues related to the cultural stability of schools
came forth in the analysis of teachers' and principals' perceptions of the impediments

that are blocking collaborative school cultures. The perception of limited time and using
time efficiently was deeply rooted in teachers' beliefs as a major impediment to the
collaborative process. And, lastly, a broader sense of leadership emerged from the
examination of transformational leadership and specific behaviours of the principal.

Collaborative School Culture
The quantitative and qualitative tindings revealed that teachers did not value
collaboration and shared planning as an influential component of the school culture.
External mandates seemed to have an all consuming effect and particularly the
technology mandate was beginning to challenge the notion of schools as learning
communities. Collegiality was reported as an 'ad hoc' measure that was only apparent in
specific situations. Professional values were regarded, by teachers, as keeping up to the
cuniculum mandates and not school growth based on pedagogical principles, With the
perception of external mandates as the core influence on the culture, the researcher
questioned whether a collaborative culture could emanate.

The strong functional cultures described by Sergiovanni (1991) emerged from within
an organization rather than being molded by structures imposed on the organization.
Deal (1993) stressed that culture creates meaning and a sense of efficacy and control
where change leaves people feeling threatened and out of control. In many respects,
these descriptions of school culture are more accurate in describing the perceptions of
teachers in the two high schools. The structural barriers of organizing the school by
departments with no real place for the entire staff to congregate results in a fragmented
culture. Leithwood and Jantzi (1990) suggested that this resembled a traditional school
culture as it is based on norms of autonomy and isolation.

Teachers reported that collegiality was usually restricted to joint work within the
departments which illustrated what Fullan and Hargreaves (1996) would refer to as
baIkanization. Teachers would work with members of the same department but there was
little school-wide collaboration. For the little collaboration that did occur school-wide
through committees, the impact that the decisions were actually having on the school
needed to be considered. Robertson and Briggs (1998) pointed out that colaboration and
collegiality will only influence school culture if staff involvement is widespread and real
staff influence is characterized in the school decision making process. In many cases,
teachers indicated that their influence was valued if it fit into the "bigger" picture and met
with parent approval.
The structural realities of a teaching day where time is arranged in a tight schedule left
teachers with the feeling that they could only grab moments between classes to interact
with other staff members. In addition, the specifics of the timetable dictated with whom
teachers would have opportunity to interact during their preparation period. Given these
conditions it is difficult to envision schools as learning communities, as described by
Sergiovanni (1992), where community norms encourage collective practice. In order for
the connections among people to be based on commitment, Sergiovanni (1994a) stated
that the communities are socially organized around relationships. Teachers in this study
reported that they did not feel they had time to get to know one another personally or
professionally. Social activities involving the whole school were being replaced by more
convenient department parties and teachers reported that they did not even know all the
staff by name. In some cases, this was due to the set up of the teaching assignments as

well as the physical layout of the school. And, also, it had become accepted that teachers
would not be able to get to b o w the newcomers to the staff.

In the schools investigated the principd and teacher turnover seemed to be relatively
high. Many teachers had been in more that five schools and few teachers had taught in

one school for more than twenty years. Yet, the age and experience of the teachers and
principals in both of the schools in the study indicated that older, experienced teachers
made up a high percent of the staff population. Deal and Peterson (1994) depicted school
culture as a historically woven tapestry of values, beliefs and symbols which would also
support the notion that the schools in the study shared a more traditional school culture.

With many new to the school and experienced in the professions members influencing
the culture of the school each yea. a collective purpose that would drive colIaboration
would be difficult to foster. Also, the paradoxical nature of school culture inferred by
Stoll and Fink (1996) becomes evident. The culture that is created by its' members is
inevitably changed as the members change. The culture is challenged by high turnover as
the stabilizing influence of the few long-standing members is not predominant.
Teachers articulated a need to be more collaborative and collegial about things that
they felt impacted the classroom directly. Best practice in the classroom did emerge as a

common concern for all teachers and many indicated that their colleagues were valuable
resources. Lambert et al. (1997) presented the notion of learning communities as a
collectivity where members recognize their interdependence and view the community as
a whoie. For these learning communities to emerge Lambert et al. indicated that

traditiond school cultures need to be overcome. These authors identified a need for
collaboration and dialogue, listening and observing and learning to become collegial.

Teachers recognized similar needs and it became apparent to the researcher that
collaborative school culture was viewed positively by teachers and principals if it
emerged in response to their classroom needs. Currently, teachers viewed collaboration,
shared planning, learning communities as external mandates to which they did not feel a
real connection. These perceptions are similar to MitchelI and Tucker's (1992)
description of unsettled cultures. In an unsettled culture, life is rough, perceived danger
is everywhere and groups band together for mutual support. In order to transform such a
culture into a more settled one where well-established norms and shared beliefs function
to guide the membership and give a sense of community, Mitchell and Tucker suggested
that there needs to be an emphasis on teamwork and comprehensive school
improvements.
In summary, the investigation of teachers' perceptions of their school culture
characterized a traditional school culture due to the perceived impact of the external
mandates. Teachers appeared to be unsettled by the many mandates as they were
perceived as unmanageable and unrelated to the classroom. Yet, although there was
resistance to the specific mandates, a common need for best practice did emerge. It is the
opinion of the researcher that this need for best practice was in conflict with some of the
implications of the mandates. Collaboration and shared planing had been mandated and
teachers did not appreciate the real purpose of the mandate. Using this analogy, a
collaborative school culture could easily emerge if a connection between the mandate and
the classroom was established.

Unintentional consequences
The teachers and the principals differed in their perceptions of the six cultural
elements. On the whole the principals were much more optimistic about the degree to
which the elements were influencing the culture. Principals reported that they felt
teachers were aligned and teachers were reporting that they needed to know the bigger
picture. The six elements of the study were derived from the literature and they were also
embedded in the philosophy of the mandates initiated by the City Board of Education.
Principals seemed to be very familiar with the terminology, whereas teachers often failed
to see the connection to their day to day practice in the school. This illuminates the
potentid for unintentional consequences. Heckman (1993) proclaimed that changes from
outside the organization sometimes fail because they are based on the assumption that the
intentions of those outside the school wiIl be comprehended and enacted by teachers in
their classrooms. For this view to be valid, Heckman stresses that a relationship should
exist between the intentions of the outsiders and the enactment of the tasks by the
teachers in the classroom.
It is the opinion of the researcher that principals attempt to bridge the gap by putting

processes in place that will involve teachers in a positive way. For instance, in both
schools, the principal had initiated processes to connect teachers to the leadership
process, Learning groups were initiated in one school and, although teachers understood
the basic purpose of these groups, they did not see the direct link to their responsibilities
in the classroom. The focus was changed to accommodate this feedback and a better
connection was reported when learning groups were more department-specific.
Robertson and Briggs (1998) suggested that external mandates needed to blend with the

internal structures within the school, specifically that strategic operational changes should
respond to the external mandates.
Although some efforts were made to establish a relationship between the intentions of
a mandate and the enactment by the teachers (Heckman, 1993), the technology mandate
was a major source of concern. The intentions of the mandate as facilitating learning

appeared to be lost and the pre-occupation with forcing technology into the curriculum
became overpowering. Teachers felt the emphasis on learning was being replaced with

an emphasis on technology and, given the inadequate resources in some departments,
there was much anxiety associated with this technology mandate. It is the impression of
the researcher that this high anxiety towards the technology is an unintentional
consequence that needs to be addressed. Blase and Blase (1994) indicated that teacher
empowerment is investing the right in teachers to exercise their professional judgement.
This notion of empowerment suggests that there is an expectation that teachers will
implement technology into their classroom where they feel it is appropriate. If this is not
the case, then the unintentional consequences that result from misinterpreted mandates
will continue to threaten the stability of the cuIture within the school.
Teachers' perceptions of an ideal school culture reflected many of the fundamental
ideas that were associated with the School Improvement Model of School Culture.
Improved student learning that was connected with teacher learning and collegial
relationships was a common strand in all six elements. Cavanagh and Dellar (1997) stated
that the focus on teacher learning and emphasis on student learning is the reason for the
existence of learning communities. In an ideal culture the technology mandate is put into
perspective as it relates to improved student learning. In this light it is no longer a

threatening outside influence but a useful tool that would be incorporated. The reality of
these external influences is captured in the open model of school culture presented by
Cavanagh and Dellar (1997).

In summary, the unintentional consequences of mandates that are imposed on schools
need to be considered carefully. Mandates may be based on well-researched findings and
have good intentions but it is how they are perceived by teachers that will influence how
they are implemented and therefore how they impact student learning. Teachers need to
be empowered to make decisions that will allow the best fit between external mandates
and their classroom-

CuItural Stability
The impediments that teachers perceived to be blocking a more collaborative school
culture included the current structure of schools, the external pressures, school culture
differences, and global and societal issues. Hargreaves (1995) developed a typology that
addressed the dual needs of schools for stability and change. Some of the structural
aspects of schools defined classrooms with scheduled instructional minutes to provide
order and continuity of the community- As the schools get bigger and the class sizes
increase, the limits of these structures may become apparent but there is still a strong
need to maintain order.
The external pressures of the diploma exam marks and parental influence illustrate the
tension between what Hargreaves (1995) described as the political and micropolitical
structures. Even in a participative political structure accountability issues will surface.
Furthermore, the reality of an integrative micropolitical structure outlined the importance
of consensus building among the various stakeholders. This notion was supported by the

needs for norms of collegiality, collaboration and continuous learning (e. g.,Cavanagh &
Dellar, 1997; Hargreaves, 1995; Lambert et al. 1997; Leithwood & Jantzi, 1990;
Robertson & Briggs, 1998). Although all the voices are encouraged to speak, which
voices are actually heard becomes the issue. Teachers felt that their voice was not always
valued and therefore the process of collaboration became superficial and lost its meaning.
Collaboration and shared planning were not viewed as being connected to culture of
the school, instead teachers felt they were being guided by keeping up to the curriculum
mandates and their own personal goals. Fullan and Hargreaves (1996) pointed out that
there is a limit to how much can be learned if people keep to themselves. Therefore, a
culture of isolation will emerge if collaboration is not valued and eventually student
learning will suffer, Blase and Blase (1998) stated that sustained improvement in
teaching often hinges on the development of teachers as learners who collaborate with
one another to study teaching and its effects. This tension between participating in
collaborative activities because they were mandated and the need for teachers to
collaborate on classroom issues impacted the stability of the culture. There was an
awareness that collaboration was valued but the opportunities and means did not serve
that purpose. Without vehicles for meaningful collaboration which will incorporate the
reality of external influences into a colIective plan there will not be a unity of purpose or
a commonality of action (Cavanagh & Dellar, 1997). Without these elements in place the
culture becomes unstable and will not be able to sustain itself when subjected to external
pressures.
Teachers also reported that the diverse needs of students were an impediment to
collaborative school cultures due to the fact that they need specific knowledge and skills

to faditate learning for these students. Erickson (2987) treated social structure and
culture as intertwined by identifying that there are strong patterns of differential sharing
of cultural knowledge within the school. Furthermore, Sergiovanni (2000) raised the
question of how creating school communities heId together by common meaning and a
shared sense of the common good can be accomplished within a society that is increasing
multicultural. Given this paradox, Erickson (1987) suggests that culture arises through
social conflict and he viewed conflict as a fundamental social process from which
regularity arises. Yet, teachers reported that they worked on their own to deal with the
challenges presented to them by a diverse learner. In this sense, as teachers retreat into
their classrooms to deal with difficulties, further fragmentation will weaken the school
culture by increasing the disparity between the beliefs and values of the individual
teachers (Cavanagh & Dellar, 1998).

In summary, the impediments that are presented as blocking collaborative school
cultures can also be viewed as influences that will weaken the stability of the culture.
There are certain structures that function to maintain order and continuity in the
community and there are developmental structures that function to initiate change. In a
culture where d l six cultural elements are strong the tension between these two structures
will result in growth. If some of the elements are weak, external pressures may lead to
withdrawal and further fragmentation of the culture (Cavanagh & Dellar, 1998). By
recognizing these areas of weakness, changes in the internal conditions of the culture may
stimulate changes in the overall culture. Futhermore, Cavanagh and Dellar ascertained
that the culture is continuously being regenerated by adjusting to the internal conditions
of the culture. The school culture is dynamic (e-g., Bolman & Deal, 1991; Schein, 1985;

Stoll & Fink, 1996; Stolp & Smith, 1995) and teachers need to experience the benefits of
participating in collective activities that will bond them to appreciate the power of a
unified response to common concerns (Cavanagh & Dellar, 1998).

Perception of Time
The perception that time is limited and needs to be used efficiently impacted the way
people viewed many aspects of the collaborative decision making process. The perceived
urgency of getting prepared for the classroom and meeting the demands of curriculum
and technology mandates was a common belief of both the teachers and the principals.
The time consuming nature of collaboration and shared decision making presented a
major barrier that was rooted in the belief that time was valuable and must be spent
efficiently. Fullan and Hargreaves (1996) suggested that time is often a reported barrier
but not a real barrier. It is the kind of involvement that is important; the particular way in
which teachers work together as a community that really matters. Instead of finding time
for meaningful relationships to grow, weak and unproductive forms of collaboration need
to be identified and replaced. The true power of collaboration will only be valued if it is
linked with norms and with opportunities for continuous improvement (Rosenholtz,

1989). Rosenholtz proposed that if there is a common belief that teaching is inherently
difficult, and it is recognized that teachers sometimes need help, then it would be
perceived that improvement in teaching is a collective enterprise. Within this context
collaboration will become a valued form of teacher learning. Fullan and Hargreaves
(1996) suggest that collaboration will allow the potential of teachers as resources to
become appreciated. A Campo(1993) added that in order for collaborative activities to
become valued by the staff members it is best to look at the practices that are already in

place to see how they can be reinforced and improved and start slowly from there. This
notion of moving people forward gradually and purposefully is also supported by Senge,
Kleiner, Roberts, Ross, Roth & Smith et al. (1999) in the following quotation: "A value is
only a value when it is voluntarily chosen." (p. 13)

In some cases, the feeling that teachers did not have time to engage in the
collaborative activities resulted in complete withdrawal from the professional dialogue.
Senge et al. (1999) studied the &'notenough time" challenge in the business world and
suggested that "the fundamental problem, in the end, is not a lack of time per se, but a
lack of time flexibility" (p.68). The authors suggest that often people's time is so
consumed with tasks and goals forced by the management that people have little
discretionary time to pursue more important goals. Raywid (1993) supported the notion
of increasing time flexibility by indicating that in schools need to fortify the importance
of collaborative time by creating substantial time for increased teacher interaction. Senge
et al. (1999) highlighted that thetime required for change initiatives is substantial and
leverage lies in determining how time can be best used to facilitate the process. In some
cases, blocks of time that wiIl encourage focus, concentration and intensive work are
required and time flexibility allowances should be in place to adjust to these varying time
needs. Also, unstructured time or informal "slack time" provides the opportunity for
people to encounter one another casually in the course of their workday. Senge et al.
pointed out that there is potential difficulty in scheduled "slack time" because of the
need to quantify productivity. Yet, when the potential for professional exchange is
neglected, the productivity of informal interaction time will never be realized.

Time for collaboration and meeting time had been scheduled into the school day in
both instances, yet teachers reported that there still was not enough time. Also, some felt
that the structured h e was not meeting their specific needs and was deterring them from
dealing with classroom preparation. Donahoe (1993) suggested that the structure of time
was a serious problem that was also linked to the infrastructures of schools. He felt that
the tension between teaching and school leadership activities could not be resolved by
suboptimizing both. Furthermore, if restructuring is to have an impact, teachers need to
be able to perform their best in each role, and the roles need to be complementary,
integrated and synergistic. It is not just finding time for meetings, there needs to be some
additional time for interaction, assignments, and emotional energy that will stitch the
school together. Similarly, a Campo, (1993) determined that teacher observation and
teacher teaching were identified as dynamic and satisfying ways for teachers to
collaborate and grow because teachers could see the advantages both for the students and
for themselves.

In summary, teachers' perceptions of the need to use time efficiently and the notion of
contractual time can function to isolate teachers. Collaborative activities that engage
teachers in meaningful dialogue need to be initiated to help teachers face the challenges

of the classroom collectively. The notion of time flexibility needs to be addressed to
create opportunities to work creatively within the time structures that are in place.
Furthermore, it needs to be recognized that teachers are taking on the dual role of teacher

and school leader and one responsibility should not be compromised at the expense of the
other.

Broader Sense of Leadership
Teachers and the principal indicated that teacher leaders are needed to best meet the
changing educational demands of contemporary schools. Mitchell and Tucker (1992)
expressed that the intention of transformational leadership is to gain overall co-operation

and energetic participation from organizational members. The principal is no longer
viewed as the only leader in the school and Wohlstetter and Briggs (1994) contended that
decision malcing in schools needs to be set up through teams of teachers interacting with
a wide range of people. This is where the discrepancy about transformational leadership
begins. Teachers agreed that all the stakeholders should be involved, however, the level
of involvement was not clear. Some teachers felt that educational decisions should be

made by teachers and administrators with others voices as advisory and supportive.
Particularly the role of the parent was not clear, yet many reported that they felt parental
influence on educational decisions was inappropriately powerful. Senge et al. (1999)
accentuated the importance of outlining who is actually going to be making a decision

and how. They specified the following five different types of decisions: telling, selling,
testing, consulting and cocreating. In the first three cases, the decision has already been
made and additional input will have little impact. If the decision has not been made,
consulting or cocreating can be used but the focus in a consultative situation is that the
leader will chose whose input they feel is best. Cocreating is the only type of decision
that is designed to incorporate input from the group by using the consensus process. If
teachers understand how their input is going to impact a decision, the process becomes
more valuable to them.

The managerial aspects of running a school were also presented as key elements in
influencing a collaborative school culture. Rules and regulations that were created
through the collaborative process needed to be enforced. Teachers felt that rule
enforcement and maintaining the standards of the school were essential to keep the focus
on student responsibility. Teachers felt that they should be involved in certain decision
making processes in the school but the principal was still the key person in determining
which decisions were collaborative. The contractual time of school did not allow for
teachers to be included in every decision and the key to a broader sense of leadership was
an appreciation for how teachers and other stakeholders could effectively be involved in
the decision making processes. Moore (1993) postulated that schools that work have

more than visionary leadership, instead there is a critical mass of visionary leadership
where the teaching staff believe they have discovered how policy decisions can broaden
opportunities.
Teachers revealed that the principal needed to have a sense of "with-it-ness", an
appreciation for what was happening and what needed to happen in the school. The
principal's felt that they did have a broader perspective because they were in touch with
all the stakeholders. Yet, there seemed to be some problem in developing a common
focus. The principal was viewed as the one who had the final say on all decisions,
however, teachers and the principal reported that those decisions needed to fit into the
parameters set by other agencies. Sergiovanni (1992) proclaimed that in schools as
communities, teachers need to play an important role in constructing the center of the
shared vision. Similarly, Bass (1990) explained that a characteristic of transformational
leadership is to provide mission and a sense of mission in an attempt to broaden and

elevate the interests of staff. School improvement planning has attempted to facilitate
community norms that will encourage collective practice and an emphasis on
professional ideals. However, this process is not valued by teachers as it is seen more as
fulfilling external demands than meeting the teaching demands in a school. Therefore, it
is the opinion of the researcher that in order for transformational leadership to unite
teachers as leaders more authentic ways of creating a common vision must be permitted.
Leithwood (1994) reinforced this notion by stating that it is important that staff members
feel connected to the restructuring changes to create the momentum needed to drive the
changes.
Teachers perceived the role of the principal as an overwhelming one and the principals
indicated that it was challenging to work with all the different stakeholders. Including
teachers as leaders was valued by the principals and teachers, however there was a
common belief that there was still one person, the principal, who should ultimately
ensure that the decision was a good one. The board policy of making the principal
accountable for what happens in the school reinforces the notion of "leadership as
leader". Lambert (1998) proclaimed that leadership should not be equated with "leader"

as leadership needs to speak to a broader group than the individual leader. However, in a
system where one person is held accountable transformational leaders are being asked to
function within a hierarchical power structure.
In summary, empowering teachers to become leaders in schools has the potential of
creating a broader sense of leadership. However, reinforcing the rules and regulations in a
system was still seen as an adminstrative duty that was needed to support a quality
learning environment. There was some uncertainty in terms of the degree to which each

stakeholders should be involved, however engaging the critical mass in the leadership
process is a key consideration. Also, the influence of the external agencies tends to
narrow the scope of leadership by holding the principal solely accountable for the
leadership in the school.

Recommendations for Practice and Research
In this section specific recommendations are presented. There are 7 recommendations
for teachers and 8 recommendations for the principal and the board that are based on the
implications of the study. In addition, there are 6 recommendations for further research.

Recommendations for Teachers
1. Teaching has become a demanding profession and by adopting a more collective
attitude the challenges can be put into perspective.

2. Collaboration needs to be valued as a meaningful process by creating a direct link to
the challenges in the cIassroom.

3. In becoming school leaders, it should be recognized that teachers are taking on a dual
role. Both roles are equally important and one role should not compromise the other.
4. If external mandates can be viewed as suggestions for better practice, teachers should

feel empowered to decide how and what will be implemented in the classroom.

5. The routines that become established due to the structures of contractual time need to
be constantly re-evaluated. Convenient use of time should not be rnistakened for

quality use of time.

6. Professionalism needs to include giving and taking feedback that is critical as well as
constructive.

7. Student input should be encouraged through many sources not just the obvious
student leaders.

Recommendations for the Principal and the Board
1.

Collaboration cannot be mandated. The principaI needs to be empowered with
the authority to put authentic processes in place that will serve the needs of the
staff at the school.

2.

The dual role of teacher as classroom leader and schooI leader should be
considered in the structure of the staffing schools.

3.

Group facilitation skills training should be implemented to allow teacher leaders
and principals to engage in more meaningful collaborative activities.

4.

Shared planning should not be reduced to producing a document. The essence of
collaborative school cultures cannot be written in words.

5.

Careful consideration should be paid to the unintentional consequences that are a
reality in how teachers are perceiving mandates.

6.

Teachers should be empowered to make appropriate curriculum decisions that fall
within the parameters of the mandates. Quantity learning should not be allowed
to replace quality learning.

7.

A direct feedback loop should be set up between those responsible for creating a

mandate and those who are implementing the mandates.

8.

Mandates or changes should be an evolving process not simply replacement.
Consideration should be given to successful practices that teachers and students
feel are improving learning.

Recommendations for Research:

1.

An exploration of student perceptions of the culture in a school would provide a
valuable perspective in determining the impact of culture on learning.

2.

A n examination of parent perceptions of their influence on the educational

decisions and their feelings of efficacy in that roIe would scrutinize their role as
educational stakeholders.
3.

A longtitudinal study that traces the transformation of a school as a new principal

takes over the leadership would highlight how a principal influences school
culture,
4.

Perceptions of designated leaders in the school and their feelings of efficacy in
that leadership role need to be explored to gain a better understanding about the
implications of the notion of broader leadership.

5.

A greater appreciation of the need to balance the roles of school leadership and

classroom teaching is required because the dual roles of teachers are often
overlooked or taken for granted.

6.

A comparison of the intentions of mandates and the perceived intentions of

teachers and principals who are implementing the mandates into the schools
would help to identify unintentional consequences.
7.

Further administration of the instrument is required to provide a more
comprehensive understanding of school culture in a Canadian context.
Final Summary and Conclusions
In considering the role of the internal influences on creating a collaborative culture in

schools it became evident that providing authentic processes that will make collaboration

valuable is crucial. The internal influences of a culture can strengthen the culture. If a
culture is strong then external mandates will not weaken the culture and the perceptions
of the membership towards quality learning will predominate. Weak links in the internal
elements that make up a culture need to be addressed carefully as they will determine the
way in which external pressures will be perceived and accepted. A broader sense of
leadership that goes beyond the leader of the school requires that structural support
systems are in place to value the new roles that the teachers and principals are taking on.
Attempting to broaden the scope of leadership without adequate supports in place will
only lead to high frustration and burn out. And, as a final word, teachers need to be
valued as one of the best resources in the school as they make up the heart of the
organization. Therefore, attempts at guiding quality learning can best be determined by
appreciating the p d s e of the school.
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APPENDIX A
Suwey Package and Information to Schools

Dear Principal,

April ,2000.

With the approval of the Calgary Board of Education, I am conducting a research study
for my Master's of Arts thesis at the University of Calgary. The purpose of the study is
to investigate the role of internal influences on the development and maintenance of
collaborative cultures in secondary schools.
The primary goal of the study is to gain insight into the dynamics of collaborative school
culture by investigating six key elements: professioilal vducs, emphasis on learning,
collegiality, collaboration, shared planning and transformational leadership. These six
cultural elements were identified in school effectiveness literature as attributes of schools
conducive to improved student learning. To achieve this goal the staff (teachers and
principal) will be asked to fill out a shoa survey questionnaire. The questionnaire solicits
the perceptions of staff members about the values and norms that characterize the culture
of their school. A secondary goal of the study is to fiuther examine the cultural details of
two specific schools. To achieve this goal self-selected staff members and the principal
will be asked to participate in an interview session. The interview is designed to m e r
probe the six elements of school culture as well as solicit impediments to the
development of collaborative school cultures. Staff members will also be asked to
describe how the principal's behaviour influences the school's culture.

I would like to propose the following format for conducting the study keeping in mind
the need to be time efficient. The questionnaire would be administered by me, to the
entire staff at a staff meeting. This will also give me the opportunity to answer any
questions. The questionnaire should take 10 minutes. Interviews will be scheduled at the
participants' convenience and should take approximately 40 minutes. The survey, the
specific details of interview and consent forms are included in this package.
At the conctusion of the study, the analyzed data and a summary of the findings can be
made available to you. Furthermore, if you or the staff require any further explanation, I
will be available for consultation.

I am very keen to have you and your staff participate in this study. Please contact me at
your earliest convenience. Should you have any M e r questions or require fiu-ther
information, please do not hesitate to contact me (home: 225-19 16; e-mail:
hbmnson@ucaleary.ca, my research supervisor (Dr. Tim Goddard, 220-5647), or Mrs.
Patricia Evans, Research Services Office, Room 602 Earth Sciences, University of
Calgary (220-3 782)
Yours truly,

H. Bronson
Graduate Student

Heike Bronson
Graduate Division of Educational Research
Phone number: (403) 225-1916
E-mail: hbronson@ucal~ary.ca
To the participants of this study:

April 19,2000

I am a graduate student in the Faculty of Education (Graduate Division of Educational Research),
conducting a research project under the supervision of Dr. Tim Goddard, as part of the
requirements towards a Masters degree. This letter is to provide you with information regarding
my research project to allow you to make an informed decision regarding your participation.
The purpose of this study is to investigate the role of internal influences on the development and
maintenance of collaborative school cultures. As part of the study you will be asked to complete
the School Cultural Elements Questionnaire. This procedure will take approximately 10 minutes to
complete. You have been chosen to complete this questionnaire because teacher's perceptions of
school culture are key predictors of collaborative school cultures. You should be aware that even if
you give your permission you are free to withdraw at any time for any reason without penalty.
Participation in this study will involve no greater risks that those ordinarily experienced in daily
life. The results of this study may assist in providing a better understanding of collaborative
school cultures and how they are influenced.
The data will be gathered and processed in such a way as to ensure anonymity and confidentiality.
You will be asked to fill in the name of your school but not your own name. Data will be analyzed in
aggregated form and your specific identity is not necessary. If you have decided not to participate in
the study, simply seal this blank survey package into the envelope and return it to me. All of the
research records will be stored together and locked away at my place of residence. A11 data will be
kept in a secured place inaccessible to others, and all of the collected data and records will be
destroyed three years after the completion of the study.
If you have any questions, please feel free to contact me at 225-1916, my supervisor Dr. Tim
Goddard at 220-5647 or Mrs. Patricia Evans, Research Services Office, Room 602 Earth Sciences at
220-3782. Two copies of the consent form are provided. Please return one signed and retain the
other copy for your personal records.

Thank you for your time and consideration,
Yours truly,

Heike Bronson

CONSENT FORM A
Research Project Title: An investigation of rhe role of internal influences on the development and maintenance of
collaborative cultures in Calgary Secondary Schools.
Investigator: Heike Bronson

This consentform, a copy ofwhich has been given to you, is only part ofthe process of informed consent. It should
give you the basic idea of what the research is about and what your participation will involve. ifyou would like
more detail about something mentioned here, or information not included here, you shouldfeel free to ask Please
take time to read this carefilly and to understand any accompanying information-

I understand the purpose of the research is to investigate the role of the internal influences on the development and
maintenance of collaborative school cultures. My perceptions as a teachedprincipal are very important in this
investigation which is why I am agreeing to complete the School CulturaI Elements Questionnaire. Completing the
questionnaire should take approximately 10 minutes.
I understand that this study will not involve any greater risk than those ordinarily occurring in daily life and that my
involvement or non-involvement in this research project is in no way related to my status as a teacher, and I am fkee
to withdraw at any time without consequence.
I have been informed to an appropriate level of understanding, about the purpose and procedures of this research
project, the nature of my involvement and possible risks to which I might be exposed by virtue of my participation
in this research study.

I understand that the responses will be reported anonymously, kept in strictest confidence, and all of the research
records obtained will be stored together and locked away at the researcher's place of residence. All data will be kept
in a secured place inaccessible to others, and all of the collected data and records will be destroyed three years after the
compIetion of the study.
Your signature on thisform indicates that you have understood to your satisfaction the information regarding
participation in the research project and agree to participate as a subject. In no way does this waive your legal rights
nor release the investigators,sponsors, or involved institufionsfrom their legal and professional responsibilities. You
arepee to withdrawfiom the study at any time. Your continuedparticipation should be as informed as your initial
consent, so you shouldfeel free to asfor clarification or new information throughout your partic@ation. lfyou have
@her questions concerning matters related to this research please contact: Heike Bronson, relephone: 225-1916,
Dr. Tim Goddard, telephone: 220-5647.
I f you have any questions concerning your rights as a possible participant in this research, please contact Mrs.
Patricia Evans, Research Services W c e , Room 602 Earth Sciences, telephone: 220-3782.

Partic@ant's Signature

Date

Investigator 's Signature

Date

A copy of this consentform has been given to you to keep for your recordr and reference.

CONSENT FORM B

Research Project Title: An investigation of the role of internal influences on the development and maintenance of
collaborative cultures in Calgary Secondary SchooIs.
Investigator: Heike Bronson
This consentform, a copy of which has been given to you, is only part of the process of informed consent. It should
give you the basic idea of what the research is about and what your participarion will involve. Ifyou would like
more detail about something mentioned here, or information not included here, you shou!d feel free to ask Pleare
take time to read this carefully and to understand any accompanying information.

I understand the purpose of the research is to investigate the role of internal influences on the development and
maintenance of collaborative school cultures. My perceptions as a teacherfprincipal are very important in this
investigation which is why I am volunteering to participate in the interview portion of the study. The interview process
will take approximately 40 minutes.
I understand that this study will not involve any greater risk than those ordinarily occurring in daily life and that my
involvement or non-involvement in this research project is in no way related to my status as a teacher, arid I am free
to withdraw at any time without consequence.

I have been informed to an appropriate level of understanding, about the purpose and procedures of this research
project, the nature of my involvement and possible risks to which I might be exposed by virtue of my participation
in this research study.
1 understand that the responses will be reported anonymously, kept in strictest confidence, and a11 o f the research
records obtained will be stored together and Iocked away at the researcher's place of residence. A I I data will be kept
in a secured place inaccessible to others, and all of the collected data and records will be destroyed thee years after the
completion of the study,

Your signature on thisform indicates that you have understood to your satisfaction the information regarding
participation in the research project and agree to participate as a subject. In no wqy does this w a k e your lega1rights
nor release the investigators, sponsors, or involved institutionsfmrn their legal andprofesional responribilitia- You
arefree to withdrawfrom the study at any time. Your continuedpartic@ation should be as informed as your initial
consent, so you shouldfeel free to asfor clarrj?cation or new information throughout your participation. wyou have
firther questions concerning matters related to this research please contact: Heike Bronson, telephone: 225- 1916,
Dr. Tim Goddard, telephone: 220-5647.
ljjtou have any questions concerning your rights as a possible partic@ant in this research, please contact Mrs.
Patricia Evans, Research Services Ofice, Room 602 Earth Sciences. telephone: 220-3 782.

Participant S Signature

Date

Imesfigator 's Signature

Date

A copy of this consent form has been given to you to keepfor your records and reference.

SCHOOL CULTURAL ELEMENTS QUESTIONNAIRE

This questionnaire is likely to take you about 10 minutes to complete.
To ensure that your individual responses will be anonymous do not write your name on the form.
However, to assist with the research, please complete the following demographic information.
Demographic Information:
1. Current position:

principal
vice-principal
assistant principal
teacher
curriculum leader
other (please specify)

FEMALE

2. Gender:

3. Age :

MALE

years

4. Years of teaching experience: (Include present year)

in this school
total years of teaching experience
total number of schools taught in
5. Current teaching assignments for this school year in general subject terms:
(eg. 6 english , 1 geography)

Section 1:

This questionnaire contains a number of alternative statements about things that occur in some schools
After reading each of the statements carellly, indicate to what extent you agree or disagree that each o
the statements actually applies to your school.
Some statements in this section are fairly similar to other statements. Don't wony about this - simply
select the response that best describes your agreement or disagreement by circling the number in the
appropriate box.
If you Strongly Agree with this statement.
5
If you Agree with this statement,
4
If vou are Uncertain about this statement
3
1
2
1 If vou Disagree with this statement.
I
I If vou StroneIv Disagree with this statement.
(1
I
Please respond to all the statements but do not circle more that one response to each.

YOUR ACTUAL SCHOOL:
Strongly
Agree

A

A
A
A

A
A
A
A

A

A
A
A

~
A

A
A

I

Students are not provided with the skills needed for
5
/ 1 future educational or vocational ex~eriences.
2
I am proud to be an educator.
3
Teachers have an understanding of how to support each
other.
Items for discussion at meetings always come from the
4
same people.
Expression of the school's future vision do not reflect
5
staff consensus.
6
The principal is the most influential member of the staff.
7
Educational programs do not contribute to improving
the quality of life in our society.
1spend time in personal reflection about my work.
8
Teachers are reluctant to share problems with each
9
I other.
10 There is little debate in meetings.
1 1 We have not developed a common vision for the
schools' future.
12 The principal does not encourage others to take control
1
I of new ~roiects.
l ~ r e a t~otential
i ~ ofestudents is not realized.
1 14 1 Develo~ing
u the social skills of students is important.
1 15 Teachers do not make an effort to maintain positive
relationships with colleagues.
16 We work together to implement the decisions of
I meetings.
1

L

I

1

-

Agree

Strongly
Uncertain Disagree Disagree

A 17

We do not gather data for gauging the success of school 5
programs,
A 18 The principaI does not encourage the professional
5
growth of teachers.
A 19 I have a clear understanding of how I can contribute to
5
realizing the future vision of the school.
A 20 Teachers learn fiom each other
5
A 21 My professional decisions are usually not supported by
5
my colleagues.
A 22 We frequently discuss what should be taught in
5
particular curricula or courses.
A 23 We do not always evaluate the success of existing
5
school programs.
A 24 The principal shows a genuine concern for me as a
5
person.
5
A 25 Individual differences between students are not catered
for.
A 26 I am receptive to advice fiom colleagues about my
5
teaching.
A 27 We are willing to help each other when problems arise.
5
A 28 Teaching methods and seategies are not discussed
5
sufficiently.
A 29 We have identified ways of determining if school
5
priorities are achieved.
A 3 0 The principal gives teachers sufficient "space" to get on 5
with their work.
5
A 3 1 I work towards achieving the school vision.
A 32 We believe that every child can learn.
5
5
A 33 We always encourage each other to exercise our
professional judgements.
5
A 34 We often compare how we assess student achievement
5
A 35 Teachers are not unified in working towards the
school's fbture vision.
5
A 36 The principal generates a personal commitment fiom
teachers that ensures the success of innovations.
5
A 37 Improvements in student achievement are rewarded.
A 38 I still find new ways to improve my teaching.
15
5
We
encourage
each
other
to
take
responsibility
for
new
A 39
projects.
5
A 40 Student behaviour management strategies are not
discussed sufficiently.
5
A 41 Teachers have not implemented school priorities.
5
A 42 The persistence of successll innovations is assisted by
visible ongoing suppoa fkom the principal.
--

4

3

2

1

4

3

2

1

4

3

2

1
1

-

-

--

4
4

3
3

2
2

1

4

3

2

1

4

3

2

1

4

3

2

1

4

3

2

1

4

3

2

1

4
4

3

i

3

2
2

4

3

2

I

4

3

2

1

4
4
4

3

2
2
2

1
1
1
1
1

3
3

1

4
4

3
3

2
2

4

3

2

1

4
4
4

3

2

3
3

2

1
1

2

I

4

3

2

I

4
4

3
3

2
2

1
1

Section 2:

This section contains a number of statements about the school in which you would wish to work. You
are asked to give your opinion about how well each statement describes what you would prefer this
school to be Iike.
Some statements in this section are fairly similar to other statements. Don't worry about this - simply
indicate how well each statement describes your preference for your ideal school by circling the
number in the appropriate box.
5
4

3
2

1

If you Strongly Agree that this would be preferable for your ideal school.
If you Agree that this would be preferable for your ideal school.
If you are Uncertain that this would be preferable for your ideal school.
Lf you Disagree that this would be preferable for your ideal school.
If you Strongly Disagree that this would be preferable for your ideal school.

Please respond to all the statements but do not circle more that one response to each.
Strongiy

YOUR PREFERRED SCHOOL:
Students would not be provided with the skills needed
for fhture educational or vocational experiences
I would be proud to be an educator
Teachers would have an understanding of how to
support each other.
Items for discussion at meetings would always come
&om the same people
Expression of the school's future vision would not
reflect staff consensus.
The principal would be the most influential member of
the staff
Educational programs would not contribute to
improving the quality of life in our society.
I would spend time in personal reflection about my
work.
Teachers would be reluctant to share problems with
each other.
There would be little debate in meetings.
We would not have developed a common vision for the
schools' future.
The principal would not encourage others to take control
of new projects.
The creative potential of students would not be realized.
Developing the social skills of students would be
important

StrongIy
Uncertain Disagree Disagree

Agree

Agree

5

4

3

2

1

5
5

4
4

3
3

2
2

1
1

5

4

3

2

1

5

4

3

2

1

5

4

3

2

1

5

4

3

2

1

5

4

3

2

1

5

4

3

2

1

5
5

4
4

3
3

2
2

1
1

5

4

3

2

1

5
5

4
4

3
3

2
2

1
1

P 15

5

4

3

2

1

P

5

4

3

2

1

5

4

3

2

1

5

4

3

2

1

5

4

3

2

1

5

5

4
4

3
3

2
2

1
1

5

4

3

2

1

5

4

3

2

1

5

4

3

2

1

5

4

3

2

1

5

4

3

2

1

5

4

3

2

1

5

4

3

2

I

5

4

3

2

1

5

4

3

2

1

5
5

3
3
3

2
2
2

1
I

5

4
4
4

5

4

3

2

1

5

4

3

2

1

5

4

3

2

1

5

4

3

2

1

5

4
4

3
3

2
2

1
1

P

P
P

P
P
P
P
P

P
P

P
P
P

P
P
P
P

P
P

P
P

P
P

Teachers would not make an effort to maintain positive
relationships with colleagues.
16 We would work together to impiement the decisions of
meetings.
17 We would not gather data for gauging the success of
school programs.
The
principal would not encourage the professional
18
growth of teachers.
19 I would have a clear understanding of how I can
contribute to realizing the future vision of the school.
20 Teachers would learn from each other
2 1 My professional decisions would not usually be
supported by my colleagues.
22 We would frequently discuss what should be taught in
particular curricula or courses.
23 We would not always evaluate the success of existing
school programs.
24 The principal would show a genuine concern for me as a
person25 Individual differences between students would not be
catered for.
26 I would be receptive to advice from colleagues about
my teaching.
27 We wodd be willing to help each other when problems
arise.
28 Teaching methods and strategies would not be discussed
sufficiently.
29 We would identify ways of determining if school
priorities are achieved.
30 The principal would give teachers sufficient "space" to
get on with their work.
3 1 I would work towards achieving the school vision.
32 We would believe that every child can learn.
33 We would always encourage each other to exercise our
professional judgements.
3 4 We would often compare how we assess student
achievement.
35 Teachers would not be unified in working towards the
school's future vision.
3 6 The principal would generate a personal commitment
teachers that ensures the success of innovations.
37 Improvements in student achievement would be
rewarded.
38 I would still find new ways to improve my teaching.
39 We would encourage each other to take responsibility
for new projects.

5

1

P 40

P 41
P

42

Student behaviour management strategies would not be
discussed sufficiently.
Teachers would have not implemented school priorities.
The persistence of successful innovations would be
assisted by visible ongoing support fiom the principal.
-

-

-

-

-

--

-

SA
5
5

5

UN

D

4

3

2

SD
I

4
4

3
3

2

1

2

1

A

--

You have just completed part 1 of the study. In order for your perceptions to be analyzec
the survey needs to be answered completely. Remember if you are uncertain select
option 3 on the Likert scale. Unanswered questions cannot be interpreted.
Also, providing all the details in the demographics portion of the survey will assist in the
data analysis considerably.

Thank you for taking the time to complete this survey.

Part 2: Interview
The second part of the study will involve a personal interview to discuss some of the
implications of the survey. The interview will be conducted at your convenience and
will take approximately 40 minutes. Full details of the survey are included on the
attached consent form B.

If you are interested in participating in the interview portion of the study please fill out
the information below.
Name
Phone Number:

E-mail address:
Best time of day to contact you

Final Instructions
Keep the white copy of the consent form for your records and
return the survey and the yellow consent forms in the envelope provided.

Research study:
An investigation of the role of the internal factors in sustaining collaborative school cultures
Faculty of Education, University of Calgary
Heike Bronson
hbronson@ucaIgary.ca

-

Dear Staff,

May 29,2000.

I am conducting a study investigating the influential factors of collaborative
school cultures. On Wednesday at the staff meeting I will be asking you to
fill out a questionnaire that will allow me to quantify your perceptions of
factors related to school culture. I would like to take this opportunity to
briefly introduce you to the study.
My hypothesis is that teachers are one of the most influential contributors to
school culture and their perceptions should be considered. I will be
comparing teachers' perceptions of the school culture with those of the
principal. Also, I will be examining the relationship between teachers'
perceptions of the existing school culture and their perceptions of an ideal
school culture. These statistical comparisons will enable me to gain some
insight into the dynamics within the school.
My review of the literature has indicated that collaborative school cultures
cannot be mandated through policy changes. Instead collaborative school
cultures emerge when there are a variety of cultural elements in place that
are valued by the staff at the school. In order to probe further into these
cultural elements, I will be using the data from the questionnaire to guide an
in-depth interview with the principal and teachers fkom the school. I will be
looking for 6-10 teachers to volunteer for this phase of the study.
Your participation in this study is voluntary and I assure you that all
measures have been taken to guarantee confidentiality and anonymity. The
questionnaire is short and should only take 10 minutes to complete. I value
your participation and look forward to meeting with you on Wednesday.
Heike Bronson
Graduate Student

Research study:
An investigation o f the role of the internal factors in sustainin? collaborative school cultures
FacuIty o f Education, University of Calgary
Heike Bronson - hbronson@ucalgary.ca

Dear

,

May 3 1,2000.

Thank you for agreeing to participate in the second part of the survey. I
wish to commence the interviewing process this week. At this point I
would like to summarize the interview process and prepare to set up a
suitable time for your interview.
The interview should take approximately 40 minutes and it will be recorded
on a tape recorder. The purpose of the interview is to further investigate the
six cultural elements measured in the survey as well as inquire about other
factors that may be influencing school culture. The interviews will provide
me with the data to write an in-depth case study report of the cultural
elements in your school. When specific recommendations are made, these
shall be in aggregated form and will come from many sources, your identity
will never be disclosed.

I would like to set up an interview with you at a mutually agreeable time and
place. I would like to book interview times during the following blocks of
time:
Thursday, June 1 between 9:00 am and 12:OO noon
Friday ,June 2 between 11:00 am and 3 :00 pm
Monday, June 5 between 1:00 pm and 3 :00 pm
Tuesday, June 6 between 9:00 am arid 12 noon.
Could you let me know when it would be convenient for me to meet with
you? Please call 225- 1916 or e-mail hbronson@ucaIearv.ca. If I have not heard
fiom you the end of the day, I will contact you. The weekends is also
possible if you wish.
Looking forward to hearing fiom you,
Heike Bronson

APPENDIX B
Validity and Reliability Calculations for the SCEQ
(School Cultural Elements Questionnaire)

Appendix 1. Reliability and Construct Validity of Revised SCEQ

Scale

Internal Reliability
of Scales
(Cronbach Alpha)
(n = 422)

Teacher Efficacy

0.71

Emphasis on Learning

0.75

Collegiality

0.72

Collaboration

0.70

Shared Planning

0.8 1

Transformational Leadership

0.74

Mean Correlations
with other Scales
(Spearman)
(n = 422)

Reference:
Cavanagh, R.F. & Dellar, G. B. (1997, March). School culture: A quantitative
perspective on a subiective phenomenon. Paper presented at the meeting of the American
Educational Research Association. Chicago, IL. (p. 19)

APPENDIX C
Personal Statement

Personal Statement

I have appreciated the new perspective that this study has given me. As a teacher
fiom Ontario, I was intrigued by the concept of Site Based Decision Making and the
potential it had for teachers to become leaders in schools. I welcomed the opportunity to
investigate how collaborative processes could empower teachers and other stakeholders
to influence the direction of changes in education. This wave of positive energy seemed
to come at an opportune time. I had become worn out from the recent contract disputes

and work to rule conditions under which I had to function. Also, 1was concerned about
the general dismay with public education that seemed to be headlining the newspapers.
Therefore, I was inspired by the notion that teachers should be at the center o f a learning
community and the role collaboration played in bringing people together in these
challenging times.
At first, my review of the literature presented a very optimistic picture, however, I
soon realized that mandated Site Based Decision Making did not harbour all t h e answers
to what was ailing public education. My study reinforced the idea that life in Alberta
schools under SBDM was redly no different than life in Ontario schools without SBDM.
Similarly, through my correspondence with Dr. Cavanagh it became evident that there
were similar educational issues with the self- managing schools in Australia. F o r me this
global concern for quality education was a major relevation. One of the problems I was
experiencing, as a teacher, was the feeling of alienation and isolation. In many ways, I
was beginning to feel helpless and trapped in a system that I thought wasn't warking. A

more global perspective has highlighted the importance of putting processes in place that
will enable teachers to work together. The importance of building leadership capacity

through meaningll relationships fiom within the organization has left a lasting
impression with me. Change is happening more rapidly than can be planned for and
continual learning through networks of relationships needs to become a priority. I had
failed to see the relevance of writing vision statements for the sake of publishing them in
poster form for the members of the school to live by. It was not my belief that people
behave in accordance to what was written on posters. Instead, the every day life, the

with students, with parents, with administrators need to be
relationships with M7
guiding the path of the school. If mandates are approached fiom an assisting perspective
rather than a ccmustdo" perspective, the role of teachers as decision-makers becomes
most important. In order for teacher to make these important decisions they will want to
work together because they see how collaborative efforts can make a difference in terms
of classroom learning. A collaborative school culture will naturally emerge if teachers
are empowered to make important educational decisions.
I have appreciated the opportunity to step out of a murky gold fish bow1 to get a
clearer view of some of the supports that can be put in place to nurture teacher leadership.
Some may say it looks grim every where but I have gained a more informed perspective
on how teacher leaders can influence the quality of teaching in the classroom on a daily
basis. When I make decisions about how I will be spending my time, I wiIl remember
how important it is to not fall into a comfortable routine that shuts out changes because
an immediate fit is not evident. It is this pull of the traditional culture that we must be
overcome. And I have recognized that teaching has become a demanding profession that
requires authentic collaboration and collective planning that needs to be initiated through
positive relationships within the school as a community of learners.

