A study of school leadership, culture and
structures in the context of inclusion of learning
disabled students as perceived by school staff in
mainstream secondary schools in Israel

Thesis submitted for theéegree of
Doctor of Philosophy
at the University of Leicester

by

Tsafi Timor M.Sc

School of Education
University of Leicester

April 2003




Tsafi Timor

A study of school leadership, culture and structures
in the context of inclusion of learningdisabled
students as perceived by school staff in mainstream
secondary schools in Israel

Abstract

Since the end of the 1980s the Western World of education has increased its
awareness towards learnidgabled students (LDS), and current legislation favours
the inclusion for these students as well as for studettsother special educational
needs in mainstream education. Despite this worldwide commitment, there is no
consensus regarding the definitions of learning disabilities (LD), and assessment
instruments used for the identification of LD are varied. Thik ¢édainanimity of
procedures accompanied by cwueitated numbers of students identified as LDS has
originated an irdepth study whose main focus will be managerial.

A review of the empirical literature on inclusion has indicated that leadership, culture
and structures are all involved in the process. However, the aim of this study was to
explore more specifically how school leadership, school structures and school culture
are related to inclusive elements and whether they can predict the level obimclusi
The exploration was conducted according to perceptions of three populations:
headteachers, teachers and counselors. The research was carried out in five
mainstream secondary schools in-Aeiv, Israel.

Findings from this study matched the literattegarding the contribution of

leadership, culture and structures to the process of cimag@eg, but at the same

time leadership seems to owvade culture and structures in the context of inclusion.
Findings showed that managerialism is in a transitoraps e f r om 6ol dé t o O
most schools. Yet, inclusive elements fall behind managerial elements in respect of
their level of ripening. Thus, the process of inclusion was observed as slower than the
process of management improvement and has not reastalll mhaturity yet. It has

also been inferred that the level of inclusion might be predicted to some extent on the
basis of school management. On the whole, it might be argued that LDS still present
a burden to headteachers and they are not a top yaosthools. Despite the
enhancement of the issue of LDS, the educational system does not offer at this point
practical responses to these students. Therefore, this issue is still considered as a
change in process. The study ends with suggestionsrtbefuesearch in the area.
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Chapter |

Introduction

Statement of the problem

AThe first right to any disabled person
d i s a b(Fededco Mayor Zargoza, Ttgecretary General of UNESCO, 1990)

Researchers agree that inclusion of students with disabilities is one of the major
school reform movements of this century (Ferguson, 1995; Slavin, 1997). Initially,
provision had been through a segregated school syatairater it was followed by
segregated classes in regular schools. The orientation towards inclusive schooling that
appeared in the late 1960s was driven by human and civil rights and by aspiration for
effectiveness (Sebba and Ainscow, 1996; MittleQ®O0It emerged at a time when
scepticism and even hostility prevailed towards established patterns of special
education (Reynolds, 1976).

The international commitment to inclusion was made explicit in the Salamanca World
Statement on Special Needs Edima(UNESCO, 1994). It recognised the diversity

of needs, but at the same time the need for accommodation within regular schools.
According to this line of argument, any form of segregation is seen as a potential
threat to this basic right (Mittler, 20Q0gimilarly, the Centre for Studies on Inclusive
Education (CSIE, 1989) states that educational segregation that results from disability
or learning difficulty is a contravention of human rights the same as segregation for
reasons of race and gender. Mageently, the UN issued that 2000 Dakar

Framework for Action which expresses commitment towards Education For All

(EFA) for every citizen and society.

Furthermore, the past two decades produced extensive research supporting the
importance of inclusiofHunt and Goetz, 1997). Some of these centredlaeCSIE

in the UK which is committed to bring an end to segregated educatio@etitesfor
Special Needs Education and Research (CeSNER) in the School of Education at
University College Northampton ihé UK, which conducts research and provides

consultancy to special needs issues; the British Institute for Learning Disabilities

1C
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(BILD); the Early Childhood Research Institute on Inclusion (ECRII) in the USA; the

OEDC Centre for Educational Research ambiration (CERI) which is concerned

with oO6inclusion and equitydéd, and the I nter|
which takes place on a regular basis.

Indeed, the issue of inclusion is complicated. Firstly, it might be argued that some

s t u d leasid righfis would be denied unless they attend special schools or classes.

This relies on the assumption introduced by Farrell (2000: 155jteatl uc at i on i s,
after all, a means to an end, and special schools may for some children provide the

mosteffeci e means t owar ds Secohdlyesonemnegearthere(s.@ ends o0
Feiler and Gibson, 1999; Wilson, 2000) claim that the inclusion of all students poses a

threat to the rights of mainstream peers, and highlight the issue of catering for the few

athe expense of the many. Thirdly, parents
decision for the closure of special schools is made (Farrell, 2000). Finally, the
orientation towards inclusion can be Vviewe
studentsimi 6 nor mal 6 and O0students with SENO® ( Sp
1995).

The abovementioned issues raise doubts as to whethempsditical inclusion and
educational inclusion are part of the same process (Wilson, 1999), and whether they
are infuenced by the same factof$ius, Dyson et a[1994) maintained that if

students fail to learn, it is not because they are learning failures, but rather because
school has failed to release their learning potential. Gartner and Lipsky (1989)
contended tht most learning disabled students (LDS) do not have learning
disabilities (LD) at all, but are rather victims of poor pedagogy and limited
educational opportunity. It is, therefore, school failure to accommodate individual

differences, that creates in dants what appears to be disabilities.

Farrell (2000) argued that the human rights position on inclusion is irrelevant because
it moves the debate away from the need to draw on empirical evidence in order to
develop higher quality practices to all leasecluding those with SEN. Other
researchers perceived lack of evidence (Sebba and Sachdev, 1997) as well as lack of
a theoretical framework which can hinder the evaluation of inclusive practice

(Blamires, 1999). More specifically, Manset and Semmed 7)1 pointed out the need

11



of a model of wholesale inclusive programming to substitute more traditional SEN

models.

There are mainly two kinds of LD: developmentalich as perceptual, cognitive,
motor, memory or language disorders, and acadewiéch are related to reading,
writing, mathematical, and spelling skills (Kirk and Gallaghar, 1983). Although LD
were not considered as a handicapped category in the traditional sense, they were
included within special education rubric due to the psychometderadical model

of classification which they relied upon (Center, in Ward et al., 1988). ptestous
research focussed on the issue of inclusion in respect of SEN students (Clark et al.,
1999; Ainscow, 1999) and only part of it included LDS in theiristside.g. Center et

al., 1989; Tomlinson, 1996). The only study in the Israeli Educational System

(Avissar, 1999) on the issue of inclusion focussed on leadership and inclusion.

Research on LD in schools seems to be vital due to three main reasolys. First
according to a social/moral consideration, disabilities are a basic etiological element
in a significant number of delinquents (Berman and Siegal, 1976; Broder et al., 1981).
Secondly, LDS have also gained a worldwide recognition as learners withlspeci
needs, and currently this category is the most prevalent category entitled to special
services (Ysseldyke et al., 1992). This argument is supported by the increasing
numbers of LDS in mainstream education (20% between-1986). However, the

main reasn seems to be the new circumstances created by educational reforms and
legislation. Indeed, the move towards institutional autonomy has enhanced a necessity
to develop clear principles and a meditoriong-term view rather than a dag-day
survival mechaism in schools with regard to LDS. The open enrolment and Local
Management of School (LMS) have empowered schools and increased their

sovereignty regarding all issues including inclusion of LDS.

This study will examine the process of the inclusion of LibSecondary schools

with regard to management issues. This is mainly because learning deficits become
more acutely evident in secondary schools where testing is a focal point, and on its
face the management of the inclusion appears to be problematddition, the

inflatedly growing numbers of students assessed as LDS seem to call for an

exploration of managerial processes involved.

12



But prior to furthering this discussion, it seems necessary to clarify the concept of LD

as a special category of SEN.

Definitions of LD

One of the major problems of those who wish to make policy and plan provision for

SEN is the lack of consensus among professionals, parents and policy makers about

what constitutes SEN, and what level of provision is required for eaeparst
Warnock (1982: 372) stated tifatt he poverty of speci al needs
rat her i ts | andpointedfout thedifficultfi tt d ochedci de whose ne
are special or Dehndidns of PEA bavarécenttyelzangsdd .

towards learning difficulties, approaches to organisation, teaching and curriculum

(Booth, 1996: 88). Indeed, SEN is usually regarded as a vast umbrella which includes

all kinds of physical and mental disabilities and handicaps which require some level

of SEN provision.

To date, learning disabilities have remained one of the least understood disabling
condition that affect children (Lyon, 1994)ntil recently the issues of definitions and
classifications of LD have been ignored (Lyon et al., 1993). dheptexity of

defining LD derives from the fact that it is influenced by different professional
viewpoints. Indeed, LD are defined differently for neuropsychological research
purpose, for allocating resources for school programmes, or for the purpose of
adwcacy (Keogh, 1983). FurtheétD fall under a vast umbrella of professionals
(mainstream teachers, SEN teachers, educational psychologists, neurologists,
psychological and didactic assessors), and are affected by geographical, historical and
political facors (Wedell, 1993; House of Commons, 1993). The variations in the

percentage of LDS across countries is illustrated in Table 1.2.

Historically, the common thread among most definitions of LD was the notion of
discrepancy between aptitude (measured byat@)achievements (Kirk,1963). The
American Diagnostic and Statistical Manual of Mental Disorders 1994 whose
classifications are adopted in Israel, defines LD as significant gaps in the level of the

individual in standardised tests, as expected by hiaffgrstudies and 1Q.
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The first LD which caught professional sé at
dysl exia (reading disability) which was de-
prevalence rate was 1 in 1000, and 13 in 42,900 (Thomas, 1908; Schm#if,8)917

LD was defined then by three medicak i ent ed school s of thought
(1917), Orton (1928), and Gray (1922). The second development that affected the
categorisation of LDS was the introduction
after World WarOne, which was applied to learning by Strauss. It was contended that
disturbances in perception, thinking and emotional behaviour correlate with a minimal
brain damage or O6endogenous retardationd a:
and Lehtinen, 1947 This was supported by Cruickshank (1977) and by Kirk and

Bateman (196:3) who argued that symptomology was more important than etiology,

as it sets the basis for all interventions.

Another basis for definition is etiological: whereas the 1981 Natitwiat Committee

on Learning Disabilities (NJCLD) concluded that all LD are intrinsic and derive from
a central nervous system dysfunction (Hammill et al., 1987), other research
demonstrated that there are environmental influences on reading disaldlises et

al., 1989). The definitions adopted by the Israeli Ministry are based on formal
definitions that were made by the 1994 NJCLD and the B$¥994 which have an
operational basis.

Lately, investigators have begun to adopt an approach of idegtifydividuals with

LD on the basis of a failure to respond to intervention (Alexander et al., 1991;

Berninger and Traweek, 1991). Those who fail to make adequate progress despite
intensive assistance would be diatonosed as
those who have gained from tutoring progr al

responder so.

Hamm ill &éds (1990:83) words encapsul ate the
A Wiat is important is that professionals and parents unite around one
definition so that we can say with assuran

when we say Ol earning disabilitiesd o.

14



The Identification of LDS

Research on the classification of LD indicates little evidence that current
classifications of LD are logically corssent, easily operationalised, or empirically
valid (Morris, 1988).

The lack of uniformity with referene to LDS identification might lead to possible

flaws in he process. Some students may be served in LD programmes despite their
ability to cope in ordiary schools (Zigmond, 1993). Other students with LD have

never been referred to assessments. Furthermore, assessment policies differ. In some
countries such as in the UK, students are assessed longitudinally, whereas in other
countries such as in Israstudents are not sent to be assessed as LDS unless the need
arises. Moreover, different assessment batteries and approaches are applied in
different locations and this lessens the uniform procedures of identification. Thus
researchers of clinical and emipal approach may evaluate the same child differently
because their theoretical conceptualisation and operationalisation are different
(Morris, 1988), or because they use different means for diagnosis. However, Morrison
(1998) stated that the problem witte suitability of most standardised test

instruments is that they were developed with normal populations and not with groups

of greater behavioural variability.

In addition, a differential discrimination between LD and other factors of learning
failures should be made prior to the didactic assessment, as there might be other
factors such as family problems or low seemnomic background that could lead to
learning failures. Equally important is the consideration whether the same individual
might havedisorders that coccur, or whether a single disorder might have attributes

of learning and psychological disabilities within the same individual.

The ethics of assessment has been scrutinised by Gartner and Lipsky (1987:372) who

claim thati w h e n sulte doihot pragluce the desired outcome, evaluators often

change t heThiysarious accusatidn amplies mistrust between
professional s. Clinicians have also been a:

whose extensiveness is bound to find famtsvery individual. On the other hand, it



is argued that extensiveness allows for the clinician to effectively differentiate among

complex factors.

The two main existing approaches to assessments are the standardised and the

dynamic (interactive) approbhes: standardised, normative tests provide a reliable

means of assessing individual differences (Anastasi, 1988), detect deficits and

strengths, and may predict future school achievement (Cook and Campbell, 1979).

They also allow for a comparison betwgervious and current levels of functioning.
Dynamic assessments, on the other hand, me.
instruction (Feuerstein, 1979). The examiner provides instructional intervention and

compares the baseline ability with the studeé s per f or mance at vario
The active role of the assessor allows to assess processes and observe learning as it

actually takes place (Haywood and Wingenfeld, 1992).

Integration and inclusion

Throughout the 198 @g htelme ttheammadédé inctl eigrn atnido w
Currently, the term O6integrationd appears
6inclusiond. Tod (1999: Ald®&)ltdiomfaegd ¢gnti indteeg
not ef f ect iawview sypparteddy the dNatidl Association for Special

Educational Needs (NASEN) and by Thomas (1997). Thomas advocates that the

simple movement of SEN students into mainstream schools does not change

perceptions of these students. Florian (in Tilstone et al., 1998) takes thssthp

further claiming that whereas integration is associated with the physical learning

environment, inclusion is seen in terms of the quality of the learning experience which

ensures that no student is denied access to educational opportunitiexhGiRalrell

(2001) suggests that O6inclusiond has becom

extent to which a SEN student is truly integrated at school.

Furthermore, Rose (in Florian et al., 1998) contends that a failure in the process of
inclusion mght achieve the oppositeresiitT her e ar e many pupil s wi
educational needs in mainstream schools, who far from leahgdedfind

themselves isolated by teaching approaches which fail to give adequate consideration

16



to their individual learniig needs, and thereby exclude them from a range of

opportunities which would gm¥ance their pe

The literature appears to refer to three components of real inclusion: the first one is

the acknowledgementthatt hei r di versity of interests, &
be welcomed and be seen (Fareell, 2001 4).dhke t he | i f e
second componentis pl aci ng chil dren witHiFar®EN i n mai I

ibid.), and the third componefocussesoi support as needed by the
(Mittler, 1995: 105) and appropriate aids and services (Gilhool, 1989).

Despite the recent distribution of the Index for Inclusion in England and Wales which

conveys the messagethdid good eamegwbdHkf has been foundo
(Sommefeldt, 2001: 160), it is contended (e.g. Booth and Ainscow, 1998) that

inclusion is a procesinscow et al(1999: 137) maintainthdti ncl usi on must b
regarded as a nevanding process rather than a simple changedf##2¢ |t means,
of course, that deep changes aBoeth needed, a
(1996) holds the view that this process implies increase in the participation of students

in mainstream schools on the one hand, while on the other hand askecthe

exclusion of students from mainstream cultures and curricula.

Researchers are aware of possible discrepancies between rhetoric and implementation.
Barthes (1972: 143) refertoitBsa di s cour s e ,whéreag Bleedire al ment o
Ainscow, 1991)elieve that inclusionisan educati onal surgery wh
cosmet However, inclusion has a soci al me an
viewisthatit o be excluded from the mainstream of
this socialisation proe s § i c e , i bi d. : 253). This belief
(1995: 15) reportii(Inclusion)maximises the interaction between disabled and non

di sabl ed QRigalls 6i ncl usion, therefore, shoul

not set apart any grouy people.
The issue of inclusion can be looked at as a continuum of placements from full

integration to full segregation. It might be seen that although the continuum in the
United Kingdom (Figure 1.1) and in the USA (Figure 1.2) does not look exaetly th

17



same, the division ranges from ordinary
report).

Special help Periodic Division of Parttime Full-time

in the withdrawal time: special special

ordinary for small ordinary and school school

classroom group help special class attendance attendance

Figure 1.1: From segregation to integration in the UK

Regular education
Resource room
Separate class
Separate school
Residentiahome

Figure 1.2: Placement of children with SEN in the USA

Views about inclusion pose ethical questions. They range from those who
believe in totally inclusive education as a matter of r{@hiomas, 1997)to
those who believthat SEN means having the right to peovided with special
frameworks(FairbairnandFairbairn, 1992). Others claim thtae need for
accommodatiomoes not occur out of concern for LDS but in order

Ato keep the friegat iacniciDarsEd@®@3Nh | y 0
Conversely, it is asserted thategrating LDS in rainstream education

ttkesaway money which could have been spent

The aim and objectives of the study

The aim of the study is to examine how school leadership, school culture and school
structures asayceived by school staff are related to the level of inclusion of LDS in
mainstream secondary education. The study will focus on management perspectives

and not on the psychological, behavioural or learning deficits of LDS.

18
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The first three objective®cus on the relationship between each of the managerial

el ements which are part of this study and |
concept of o6school credodé will explore the
work in genelras$ivewheirgiaendi wicl | examine t he
are specifically associated with inclusion. Thus, adapth enquiry will be conducted

of leadership, structures and culture and at the same time of inclusive leadership,

inclusive structures and indive culture. These two groups of managerial elements

will be later combined into a complete picture of the management of school

inclusion.The fourth objective seeks to identify possible relationships between

leadership, culture and structures in the exhbf inclusion (Figure 1.3).

Inclusive
culture
Leadership Culture
Structures

Inclusive
structures

Figure 1.3 The relationships between management and inclusion

The context of the study

Thei nvestigation of LDS®6 inclusion wil/ be ¢
schools which are part of this research. All schools are part of Tel Aviv Municipal
Department of Education. However, the research will offer a glimpse to the macro

level of tre Ministry as well.
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Contextual data on the issue of incluion have been collected on three levels:
international, national, and local. The international level comprises an overview on
policies of comprehensive schooling and inclusive provision for LDBaJK,

USA, Australia (mainly Victoria) and Israel. The national level includes a
documentary analysis of curriculars issued by the Israeli Ministry of Education
between the years 19200, and Educational Acts relevant to the topic of inclusion.
The locélevel offers data collected at the educational department of Tel Aviv
municipality by documentary analysis. The research will be conducted in five
secondary schools. Table 1.1 offers background of the five schools. Further

information is provided in Appwlix 7.

Year of Number | Location/ | Percentage of| Percentage | School
foundation | of Feeding graduates of students | focus
students | areas with assessed ag
matriculation | LDS (year
certificate 2000)
(year 2000)
School | 1975 1200 North-east | 99% 60% Academic
A of Tel
Aviv
School | 1972 1352 North-east | 95.4% 24% Vocational
B of Tel and
Aviv academic
School | 1937 1520 North of 96.8% 12% Academic
C Tel Aviv
(27%
coming
from the
south)
School | 1935 404 North of 73-86% 30% Change
D Tel Aviv from
(40% of vocational
students in to
Senior academic
High from
the
periphery)
School | 1949 1450 75% of 80% (90% in | 17% Vocational
E students | the better and
from learning academic
southeast | tracks)
of Tel
Aviv; 25%
from the
periphery

Table 1.1 Schoolsé background
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The following sections attempt to offer an overview of international, national and

local aspects of comprehensive schooling and provision of services for LDS.

International comparisons

The international comparisons that are offered in this sectionae among the

USA, Australia, England and Israel. Although this study focusses on the management
of inclusion within the context of worldwide commitment to inclusion, one should not
forget the difficulties implicit within making these comparisons. Firstig

educational system in Israel is much younger than the other countries because the
state of Israel was founded in 1948. In addition, the number of students in Israel is
much smaller than in the rest of the countries and this makes the comparison a lo
more difficult in terms of proportions. Secondly, the educational system in Israel and
in England are unified systems whereas the USA and Australia have federal
governments. For exampl@, Australia education is a legislative responsibility of the
states and territories, with the Federal Government providing financial assistance to
state government, to nagovernment education sectors and to parent groups.
Therefore, there is a considerable variation in the way inclusion is implemented in the
six Australan states and the two territories. This situation is similar in the USA within
the 50 states.

Another problem is related to cressltural definitionsEvans et al(1995) asserted

that the concepts of LD and SEN represent two different predominaiaapps: the
United States strive to extend the scope of the legal definition of disability through
public laws (P.L. 94142; 99457; 101476) and use a range of descriptive categories
one of which is LDS, whereas the United Kingdom advocates that categbrie
disability for educational purpose are to be abolished and replaced by the much
broader term of SEN. In some countries which belong to the Organisation for
Economic Cooperation and Development (OECD), SEN is synonymous to special
schooling (OECD, 195: 28). It is noteworthy that in this respect Israel is more

similar to the USA because the category of LDS is treated differently than the rest of
SEN categories, whereas Australia is more similar to the UK and refers to SEN as a

general category.
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Devebpment of mixed ability secondary schools

Attempts have been made to develop systems and structures to respond to a diversity

of students as part of the development of comprehensive schooling (Booth et al.,

1997). This concer n c asnteh otool baep pkrnooawcnh 6a s( Doet sl
1987) in whit schools moved away from traditional and more segregated forms of

provision towards mainstream solutions.

Secondary education systems pose far greater problems for integration than do
primary education systems for two main reasons: they tend to beselective in

order to meet students and societiesd need:

school teachers are more conceriiedi t h t he knowl edge i nherent
individual subject specialisms, rather tha
overall appr odQERP 4995:27). | ear ni ngo

A key variable for integration is the age at which students specialise in learning
tracks. Whereas in France, Greece, Italy, Norway, Iceland and Spain specialisation is
delayed, in England some schoobrsit from the entry to secondary schools and this

might be considered as inhibitng integration (ibid.).

The comprehensive high school, which is the dominant model in the USA today, was
set by the Commission on the Reorganisation of Secondary Edud#i®) (It was
comprehensive in the sense that it was envisaged as accommodating the needs of
various students as representatives of varied populations in the USA. Indeed, whereas
by the early 1920s about-30% of youngsters attended high schools, todaydkte

is well over 90% of 14.7 year olds. Following a reform between 193810,

matriculations were annulated and most secondary schools accredit their students with

a final certificate based on the level of their performance at school.

Movement from pgmary to secondary education in Australia is automatic. Secondary
education tends to be neighbourhdmabed, featured by a comprehensive curriculum.
Whereas a full secondary cycle lasts five or six years, for the majority of children the

first phase whicltasts three to four years also represents the conclusion of their
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formal full-time education. In many cases, the student receives a certificate of
attendance and performance upon the conclusion of the first phase which is based on
internal records, exteahexamination, or both. Students take their matriculation

exams at the age of 18 although education is not compulsory after the age of 15. As
students progress through school, they have increasing opportunities regarding
breadth and depth of subject neast

The trend towards comprehensive schooling in Englafidas | ong and compl ex
process, subject to mucfFogelman,i1999:1).ofThe and man:
1944, 1988 and 1996 legislation enabled comprehensive secondary schools to

introduce anelenmet of selection in the form of the
intake. O6Academicd children were assigned
technical grammar schools, and the less able were referred to secondary modern

schools (The Hadow Report, BoarftlEducation, 1926; The Spens Report, Board of
Education, 1938). At the same time, dissat|
examination increased (Douglas, 1968) as well as awareness towards comprehensive

schooling in Europe, particularly in Sweden.

The current situation in England is dependent on local politics. For example, the

secondary system in Buckinghamshire is selective, but its largest town, Milton

Keynes, has comprehensive schools. There are also regional differences. Whereas

most secondarychools in England and Wales are comprehensive, almost all
secondary schools in North Ireland select
The most common policy of withischool grouping is mixedbility groupings, but as

students progress through g@hool there is increase in ability grouping.

The issue of comprehensive schools in Englaaslalways been a highly political

i ssue, subject to intense political scruti:
Papersd. At the same time |l eft wing author|
1969; Cox and Boyson, 1975). In the 1980s an®4%8e educational system in the

UK was subject to restructuring: it became subject to the National Curriculum and

developed schoddased control over finance and management as well as parental

choice. These changes emphasised individual choice, divefgtgvision,

excellence of outcomes and value for money. Figures indicate that whereas in 1970
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47% of students left schools with no qualification, in 2000 that figure reduced to

5.4%. Furthermore, between 1989 and 1999 the percentagel8fyigar old stdents

in full-time education rose from 37.6 to 75.4%. Indeed, the 2000 DfEE statistics
indicate that 141,387 students attend grammar schools and 108,305 attend secondary

modern schools, whereas traditionally the ratio was at least one to three.

Provison for LDS

AThere Iis something deeply unattractive ab
his own rightso (Warnock, 1977)

Methods of allocation of SEN services vary betweeuntries in their degrees of
formality, flexibility and delegation to the local level. In addition, the nature of

support and the roles and responsibilities of support services might differ too. For
example, in Canada, Australia and Norway SEN sersgiem iintegrated part of

ordinary school education, and does not necessarily require formal assessment. Thus,
special education services are delegated to the individual schools which, in turn, can
change the resources i nf onotherlcougtrieh suchs c hool 6
as Belgium, France, Germany, Ireland, the Netherlands, Spain, the United Kingdom
and the United States, the provision of SEN is conditional on formal-multi

disciplinary assessment and on decisions at regional or national level (OECD
1995:29). In England, for instance, the provision etlass special support assistance

is a common outcome of statement procedures prescribed through an Education Act.

Table 1.2 provides data on the basis of OECD Report (ibie#5420126). The

empty rubrics mean that no data has been provided. It is noteworthy that most

findings relate to special settings (except for Norway and Finland). This indicates that
most LDS study in segregated schools. Further, most LDS study in segregated schools
(40.9566.3%), yet their total percentage in school population of SEN students varies
(0.483.17%), as does the percentage of SEN in different countries10.88).

Finally, interpretational analysis should take into consideration the different

terminology, tye of provision, and location.
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Year Number | % of % of LDS | % of SEN | %
of LDS in school | in total integrated
students | in population| school into
with LD | special population| mainstream
schools
Australia 5.22
Austria 1991 11934 66.3 2.55
Finland 1987/8 | 42 110 43.49 |1.43 17.08 100
Germany | 1989 136 422 | 55 2.04 7
Greece 1990/1 | 8723 55.63 |0.48 0.86
Ireland 1989 46.40 | 0.67 1.45
Netherlands 1989 43 155 4119 |1.50 3.63
France 32.03 1.13 3.54
Norway 1990 56 6 69
Switzerland| 1898/90| 18 303 52.3 2.56 4.90
USA 1990/1 | 2144377 | 49.11 | 3.17 7
Belgium 1988/9 | 9972 (no | 40.95 | 1.26 3.08
LDS in
secondary
schools)

Table 1.2 Data gathered from OECD report (1995)

The OECD data demonstrated that although segregated special school provision

continues to be the norm in several countries, most nations wish to integrate children

with disabilities into mainstream settings. Yet, the key to successful inclusion lies in

themodifications of practices and attitudes by policy makers as well as by schools.

These attempts require an appreciable investment of human and fiscal resources.
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USA

Legislation

The aim of educational laws in the USA is to secure the rights of disabled students
and their parents. Indeed, the right for education is a basic right in‘the 14
amendment. In 1963, when the Association for Children with Learning Disabilities
was formedn the US, the term LD was accepted into medical, psychological and
educational lexicons. This was followed by a series of legislation initiatives: the 1965
Elementary and Secondary Education Act, the 1969 Learning Disabilities Act, the
Rehabilitation Acin 1973, the 1975 Education for All Handicapped Children Act, the
Individuals with Disabilities Education Act (IDEA) (1990), the 1991 IDEA
Amendments, and the 1990 Americans with Disabilities Act (ADA) with respect to

employment, transportation, accommaaiat and telecommunication.

The 1997 IDEA in which dyslexia is the only specific LD listed, asserts that all states
with a SEN policy receive money from the federal government. The IDEA focusses
on five issues:
e Special budgeting for the diagnosis &Ny
e Individualised Education Programme (IEP);
e The concept of Least Restrictive Environment
which requires that schools admit all learners
and initiate necessary modifications;
e Mainstream teachers training;

e Entitlement to accompanying services.

Inconcusi on, studentsé rights are |l egally sec
disabled people as well as laws such as IDEA which address educational needs. At the
same time, there has also been a strong advocacy of disability organisations as well as

court decisions.
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Vision
"The federal role in education is not to serve the system. It is to serve the children."
(President Bush, 2001)

The major principles of | egislation which

individualised programmes, appropriate extra provision, parpatticipation and

shared decision making. Public schools are required to develop IEPs which must

respond to the childdéds individualised need:

process. Each studentds | EP mustshite r evi

from the clinicaloriented approach predominating between 1962 to 1975 to an
educationabperational approach. This enabled schools to make decisions regarding

access to resources (Burbules et al., 1982).

Implementation
OECD report (OECD, 199527) indicates that in 1990 specific LD consisted
2,144,377 students. This number consisted 49.11% of overall number of SEN students

and 3.17% of total school population.

Three studies which followed the 1969 Act in the Child Service Demonstration
Centes (CSDCs) demonstrated the inadequacy of the definition of LD in operational
terms (Kirk and Elkins, 1975; Mann et al., 1983; Norman and Zigmond, 1980). Since
the 1970s, the number of LDS identified and catered for in public schools have soared
from 1.8%in 19761977 (which is the first year in which national figures on the
number of students with disabilities are kept), to nearly 5% in-1983. The 18

Annual Report to Congress 1996 indicates that graduation rates from school are
higher and more studenwith disabilities are going to college. Thé®2gnual report

to Congress on the implementation of the IDEA showed that graduation rates for
disabled students of age 14 and above have climbed steadily sine@4199@&reas

the dropout rate among thisgulation has declined. Yet, a particular concern was
expressed with regard to inclusion in regular educational settings. Reports indicate

that 56% of LDS were withdrawn for 40% of their time to resource room education.
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Australia

Legislation

There is no legislation in Australia for inclusive education. The Commonwealth

Disability Discrimination Act 1992 is ambivalent in the sense that it prohibits school

authorities to deny a disabled student access to school, yet if school authority can

proe 6unjustifiable hardshipd they may ref u:c
Australia, 1997). This hardship could be the expense of education for a disabled child,

teacher stress, or the necessity to make modifications to buildings. Indeed, Forlin and
Forlin (1998) argue for the devel opment of

legislative frameworks.

Vision

SincethemieB O sAusit ralia is moving towards the pr
(Center et al., 1989: 1\While the various states and terries differ markedly in their

approach to policy formulation and implementation, this general movement towards
integration is uniform and is underpinnediby he r ecogni ti on that <ch
disabilities have the right to be educated in environments whatimise the

nor mal cy of t (ibid.il). The ktpgeation Reparténsd/igtoria (1984b)
demonstrated unconditional acceptance of the right of all children for mainstream

education. It viewed disability as a reflection of the integration betiveelearner

and school organisation, curriculum, pedagogy and culture. Indeed, the policies of the
states and territories recognise the need

rather than weaknesses (Dempsey, 2001).

Implementation

In 1984 there wre 214 disabled students enroled in regular schools and 5,300 in
specialist settings. In 1991 there were 4,987 disabled students in regular schools and
4,912 in specialist settings. In 2001, the number of disabled students in regular
schools rose to 10,90n contrast to 5,900 in specialist settings. A report by Cullen

and Brown (1992) indicated an increase of 32% in the enrolment of SEN students in
mainstream schools and of 46% in funding between 1984 and 1991. In addition, IEPs
are mandatory and a progsereview on the implementation takes place every two

years.
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Yet, Slee (1996) claimed that there is a discrepancy between rhetoric and practice
regarding inclusion in Australian education, which might be attributed to the fact that
the education system Awstralia is centralised and schools are financed directly by

the Ministry of Education. Lewis (1993) draws on data from Victorian schools and
claims that rather than reconstructing
i nt egr at i oinverdged. Altheughtth® Viet@ian state government
expenditure on integration has increased from $A3 million in 1984 to $A44.2 million
per year in 1992, expenditure on segregated school system has increased from $A46
million to $A97 million during the samgeriod (Pope, 1992). Similarly, the New

South Wales Department of Education is committed to a policy which favours both

special and mainstream settings as alternative options for SEN students.

England

Leqislation
The situation at the outset of the twefirst century in the UK is that schools are at

different points on the inclusion continuum, which ranges from formal provision to

SEN students to fully inclusive classes catering for all abilities.

The education of disabled children in the UK has be#unenced markedly by the
Warnock Report (DES, 1978), which advocated that 20% of students might have SEN
at some stage, and these needs should and can be met in mainstream schools for the
vast majority (18%). Only two per cent of students who are statechevill be

placed in special education. Warnock claimed that the source of the problem is not the
student, but rather the result of the interaction between the strengths and weaknesses
of the student and resources. Warnock also recognised that eduatishare

uniform for all learners, but the degree and means to attain them differ between
students. The report emphasised three stages towards integration: locational, social
and functional. The report was scrutinised for offering an easy escapedotssch

which objected to integration.

The 1981 EducatioAct introduced the procedures for statemewtsereby LEAS

became responsible for the identification of students with SEN. Theesdatved the
O6medi cal 6 | abel s and esaipdrsancar atemphte m by
destigmatise SEN students and place them on the continuum of mainstream
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education. However, the Atitroducal an ambivalenpicture ofthe duty to integrate
(FairbairnandFairbairn, 1992) including aexcessive leeway toEAs by stating
provisos which enabld them to effectively ignore this duty. In reality

the Act did nothing to enhance SEN provision.

The 1981 Act still forms the basis of all special needs legislation, especially on the
identification and assessmentstfidents with SEN. However, the 1993 Education

Act is also considered to be an important milestone because it was the first legislation
to make schools of all kinds responsible for meeting SEN. It related to more specific
realms of of the Special Educatiédct: roles and responsibilities,-oodination
arrangements, accessibility, resource allocation, evaluation, staff training and outside
support, links with other schools, and access to curriculum. In addition, schools had to
make annual reports to paremégarding school policy and its implementation

Another contribution of the Act was the Appeals and Special Educational Tribunal.

Further new legislations were initiated in 1988 as a result of two reforms:

the shift to LMS and the introduction of a fomim national curriculumExamples

for new legislations arthe Green Paper (DfEE, 1997), the Programme of Action
(DfEE, 1998) and a whole series of circulars on various SEN issues. In particular,
the Salamanca Statement (UNSECO, 1994) had a majortimpaarrent thinking
(Farrell,2001).

The Code of Practice that was issued after the 1993 Act (DfE, 1994g) was designed to
correct the deficiencies of the 1981 Act (Loxley and Bines, 1995) by offering

provision for the 18% of students identified byaWWock (1978) as having SEN

without statements (Peter, 1994). The Code provided guidance to the LEAS, schools
and other agencies about how to fulfill their duties, and differentiated between

learning difficulties and learning disabilities. It highlightedmagement issues

such as the SEN coordinator role (SENCO). The Special Educational Needs and
Disability Act 2001 (SENDA 2001) offers amendments to the 1996 Education Act by
removing two of the conditions on mainstream inclusion for these students. whe ne
Code of Practice which came into force 1in
responsibility to provide curricular responses and IEPs to SEN students. It maintains
that the early stages of assessing and meeting SEN should be based within the school
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sdting, whereas the final procedures which involve statutory requirements are to be

shared between school and the LEA.

Policy

Trends which started in the 1980s and 1990s towards high achievements and
competitions between schools (Housden, 1993) arose reanwéh regard to

vulnerable populations. Simkins (1994) pointed out that the Conservative Government
was concerned with the three Es: Efficiency, Economy and Effectiveness, but ignored
the fourth B that of Equity. The new Labour Government, howevepressed
commitment to equal opportunities and to educational and social inclusion. It
supported the Salamanca Statement in the Green Paper (DfEE, 1997) and its Action
Programme (DfEE, 1998). This document outlines an intention to move more
students fronsegregated to mainstream schools although some points remain

ambiguous.

The governmentos policy of tackling soci al
establishment of the Social Exclusion Unit, the Sure Start (SS) and Early Excellence

Centre (EEC) programes, and the extension of the Disability Discrimination Act

(1995) to schools and further education which was reinforced by the Human Rights

Act 2000. Farrell (2000: 154) assertsthat nc |l usi on i n a more gener
seen as a O0godwditomi mgd dEnpdieyavasdfulthern g 6 o0 .
supported by the 6l ndex for Inclusiondé (Bo
schools in England and Wales in May 2000 in an attempt to explain the social model

as opposed to the medical model towaratusion.

Implementation

Findings indicate a steady reduction in the numbers of students attending special
schools (2% of SEN students according to DfEE, 2001) but this may be accounted for
by a reduction in the numbers of students with sensory andcphygsficulties

(Farrell, 2000). There has been a steady increase in the number of students excluded
from schools (Parsons and Hawlett, 1996) and in the numbers of students put forward
for statutory assessments (DfEE, 1999). This caused pressures oahdEdshool

budget and raised questions with regard to the most effective means of resourcing
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special needs. Moreover, the commitment to parental choice implies the need to

maintain both inclusive and segregated systems with the budgetary implications.

Lunt and Norwich (1999) argue that the persistence in the definition of SEN as a

group within the context of o6éexcellence f o
resources. Consequently, the number of assessed students increased because this
ensuredschool access to more resources, although it equally posed an ethical problem
regarding Operverse incentivesd6 for statem
25% of all SEN students were being educated in mainstream classes in 1990, whereas

63% wee being educated in special schools and 12% in special classes. Kirp (1982)

contrasts the legislative approach in England and the USA and asserts that the former

was under the control of educational professionals, whereas the latter was guided by

an emphsis on rights in legislation.

The Israeli experience

Development of mixed ability secondary schools
The secondary education has been influenced by two main Acts: the 1949 Act which

established compulsory education for ages six to fourteen, and the 1953 Act which

established education by the State. The Israeli system of secondary education offers

the following types of schools: grammar schools which are matriculatiented;

vocational and technical schools; the Yeshiva, which is an orthodox matriculation

oriented school that focusses on Jewish subjects. The matriculation grading system is
based on examss wel | as on teachersdé evaluation o
students may take the final governmental examinations which grant them with a

secondary school dilpoma even if they have not taken the matriculations.

The 1960s introduced anewtten of 6 Educati on for AlIl &6, all
opportunity to materialise his/her skills. The 1975 EA extended compulsory education

to the age of 16, and free tuition was granted until tffegt2de. Consequently,

vocational trends were offered in grammar schools, and comprehensive schools
currently offer varied secondary curricul al
schools offer special classes for LDS and-kxhievers which provide a more

flexible curriculum and support to individuals, and help them graduate within existing
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National Curriculum. Indeed, data indicate that more students attend secondary
schools and are able to graduate from them (245,000 students in 1990 and 331,000 in
2002).

In a report that was issued in July 2002 by the Tel Aviv Municipality two tendencies

can be observed: an increase in the number of secondary schools with LMS (six in

2002, 14 in 2002); a change 4dexcsaualoohopalsi
regads weak students, as a result of which more students are now able to graduate

from the same skyear school where they started their studies (58% of graduates in

1998 as opposed to 62% in 2002).

Provision for LDS

A survey conducted in 1999 in 300 SamiHigh Schools revealed that out of 132,748
students from all sectors 14,189 students were identified and assessed as LDS, a

number which totals to 10.6% of student population. Data analysis indicated a great
diversity among schools in the percentagstofients assessed as LDS, as well as in

assessment batteries and specific test accommodations.

The policy of management of LD in Israel will now be overviewed with reference to
the relevant Acts and the Gener 2996 Manager 6

onwards.

Legislation
The Speci al Educati on Awhenalpl&@entcemendtéei on 7 b

deals with the placement of an exceptional child, it will prioritise a familiar

mai nstream instituidowev e, adacementis anht 8 hool
dependent upon a rigorous examination of his/her individual needs and a

consideration of the most suitable institution for him/her. The Act enhances

mainstream school staff responsibility for SEN students and encourages cooperation

between spcial and mainstream education. It advocates the use of special needs
services such as 0 rnedvaldarvacdsdWhataurderpinsthig and p-
Act is the necessity to recognise diversities among people and learn to accept the

odi f f e rieteyrialpartafsociatn
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Circulars regarding the implementation of the Act were issued from398@wards.
Brandes and Nesher (1996) pointed out tensions regarding the rhetoric and
implementation, whereas Shulman and Hed (1990) focussed on

organisatioal/physical integration as opposed to social/interpersonal integration.

Two longterm integration programmes which aimed to achieve full implementation

of the 1988 Act were initiated in 1989 and 1994 and were specified in the General

Manager Circular19® ( 49c) Ol ntegration Programmes i
regarding SEN students in mainstream and s
integration as one of the greatest challenges of the Israeli educational system whose

aim should be to address theesial needs of students who cannot adapt socially or

academically to mainstream schools (except for severe disabilities). It is noteworthy

that LDS appear under Category B in the priority list in the circular regarding the

provision of SEN services.

On November 18 2003 the Committee of Education and Culture of the Lsraeli

Knesset approved the 2003 Act of the Rights of LDS in Mainstream Education. This

Act focusses on the standardisation of procedures of identification and assessment of

LDS, and on desions regarding educational interventions and test accommodations.
LDS,whomake12 0% of studentsdéd population, wil!|l
learning career. In addition, a committee of 19 professionals whose main job will be

to consult and supemse the implementation of this Act will be established.

Another Act concerning the Integration of SEN Students in Mainstream Education

was approved by the Knesset Committee on NovembBeritifbcusses on the

allocation of extra support, IEPs preparechbyneroom teachers in partnership with

SEN teachers, and monitoring the process at the end of every school year.

Vision

The 1996 Circularcallsfatrcont i nuous heart recruiting an
(p-19). It maintains that most LDS should studyagular classes and only a small

number of students needs special framewdrks. 1996 Circular encouragést h e

creation of supportive school climate which enables the system to function as

remedi ating r at h(p.9).The basisfortha 198vigrgatiti s i ng o
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Committe was the social recognition that every student has rights for equal
opportunities to materialise his/her learning potentiaé 1998 Circular emphasises

the need for a differential discrimination. It claims that LDS should be taught new
strategies for coping with LD throughout their life cycle. In addition, it states clearly
that the purpose of assessments is first and foremost intervention and treatment and

not test accommodations.

The common feature in the different papers on the issue of integration is the

importance of the headteacher in leading the process of inclusion at school. However,
Avissar (1999) argues that the headteacher
mainly ensuring the uniform decisions imposed by the Ministry rather than leading a

change.

Policy

The Israeli policy towards inclusion clearly sees LDS as a distinct category among
other SEN categories. Yet, it is not cleaclyt. For example, the 1996 Citaustates

that students of upper grades that have never been assessed before are not entitled to
any special test accommodations. Contrarily, the 1997 Margalit Committee advocates
their entitlement for test accommodations on the grounds$ithaD c¢ aentifibde 1 d

t hr oughout(p.1ln)i Theel998 Circudar aglvocates the implementation of this
decision, whereas the 1999 Circular excludes upper graders claiming they were

assessed for the sake of matriculations.

It is also noteworthy that the phenomarad overplacement in special schools is still
continuing and Avissarodos (1999) interpreta
all ocated for SEN and partly the systembs |

students face in mainstream education.

Speial concerns

The Margalit Committee expresses concerns regarding several issues:
e The low availability to LD identification services among certain

populations, such as the Arab sector or Haredi (fanatic religious) Jews;



e The disruption in the continuum sérvices from Junior to Senior High
Schools;

¢ The lack of standardisation, uniformity and validity in assessment tools
which might mislead members of pedagogic committees;

e The increase in the number of students applying for test
accommodations followingssessments (5.8% of all students in 1995,
8.4% in 1996 and 11.4% in 1997);

e The fact that most assessments are conducted in private frameworks.

Recommendations

In the 1996 circular it is suggested thasarvice training system be developed in

every stiool within five years, which includes the development of assessment skills
among teachers and SENCO. The 1997 Margalit Committee advised that training
should be designed according to subject area and methodology of specialist teachers.
It has also been cemmended that MATIYA centrésegional centres which provide
inter-disciplinary services for LDS) be set, in order to provide assessment and multi
professional services. These O0remedi al 6

with schools.

The 1998 Circular advocates that assessments will be valid from Junior High School

until five years from graduation date (as opposed to five years of validity in former
circulars). In addition, a specific committee for LD matters will operate in every

school ad discuss accommodations on the basis of assessment findings as well as the
|l evel of studentés functioning at school
empowered to match the content of the report to test accommodations. The 2000

Circular reconfims the need for a SENCO in every school.

The Circulars differ in the extent and variety of test accommodations. For example,
the 1996 Circular suggests seven types of test accommodations, the 1998 suggests ten,
whereas the 2000 Circular suggests elevée. 2000 Circular offers detailed

accommodations for every specific LD.
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Assessment procedures

The 1996 Circular seems to be inconsistent in respect of authorised assessors of LD. It
asserts that differential discrimination will be conducted by an eduedti

psychologist. Basic academic skills, on the other hand, will be assessed in a

complementary didactic assessment only if individudégigned interventions have

borne no results. At the same time it is maintained that pedagogic committees should
relyonian educati onal psychologist, a special
d o c t(m15,e) while granting test accommodations. In another section (3a) it

entitles psychologists or doctors to assess, with no clear statement what specialist

doctors ag included in this definition.

The 1999 Circular confirms the entitl ement
its opinion on test accommodations relyingfoa v al i d psychol ogi cal
(p.1, section 1.2). The 2000 Circular further accredits the pedagogic committee on the

basis of its daily acquaintance with the students, and acknowledges it as the fully

authorised body for deciding on test accommodations. The main change is that the
committee is now empowered to advise on the type of assessment and assessors

according to the following baseline:

e Didactic assessments will be suggested when LD are assumed to be primary
and no other factors need to be negated.

e Psychological assessment vii# advised when other factors, such as
behavioural or emotional are involved.

¢ Multi-domained assessments will be suggested when specific
accommodations need to be approved, such as oral tests or reduced materials.

e Other assessments might be suggestsdnme cases, such as neurological,

and occupational.

As a result of the ambiguity expressed in Circulars with regard to didactic assessors,
an appeal to Court was made by the Association of Didactic Assessors. Indeed, in
1999 the Supreme Court statedaclg the entitlement of didactic assessors to assess

LD, a decision which was supported by the January 2000 Circular.
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Supervision procedures

The 1997 Margalit Committee decided that private assessments need to be confirmed
by MATIYA Centres. It also calléfor a clearcut policy regarding supervision on

schools and on public assessment centres. The 2000 Circular establishes a systematic
supervisory setup of the Ministry regarding the implementation of regulations
concerning test accommodations in secondahpols. In case a certain school is
observed as having breached regulations, the authority of its pedagogic committee

will be re-evaluated. Evaluation programmes will operate in three ways:

e Detection of schools where more than 10% of students regsire t
accommodations;

e Random supervision in schools;

e Issuing reports on LDS based on data retrieved from the Tests Unit of
the Ministry;

e Supportive evaluation which aims at the enhancement of the status of

LDS in the system of education.

Local Aspects: Tl Tel Aviv situation

The development of mixed ability secondary schools

In the 1970s, students were admitted to secondary schools on the basis of
achievements and a Standard Ability Examination. Following the Open Enrolment
and school competition, this étide has changed. The Department of Education
currently carri-escbusi aiyqamsécandaylsthdos.0 R 0 n
Practically this means that extensive efforts are made by schools to avoid student
dropout. Indeed, this has been the dedaolicy for some years now, but it was only
implemented two years ago. If a school wishes to make a student leave, it has to be
done in accordance with Faliv LEA which approves of the transfer only when all
means of support have been tried out unsagfodly. According to the Head of
Pedagogic Management, dropout rates which used to-b8%Chave decreased over

the past two years, although no formal statistics have been published yet.
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Provision for LDS

In 1999 the municipality initiated®at eer i ng commi tt ee which est
of Supportd, ai mingitsk 6prsdwidckertasndwerss ctomn d
operates in full cooperation with LMS via a Support Coordinator, whose

responsibility is to identify the population otigents, set support groups, and

supervise the work and resource allocation within school. The Support Coordinator

acts as schoolds consultant and enhances 0
functions under a system of evaluation and supervisionder to ensure the match

between needs and resources.

Another way of tackling LDS problem is a system of two categories of classes in

secondary schools. The first category is financed by the Ministry (MABAR and

HECHVEN in Hebrew). The MABAR class matriculatiororiented whereas

HECHVEN does not aim at achieving a full M,
economic situation is taken into consideration too in both cases. The second category

is financed by Tel Aviv LEA (in Hebrew: BAGRUTIT) and it agdses students

whose level is lower than MABAR and HECHVEN. Procedures for dropping out

from these classes are similar to those described above.

These three types of classes are consider e
In 1999 there were 14 a3 classes of the first category, and 44 classes of the

second. The main features of these classes are low student numbers (20 versus 40 in
6regul aré classes), increased support, and
needs. This curriculum shlauicomprise a limited number of subjects which are

compulsory for the Matriculation Diploma. A high percentage of students are LDS

(usually 50%). But whereas the Ministry classes make the selection by criteria of
student 06s abi leconopc lewd, the" BPAGRUTH slassiopart ob

LMS, and selection is made directly by school. It is mainly meant for students who

did not fit in the Ministry criteria, yet need extra help. One of the main criteria to

accept students to these classes is lacksafgdine problems.

39



Il n addition, Tel Aviv LEA is making attemp!
increase knowledge in 6remedial 6 teaching,

of LDS and students with learning difficulties.

Summary
In respect of the development of comprehensive schooling, it is clear that the

educational system in Israel is similar to the British system. Indeed, both systems
have moved away from selection by ability at the end of primary schools (11+ exam

in the UK, the EKER in Israel) towards comprehensive schooling, a shift which took
place at about the same time (the EA 1976 in England and the 1975 Compulsory
Elementary and Secondary EA in Israel). In addition, whereas the matriculation
exams were annulated in the US&tween 1933940, the UK and Israel still use the
GCSEs and the BAGRUT (matriculations) respectively as standard tests for academic

requirements. The matriculations system is used in Australia as well.

The main conclusions from the overview of pgwn for LDS offered above is that

on the one hand, educational policies favour inclusion although on the other hand,

they are still ambiguous regarding their guidelines for implementation. Thus,

discrepancies were detected in all four educational sysiedes investigation

between the rhetoric of inclusion and the actual implementation as well as within the

process of implementation. For example, whereas only 2% of SEN students in the UK

attend special schools (DfEE 2001), the numbers of students puairofov statutory

assessments are increasing (DfEE 1999). Similarly, the 2000 Ministry Circular in

| srael advocates a supervisory setup on LD:

recommendation is not implemented.

Regarding legislation, Israel is morengar to the USA in terms of special Acts for

LDS alongside the recognition of the right of all SEN students to be integrated within
mainstream frameworks. The first Learning Disabilities Act in the USA was made
earlier than in Israel, in 1969, and waldwed by a series of educational initiatives
concerning all disabilities, such as the IDEA 1990 and IDEA 1997. The first Act in
Israel was the 1988 Special Education Act, which was followed b3002 Act of

the Rights of LDS in Mainstream Educationdahe 2003 Act on Integration of SEN
Students in Mainstream Education. The educational system in England is also
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characterised by broad legislation initiatives regarding inclusion which started with
the Warnock Report (DES, 1978) through other Acts suthea$981 EA, the Code

of Practice 1994 and the SENDA 2001. In Australia, however, there is no legislation
for inclusive education. It might be concluded, that educational legislation in Israel
regarding SEN inclusion was influenced by earlier legislatidche USA and the UK,

and it is more similar to the USA due to the specific reference to LDS.

Recent legislation offers similar provision in the USA, the UK and Israel concerning
IEPs for SEN students (the 1997 IDEA, the new Code of Practice 2001 a@Dthe

Act on Integration of SEN students respectively).

The relationship between the process of inclusion and the managerial elements seems
to be reflected in Tilstone et al. (1998) who claim that inclusion should be regarded as
the processes which schemnust adopt if they are to fully meet the needs of

individual students. The management of the process will be further discussed below.

Managerial Elements
The move away from the traditional paradigm of special education towards inclusive

practices invtves many factors. A key theme running through many studies is that the

success of inclusion depends to a great extent on the availability and quality of

support that is offered in mainstream schools. Findings indicate that results are

dependent on whethée inclusion process is carefully managed (Farrell, 2000). Yet,

the O0recipebdb for the right dédmanageri al me n |
to meet SEN more effectively, they need to develop flexible approaches to curriculum

and positive attudes and understanding of individual needs (Tilstone et al., 1998).

This includes teachers6 training and suppol
transformations in teachersdé attitudes and
changes need to be eftevely communicated towards full staff cooperation. This

section offers a short discussion of how managerial elements contribute to the

inclusion of LDS.
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The focus of study

A study of recent policies towards LDS in Isramplies a change in the rhetoric of

the Ministry and of school management. There seems to be a growing awareness with
regard to the diversity of studentsdé needs
opportunities. This means that not only should LDS beretf the chance to be part

of mainstream education, they should also be provided with special test

accommodations which suit their needs. On the macro level of the Ministry, Acts are

in the making on the issue of dagogiessments
committees have been authorised with regard to school implementation, a special unit

for LDS has been established at the Ministry, and measures of supervision have been
suggested. The Tel Aviv municipality and other LEAS are constantly trying to

swggest new structures for LDS such as the MATIYA centres, school SENCOs and

support classes.

The following paragraphs offer an initial justification for the selection of leadership,
culture and structures as the main managerial elements that will be explored in this

study in the context of inclusion.

Existing literature indicates that values #re touchstone of effective schools and that

the headteacher has a critical role in linking values, leadership, vision and culture
(CampbeHlEvans, 1993) and in initiating and maintaining the desired change (Nias et

al., 1989). Moreover, school headsaret onl y responsible for te
the area of LD, but also for developing their will to work well (Evenden and

Anderson, 1992). School heads are also responsible for the development, inspiration

and communication of attitudes (Kouzes and PQ<si896).

At the same time, it is not clear whether school heads draw their strategic ideas from
school culture, or whether they are the reflection of that same cuttuorght be

assumed that the culture and leadership in a school whose goal isreoecalbuld

differ from those pertaining to a school with a more inclusive orientation. The concept
of culture seems to be essential in this research, because culture stresses the informal
features of an organisation while the present research seeksdiogagie between

declared and hidden policies regarding LDS. Another point is the acknowledgement
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of the existence of multiple cultures in one organisation (Sergiovanni, 1984). Thus,

the study aims at seeing whether school culture can favour inclusionaivthile same

time strive for excellence. However, it is debatable whether headteachers can

intervene at each phase to alter organisational culture as advocated by Schein (1981).

Indeed, if school culture totally depended on school management, headteamiidrs

not find it hard at all to alter structure:
382) response to this claim might be that

conceptso.

The organisational structure of secondary schools currently coosgibject
departments, specialist teachers, short time allocations per session, and class
movements. Organisational structures are the channels through which goals and
objectives can be met effectively. They enable the allocation of responsibilities,
coadination, supervision, and all other regular activities (Child, 1984). Schools find it
difficult to cope with change, particularly where this requires modifications of
classroom practice (Fullan, 1991). However, some structures are associated with
inclusion more than others (Sebba and Ainscow, 1996). For example, four of the
features of successful i ncl us-ielated: on Gi angr

e Clear role relationships among professionals

e Effective use of support staff

e Meaningful IEPs

e Procedres for evaluating effectiveness

The present research will dwell on managerial terminology which pertains to
leadership, culture and structures, but at the same time it will dwell on inclusive
terminology which is associated with inclusive leadershigiusive culture and

inclusive structues.

Summary

This section has demonstrated that the Western World of education has increased its
awareness towards LDS since the 1980s, and current legislation favours inclusion for
LDS as well as for other SEN studem mainstream education. International

comparisons have identified problems and ambiguities in the implementation of Acts
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and Circulars. At the same time it has been argued that there exists no consensus on
the definitions of LD or SEN, and assessmastruments used for the identification

of LD are varied. This lack of unanimity of procedures accompanied by increasing
numbers of students identified as LDS calls for adepth study whose main focus

will be managerial, in an attempt to see how théesgdhandles the management of
inclusion. More specifically, the study aims to enhance understanding of how school
leaderhip, school structures and school culture as managerial factors are related to the

process of inclusion.

The research questions havebdéormulated on the basis of the Statement of the
Problem. The main research question is:
How are perceived school leadership, culture and structures related to the process of

inclusion of LDS in mainstream secondary schools in Israel?

The subquestionsvhi ch have emerged by O6unpackingdo t

are:

e How are staff perceptions of school leadership and inclusive leadership

related in the context of secondary schools in Israel?

e How are staff perceptions of school culture and inclusive culture

related in the context of secondary schools in Israel?

e How are staff perceptions of school structures and inclusive structures

related in the context of secondary schools in Israel?

¢ What relationship might be suggested between school leadership,

school culture and school structures in the context of inclusion?

44



Chapter Il

Literature Review

The management of change

Today @smsprolme from yes(Sengedl®3yHy sol uti onso

=]

Change is too i mport ant(Fullanplod38®ve t o the e:

1]

Introduction
It has already been argued in th&roduction that inclusion policies of SEN students
in mainstream education have been imposed as an innovation by the Western

Ministries in the 1980s. Farrell (2001: 3) offers an explanation for this decision:

AOnly those who | i vhave taited ta moticeé thae thelgsi2E net c o u |
years have witnessed major changes in policy and practice in the education of pupils

referred to as having special educational

However, what needs to be asked is why some changes are successfully ingadement

and sustained, whereas in others a discrepancy between rhetoric and practice is
identified. This section wil!/ seek to link
mainstream secondary schools to the management of change implementation. On the

one handit is argued that SEN inclusion was introduced as an innovation in 1988 in

the western world of education and one would expect the process of implementation

to have been completed by now. On the other hand, conditions of inclusion and

awareness towards spal needs keep changing. Therefore, it could be argued that

implementation is still in process.

The section will mainly focus on models and approaches to change in an attempt to
account for the selection of the factors which are in the focus of this stud



The concepts of change and educational change

AChange, uncertainty and openness are the

Change and uncertainty are inescapable in developing societies, because there are no

more absolutes. Indeedew now | i ve in a 06l earning societ
DfEE, 1998f), which is driven by multiple forces for change. Morrison (1998: 13)

includes the main features of change in his definition:

AChange can be regarded asofdevalopnmeatandc and c
growth that involves a reorganisation in r
transformation, a flow from one state to another, either initiated by internal factors or

external factors, involving individuals, groups or institug leading to a

realignment of existing values, practices
In education,toofit he ai ms, objectives, content, ped
directionéar e (Mortisor, 1998el) Bdl (1991) faind &allisl (@993)

both view the imptations of these changes to educationdsu ndament al , pr of

and cannot (inWestBumgpham et al,dl895: 20). Their importance may lie
inthefactthai s c hool s do méRkyeoldaand Cuftahce,rl®R).c e 0
However, Mi n tstatdés ¢hat @lihaugh (cHar®g8sin)education are-open
ended and unpredictable because of the constantly changing environment of
educational settings, planning can be viewed as an attempt to insert a rational model

of change into a chaotic system.

The isue of change in educational contexts is bounded by polarisation: greater
powers are located with the general government such as the introduction of the
National Curriculum and inspection procedures, while at the same time greater
autonomy and accountalbyliare placed at institutional level following the LMS and

the Open Enrolment. These pressures include new legislation, inspection, pressures
from staff, parents and students, new technological developments, and above all the
need for schools to survive am increasingly competitive environment.

Yet, changes can be perceived in different ways. They can lead to frustrations and
confusion, require longerm commitment as well as stimulate (Fullan and

Hargreaves, 1991; Hargreaves and Hopkins, 1991). Fyntissible drawbacks might
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bethathcost s out wei gh benef i-ltisv,(Euoh 893f ew succe
353). This is even more so in the educational system which is fundamentally

conservative (Kogan, 1978).

The implementation of change might diffeom school to school, because different

schools are different contexts and what works in one location will not necessarily
work i n another. It i s equally important t
definitions of change may vary and may change taee (Connolly et al., 2000).

Yet, Schorr (1997: 148), and Coburn and Mayer (1998: 2) hold the view that

successful implementation must be backed up by a theory of education (pedagogical

reform), as well as a theory of action to address local needoaddians.

Approaches to change implementation

The incremental and the radical approach

The incremental and the radical approaches advocate contradictory bases

for implementation of change. The incremental approach views change as

a continuous process of past and present situations (Johnson, 1993).

The journey metaphor is frequently used in the literature to model the

process of organisational change (Inns, 1996; Fullan, 1993). The planning of
such change addresses the contingsnthe human dimension and the processual
factors of change. Quinn (1993) argues that this approach enables managers
to handle issues such as decismaking, resistance, commitment among staff

members, and communication.

The issue of incrementahange is observed in Japanese management. The Japanese
business term O0Kaisend which is transl ated
continuous, smaidcale improvements (Wickens, 1995). The underlying basis of this
philosophy is respect towardsworke 6 pr of essi onal i s m, aut onon
possible improvements (Wickens, 1987). Clarke (1994:80)%rgues that the

essence of the Japanese modélse | e b r a t-scale incoementwlgrawti

through considerable leatime in consultation anthe achievement of consensus,

with rapid i mpl e nméematvarttages af thé Japahesevmodelgarei t 0 .
summarised by Morrison (1998: 69):
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AThe 1 mpor #teamptaeningy the cbnemitrgent to, and importance of small
scale continuous improvemntsrihrough the involvement of all staff; the importance of
continual openness to change, modification and improvement; the importance of
research, development and probtsolving; high investment in technology, research

and ongoing trainingo.

Converselythe radical approach, which is largely used in the USA and the Western
World, advocates rapid decisionaking towards change, ensuring over years that it is
being i mplemented. I n terms of Cubandés (19
model is associatedli t h -0¢ fdierr ¥t ( superficomadér @ achamge h

(structur adjonwi tati f&@&cdRnock

Morrison (1998: 49) makes an analogy to education and contends that educational

systems are similar to the Japanese model, because teachersaecéivpr escr i bed
National Curriculumé in a O6downstreamd way
Indeed, teaching and learning is about creating and recreating ideas constantly. This

accords with Clarke (1994) who recommends that the educational systemdiaser

note of Japanese practice which advocates slower, but more carefully thoogigh

and agreed change. More specifically, Morrison (1998) asserts that the Japanese

model seems to be associated with inclusion, participation, collaboration and

involvement, whereas the radical approach is rather associated with exclusion,

passivity, coercion and disengagement.

Phased (staged) models

Phased models of change are premised on the view that innovations can be planned in
a rational, linear way. Theirey elements are identification and diagnosis of problems
and needs, planning, implementation, and finally evaluation of practices. Such models
are offered by Fullan (1991: 4), Hargreaves and Hopkins (1991: 4), and Bush and
Col eman (200 0odelis prgsentedFin Tabl@2xl6 s m
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e |Initiation T leads to 34
decision to proceed

¢ Implementatiori putting
reform into action

e Institutionalisation
whether the change gets
incorporated in the system
or disappears

e OQutcome completion of

rhanna nrarace

Tabl e 2.1 Ful-stagermodel fof itn@ednénting Ehange

Researchers have found associations between elements of change, improvement and

strategic planning (Burridge et al.,1993; Arcaro,1995a) as demonstrated in Table 2.2.

e Where ae we now? (establishing baseline,
strengths, weaknesses)

e Where do we want to get ? (vision, mission, aims,
objectives)

¢ What do we need to focus on? (key issues)

e How do we get there? (action planning)

Table 2.2. Quality development: a staged process (Burridge et al., 1993)

Lewinds (1s%%®) modteHrbeeat t empt s t o ensure th
|l ts consists of oO6unfmewizregbd ((tthe tphre sreext sgi
0refreezed (the -solvingmodelsareadffared bytA)card(1995b:1 e m

60), Greenwood and Gaunt (1994) and Clarke (1994). An example is provided in

(Table 2.3).
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e Defining the problem

e Analysingthe problem

e Collecting data to
inform analysis of the
problem

e Analysing the data
collected

e Developing a solution to
the problem

Table 2.3. A sevestage process of problesolving for Total QualityfManagement
(TQM) (Arcaro, 1995b)

It is argued that problersolving models are the highest level of staged models

because they recognise the existence of a problem which needs to be solved rather

than simply focus on a reform which needs to be completedever, whereas

peoplef ocussed model s ar eugdd kpevwaymdgtbmocausen v ol ve 0|
people are trusted to be able to identify and solve problems, priodussed models

are i mposcawndm waytap t hey doivesnhuttonpreel v on

planned outcomes.

Similarly, the action research model is a multistaged approach (Hargreaves and

Hopkins, 1991) which emphasises a move from analysis to practice through the

development of ownership and involvement (Burnes, 1996). Intfastis a response

to Peters and Watermandés (1982) oOparalysis
the inability to progress beyond research into action. Figure 1.1 attempts to

encapsulate the main elements of approaches to change and demonsttagy how

might be adapted to education.
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CHANGE

The incremental The radical The phased approach
approach approach:
6prescrib l l
. . People Product
Contingencies H.uman_ Factors of focussed focussed
dimension | change

v

EDUCATION

Figure 2.1 Educational systems and approaches to change

The human aspect appears to be linked to the approach to change. Morrison (1998:27)

seems to be right by stating tiist hange, then, is to be regar
linear, objectivedriven way, and more in a human, processual and contextually

s ens i t iMoreover avlyile referring to the further education system in England

and Walesn 1993, Bridge (1994) concludes that changes that are imposed in a

drastic, autocratic or too radical way may cause damage to culture.

Ferguson (1982) encapsulates four ways to achieve change:
e Change by exceptionwhereby the belief system does noawebe but
allows for the exception;
¢ Incremental changewhich is so gradual that it leaves people

unaware of its occurrence;
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e Pendulum changiewhere periodically one approach is abandoned in
favour of another;
e Paradigm changewhere new forms of insiglare achieved which

facilitate understanding.

The implementation of change

AWell, the hard work is done. We have the |
i mpl ement ito

(Outgoing deputy minister of education to colleague, in Fullan, 1990: 65)

Theimpa t ance of the i mplementation of <change
9) tchleaipm ofio f i which indicatds the importtahce of gombining

practice and policy. However, it is the task of management to create conditions that

harnesspopl e6s motivation and potential, as pc

rather than bad people (Wickens, 1987; Smith, 1990).

Carnall (1995) identifies four competencies that are essential to the effective

management of change: the ability to make decisions, to build coalitions, to

achieve action, and to maintain momentum and effort. Further, it is argued that

changes should be explored in the context of contingency theory which rejects the
viewthatthee i s only dédone best wayd to managemen

contingencies affect structures and content of change.

There are four main issues identified in the literature in respect of how change is

implemented. The first issue is addressed by F(ll881) and Hargreaves (1994)

and concerns whether behaviours are prioritised over beliefs, or whether the

assimilation of meaning is prioritised over change of behavio@:r ag t hem by t he
hair and their hear(Mogison 6998 M.iTihedsecond issue | foll
addresses the 6l evers ofitohadarmged&, badamd btuhe s
s ma (Senge, 1990: 63; Hargreaves, 1994: 10). The third issue refers to the

relationship between contradictory forces, such asvaentrol and chas 0

(Fullan, 1991: 19)individual cognition and social interaction, trasformation and

perpetuation (Mintzberg et al., 1998).

52



The fourth issue is concerned with the moment of completion which is difficult to

recognise, because targets may change owerand success criteria remain elusive.

Change implementation is often accompanied by various forms of pressures: top

down pressure, peer pressure, bottgrpressure, pressure from customers, and

pressure from competitors (Kanji and Asher, 1993: 35). Researchers agree on the

negative effect opressure at least in the long run (Ansoff and McDonnell, 1990;

Senge, 1990). For example, Coffield (1989: 46) maintains that the introduction of the

National Curriculum by the force of statute to oviele hostilitywasid o o med t o

S u c c.dHewkver, Morrisn (1998: 129) claims thatt he use of pressure
to induce and sustain change has long been recognised as perhaps unattractive but
necessary i n Moffettig2000i 33)advocatas a compromise by claiming

thath pr essur e wianléad to tesistance ana alignation. Conversely,

support without pressure can result in mai

The apects of the organisation which take part in the implementation can be viewed as
different levels of change. Change might occurtanindividual level (attitudes and

values), on the level of structures and systems, or of climate and interpersonal style

(culture) (Goodstein and Burke, 1993). The accumulation of individual responses and
understanding towardsnthgéagandr éaheeseracbHsh
professionalismé, and combines the individ
(Joyce and Showers, 1988). Fullan (1999: 7.
0l aggel e reformbé whi ch rhewhelesystemattalhe tr ansf c
levels. This is congruent with Hill and Celio (1998) who suggest-teng planning,

an exploration of the roots of the problem.
Yet, Hutchinson (1993) argues that having a plan does no guarantee a successful

management of educatial change. Therefore, factors which enhance and inhibit

change need to be explored
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Resistance to change

AOne should not push growth, rather one sh
(Senge, 1990: 95)

The main conclusion from the survey of the literature is that blocks to change reside
within the individual. They encompass perceptual, cognitive, emotional, cultural, and
environmental aspec{ddams, 1987). Attitudes towards change range from

resistance to acceptance as demonstrated in Table 2.4.

e Antagonistic

e No commitment

e The feeling of 0
e The feeling of 0

happenod

Table 2.4 Five responses to change. Harris (1987)

Researchers have identified various emotional reactions on a continuum, which range

from shock and threat to adaptation (Fink
6aceptanced (Arrob-a8xandfdameédenaP8F6 La606irT
(Carnall, 1995: 144). Another example is provided in the seven stages introduced by

Adams et al. (1976) (Table 2.5).

Immobilisaton

Disbelief

Depression

Acceptance of the adity of the
change

Testing

e Searching for meaning

e Internalisation of the chanae

Table 2.5 Seven stages of reaction to personal chadpn{(s et a).1976)
So far it has been suggested that the acceptance of a new reality involves emotional

and psychological states. However, the literature offers a range of ideas with regard to

overcoming resistance. Judson (1991) suggests compulsion, persuasion, reassurance,
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empathy and understanding, openness to criticism, and personal involvement. Strebel

(1996) specifically focusses on empathy. Carnall (1995) proposes a model after De

Vries and Miller (1984), and Adams et al. (1976) which relies on an increase-in self

estem. This accords with Kelly (1999: 114) who maintains that powerful pressure

from outside will be counterproductive as it will promote opposition and hostility

among teacherswhowiid el i ber ately and acCliavarekegds abot
(1994) ideasire presented in Table 2.6.

Reason for resistance Means to overcome it
Ignorance Fuller provision of information
Doubt Stress on the value of change

Personal anxieties and concerns Personal support

Previous failures Addressing the perception fzfilure

Table 2.6 Ways to reduce resistance to change (after Clarke, 1994)

However, Macmillanéds (1978) and Thompsonés

129) involve coercion as well as empathy (Table 2.7).

e Explicit and implicit
coercion

Obligation

Manipulation

Inducement

Negotiation and agreement
Facilitation and support
Participation and

tmvrAh rAmA AW

Table 2.7 A continuum of strategies for overcoming resistance (Macmillan, 1978;
Thompson, 1993)

Indeed, Figure 2.2 supports the adoption of strategies aiming to reduce resistance to
change by the claim that change is a cycle which is likely to bring about more

changes.



—————————————

Higher risktaking

Work towards change idone in Creative solutions

teams

: Less resistance
Reduced anxiety More

Involvement and sel€ontrol commitment
Increased security Anxieties

surfaced early

v

A

Figure 2.2 The o6évirtuous circled of change

As resistance to change seems to be related to emotional and psychological factors,

the next two sections will focus on these issues.

Subjective and objective meanings of change

The crux of management of change involves the development of meaningectresp

of reform or innovation. 't is only when t|
understand the true sense of change (Sarason, 1990). Moreover, if implementers are

denied the chance to assimilate the changes to their purposes, they aréa®ated

puppets dangling by the (Mamnsel@78:466pf t heir o

The meaning of change has a personal as well as a social connotation (Marris 1975;

Schon 1971). Subjective realities @éirgpp o we r f u | constraints to chi:
against undesirabl Eullanrloo:36)Geijpdl ¢tbl@EE changeo
130) argue the followingi Not only the objective characte
but also the manner in which significance is attached to the innovation by those

invd ved appear to be of particular i mportanc
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In fact, Louis et al. (1999: 269) advocatethatt i s ti me to bring the
t o t he apwelcas to re@gnisethatt he most profound and | a

educationalchange nvol ves changes in TleasheobPal per s
realityd occurs when people think they hav
assimilated the change superficially. Furt

change occurs under coridits which do not support the subjective reality. Other
researchers agree that teachers tend to function intuitively and rarely spend time
reasoning about how they carry out their j0Bsandall et al., 1982). Fullan (1991)
postulates that teachers aretoogent upon new materials and resources, new
teaching strategies and approaches, and new conceptions and beliefs underlying the

change.

However, the interrelationship of these concepts is complicated. Beliefs are informed

by teaching strategies as wadl inform them, whereas effective use of materials is

informed by beliefs but may also alter them. Indeed, teachers may develop different
meanings to these three dimensions making
Thus, O6Objectiefia geéakri fieddveesomn of t hei
subj ect i v eFultan, A99k37)t Thewriter (ibid.: 43) concludes that

changes along the three dimensions will become effective and meaningful if the

subjective realities of people are fullydadssed within organisational contexts.

The following section offers an overview of the personal spects of subjective

realities.

Personal and emotional aspects

AChange changes peopl e (Mowison A& pS) e change c|

As argued above, eimges engender a range of emotions and feelings such as threats
to selfesteem, conflicts, stress (Judson, 1991), anxiety and feeling of insecurity, loss,
anxiety, and struggle (Marris, 1975), feelings such as accomplishment and
empowerment, as well as fews such as loss, grief, despair, and stress (Walton,
1997). In many cases change invalidates past experiences and starts a painful search

of a new identity (Marris, 1993). Two conclusions might be drawn from existing
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literature: personal change is therdhest part to manage in a process of change
(Clarke, 1994), and changes stand or fall on the people involved (Dalin et al., 1993;
HarveyJones, 1988).

Dalin et al.(1993) and Burnes (1996) suggest four personal barriers to change:

e Value barriers are s&hen the proposed change is dissonant
with the attitudes and beliefs of the individual,

e Power barriers are set if the individual feels that the innovation
will diminish his/her power;

e Psychological barriers are set when feelings of confidence,
homeosasis and emotional welleing are at stake;

e Practical barriers are established when resources are

inadequate.

Researcers (Duck, 1993; Marris, 1993) tend to agree that change is first and
foremost personal and different people have different perceptiochange.
However, the success of the implementation is dependent upon the system by

changing peoplebds attitudes and creating m
will be further developed below.

Organisational factors and change

Although resistance to change is quite common in organisations, researchers tend to

agree that effective management has a lot to do with coping with resistance. Morrison

(1998: 1745) advocatesthe mar gi nal i sati on of resistance
facilitating factors i n Hoaexaaple Imbgts or gani sat i
features such as positive interpersonal relations, willingness to try out new ideas,

adequate support structures and staff development, organic rather than mechanistic
structuresSimilarly, Healey and De Stefanos (1997) assert that replication of changes

is contingent upon conditions such as school factors or visionary factors.
Headteachersé rol e is conmakineOQvartheldso be a m.

decade headteachers are perceived as collaborative leaders of continuous

improvements (Leithwood and Jantzi, 1990). They decide about the things one wishes
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to hold on to, asvell as those one wishes to see changing (Haloegs, 1988). As

schools nowadays afema r k e d b(Morrisom,e1998: L 73, feaders should

Aharness the creativity dWallaad 1991ni83nber s t o
Morrison (1998: 15) arguebdt headteachers need to identify the way change is

perceived, ensure a positive response, and address staff concerns at different stages

of the innovation. Sleegers (1999) focusse:
develop themselves professioyadind encourages them to participate in decision

maki ng. Further, Kelly (1999: 111) argues |

powerc oer ci ve strategies |l ead to O0tissue rej e

Organisational culture is believed to be the principal factor for ingenent in

organisations even more than structures and strategies (Deal and Kennedy, 1983a),

because behaviour is affected by shared beliefs and values. Morrison (1998: 155)
clamssAilt i s frequently the culture of the or

rather than having the organisation simply

Similarly, Kelly (1999: 111) contends that belief and understanding are essential to
implementationi The main danger, then, becomes a pc
theproject a rejection of the principles behind
Moreoverfi €t hat somet hing has not worked | eads
that it cannot work, rather than to a consideration of the possibility that one has

got it wrongo.

Morti more et al.o6s words (1993) highlight
teachers for the pupils and by the head for the teachi@ssview is supported by

Morrison (1998: 178) who expresses consent with thisview:h e or gani sati on
have toevaluate what might cause tissue rejection and what needs to be done to

prevent this, how far consensus is desirable and achievable, and what must be a

critical mass of support for change to be
Structures are an essential factor to chamg#amentation, because they refer to all

the formal systems and processes through which the work is done (Charan, 1996).

Their importance is summarised by Morrison (1998: 177):
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AThe structure of the organisatiseis wi |l | ne:
potential for change. This will include an evaluation of what is an acceptable level of
bureaucracy, how promotion will be managed within the bureacracy, and what are

the strengths and weaknesses of bureacratic and collegial structures for fiaglitat

(and i mpeding) changeo.

According to rational models of organisational theories, school structures via
6proceduresd might foster or inhibit stabi
failure of change implementation. Structures are believee gBomajor factor for
continuation or institutionalisation of innovations, through policies, budget,
timetables, roles and staff turnover (Miles, 1987). Stacey (1996a: 349) maintains that
too much structure creates gridlock, whereas too little structeates chaos. The

key to effective change is, then, to stay poised on the edge of chaos. Researchers
agree that management structures which support collegial management are
fundamental for longeterm responsiveness and strategic management (Drundy,
1993;Heller, 1994; Schrage, 1990). These models are considered more conductive
to change, whereas more formal, bureaucratic models emphasise stability and

stagnation.
The next sections will explore each of these elements separately and attempt to

establish thk relationship between them in the context of the implementation of

inclusive policies.
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Leadership

AThe quality of | eadership makes the diff e
a school o (Millett, 1998: 3)
Introduction

A number of issues have arisen from existing literature. The first issue is whether an

individual is a leader merely because he/she has been appointed to a position, or

whether leadershipisaffct ed by oneds personality or the
he/ she operates. Another issue is the mult]
Atransforming the or ganiMugphyil®d 137not si mply
Indeed, leaders are expected toaw changes, communicate them and monitor the
process.Infacino | eader has ever been regarded as
to sustai n (WdstBurrthamg 1997s131) m addition, they are expected
toibring human s cadl e rto@droalni®@h 133).sGriffitto n

(1999) encapsul ates the headteacher 6s rol e

manager of interpersonal relations and resources.

Educational leadership is particularly difficult. Firstly, it involves a dualftyoles.

An educational leader bears management responsibilities as well as educational
professionalism. Secondly, educational outcome involves a human capacity

(Coleman, 1994). Thirdly, it carries a moral dimensiorfjaso ot her i nstitut.i
complexo gani sation attends to the gener al ai m
(Hodgkinson, 1991: 143). Empirical evidence (e.g. Sommefeldt, 2001) suggests that

one of the most persistent features of most lists of empirical evidence in education is

the emphasis on leadership.

The determination of central governments to impralgcational systems has placed

much responsibility and pressure on school leaders, who are expected to bring about

change. Effective leadershipisabéuma ki ng choi ces about how t
contextofevec hangi ng de mand@®alamMiddlevwoadatdr ai nt s 0
Lumby, 1998: 137). FurtheDaniels et al(1999) claim that it is school leader who

ensures the existence of appropriate values, ethos and aspirations for the school.
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This section aims at introducing themes and theories from the literatigle w

enhance our understanding concerning what best enables leatlarsscs pond t o a

c hangi n dWestBurnhath01997: 243). The concept of leadership will be

explored in the context of Trait (Murgatroyd and Gray, 1984), Style (Burns, 1978)

and Contingecy (Hersey and Blanchard, 1977). An attempt will be made to find out

what makes an oO0ideal 6 | eader: specific | eai
which the leader operates, or certain styles adopted by the leader. It is equally

important to exame the focus of leadership, as well as management and leadership

theories which underpin it.

Leadership and management

ABusi ness certainly needs managers to ma |

desperately needs her oe(Bealtaral Keneetdy, 1982e8) engi ne

There is an increasing body of literature on the impact of leadership and management
on education, focussing particularly on headteachers (Fullan and Hargreaves, 1991,
1992; Grace, 1995; Leithwood et al., 1999). The decisiamctade the issue of

Leadership and Management in the Leadership section arises from the confusion and
tension that exist in the literature. Indeed, different attitudes have been observed in the
literature towards these concepts. One attitude suggaste them interchangeably.

This attitude is supported by Mintzberg (1973, 1990) who suggests that leadership

and management are inextricably interwined and form a complex gestalt.

Another suggestion is made by some researchers who maintain that lgadedshi

management are overlapping: Morrison (1998: 205) argueBthede nage ment and

|l eadership are not an ei Burmmes(1986r15)ut r at her
asserts that the difference between them is a matter of style, and whereas a convergent

style ends towards stability, a divergent style is concernedivitho vi ng beyond tt
stabl eHosdgktienosonds (1991) maintains that | e

inseparable, as leading a school or college involves translating philosophy into action.

A third way is to draw a distinction between the two concepts, as actually happened in

the 1980s. Schon (1984) maintains that one can be an inspirational leader without
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carrying any burdens of management. Conversely, one can control organisational

activities andnake decisions, without fulfilling the inspirational functions of

leadership. Fidler (1996: 21) defines leadershipash os e processes of bDbr
change by i nspi rwhergas mandgemerdisptr o cfesIsleswd or

i mpl ementing the changeo.

The literature identifies leadership with more spiritual aspects such as transformation,
orientation towards people, vision, shared ownership, strategic development,
direction, inspiration, motivation, and a
WestBurnham, 1997). Leadership involves developing a culture that encourages

learning as well as communicating vision with clarity. At the same time, Carnall

(1999) highlights the practical side of leadership which depends on the ability to

encourage others faction.

Conversely, management is associated with structures and processes and is far more

practical (Louis and Miles, 1990; Stoll and Fink, 1996; \ARagtnham, 1997; West

Burnham, 1992). It involves dap-day problemsolving, development and

implemet ati on of policies, 6égetting things do
and organising people, and a O60technocratic
that managerial performancefisa combi nati on of knowl edge an

practiceo.

In practice, leadership has been identified as the most important aspect for successful

schools, while management has been relegated to a secondary position (Millett, 1996).

This view implies that leaders set the course and managers follow it, or alteynativel

thathl eader s do whéremfimaghget Bi dgBehnisil88g:s r i ght ¢
66). Indeed, Sergiovanni (1984b) sets a hi
management underpins the others, and the most advanced forces are aspects of
leadershiyhi ch embed values and culture. Howeve
idea 1t becomes c¢cl ear that the top floors

leadership, cannot stand still without the solid pillars of management.

Other views are related to time scale: Mintzberg (1973, 1990) interprets the difference
in terms of longterm strategy or as dag-day operations. Similarly, Wickens (1995)
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argues that managers are concerned with the present whereas leaders are concerned

with the future.

Regardless of how the combination of leadership and management is perceived, the
tension between these concepts still exists. For example, Coleman (1994) indicates
the perceived tension between the notion of headteacher as chief exaodtias a
leading professional. Bush (1995: 11) proceédsieadteachersre often

sandwiched uncomfortably between the conflicting pressures of bureaucracy and
pr of e s s iHowesel, clasnm i current literature are made that both leadership
and maagement are equally important functions for educational effectiveness (Bush
and Coleman, 2000; Glatter, 1997), and that effective headteachers should create

synergy out

(Ribbins 1995H a | |

mo d e |l

emphasising the mediating roladeed, schools do not have a leader and a manager.

They have one headteacher, and focus should be placed on what constituents of

devel oped by

of 6l eading

Hughes

professional 6

enabl

60l eadershipdb or dédmanagement 6
Educational leadership
60Chief execuldA |6Leading prof
Internal role aA Internal role

e Strategist
e Manager

e Arbitrator

¢ Mentor
e Educator
e Advisor

External role
e Executive
officer

e Diplomat

External role

e Ambassador

e Advocate

Table 2.8 Educational leadership: the dualityrolies (Huges, 1976)
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The leader/manager role

AThe manager may be seen as the conductor
puppet pulled by hundreds dQarndaltl999: 2a37)s 0
ALeader s hi pwatpafshe scloool,ihading together every aspect of the
organi sational l i fe, not the embroidery ap,

(WestBurnham, 1997: 115)

Current views irthe literature treat the notion of leaders as senior managers who
Afexercise | eadership for chandgel mmselt di rect |
support changes t [(Morrisorh B998e20%). Mediewdod (int i at ed o
Middlewood and Lumby, 1998nd Hall et al. (1997) refer to the need of leaders to

combine strategic thinking for the future with a capacity for operational management

towards improvement. A less conventional view derives from chaos and complexity

theory. The task of leaders, accoglto this view, is to regulate stress (Heifetz and

Lawrie, 1997) as planning serves as a defense against stress and anxiety, whilst

control is an attempt to stabilise unstable systems.

Existing literature divides headship roles into three types:

¢ Manageial tasks which comprise activities such as
coordinating meetings, and translating mission and vision into
action;

e Leading which encompasses setting clear goals, leading by
example, supporting, developing and sustaining school culture,
and setting visio (Riches, 1993b);

e Pedagogical tasks which focus on the development of social,
academic, and intellectual capital in students and teachers
(Sergiovanni, 1998).

Existing theories in the literature attempt to account for the combined focus on
leadershipath management . Fayol 6s (1916) Function

hi erarchical system operated by rational p |



role is to achieve tasks. At the same time, Human Relations theories focus on Human
Relations managemg whereby the manager stresses understanding of the human
dimension (Bush and Middlewood, 1997; Day et al., 1998; Hargreaves and Hopkins,
1991). The shift from rational to more behavidaased approaches might indicate a

recognition of the need for viaary aspects in management roles.

I n a similar way, Champy and Nohriads (199
are believed to represent theoretical and practical aspects: thus, identity which relates

the past and the future is a more theoretiga¢ets whereas initiative, which involves
harnessing the employeesd6 capacity, 1 s a m
integrity, which involves the full communication and exemplification of values

belongs as well to the implementation of the desigddes.

It might be concluded that there is no cleat division between the two roles which,

in practice, are highly overlapping. Thus,
setting direction for and communicating change, but also with translatintg it

action. Similarly, managers6 role is assoc:

on the human relations aspect of achieving goals.

Management theories

Existing literature expresses concern as regards the adaptation of management models
from nonreducational settings to education (Baldridge et al., 1978), but at the same

time it expresses interest concerning issues drawn from industry or commerce

(Osborne, 1990). Elliott and Hall (1994: 3) express concern about the clash between
business appaches and professional values while referrinftoh e 1 ncr easi ng

business orientation of the British furthe]

The development of educational management as a distinct discipline began in the
United States in the early part of the ceptuvhereas in the UK it started in the 1960s
and expanded rapidly. Among the early researchers in the field of management one
could notice Taylor (1947), Fayol (1916), and Weber (1947). Taylor developed a

6scienti fic manage me nubjectmtmawigomeasdebate bywhi ch i s
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those who object to a Omanagerial 6 approac|

principles of management 6, and Weber wor ke

Bush (1995) offers six models of educational management which account for

educaibnal practice: the formal, collegial, political, subjective, ambiguity, and

cultural models. Formal models dominated the early stages of theory. However, since

the 1970s, there has been a gradual realisatiofithah ey ar e at best part
worstg os s | y (€Ckapman,il331 216). The rest of the models seem to be
relevant to the management of change. Col I
participation in decisioimaking, and this collaboration is believed to be essential for

the management ohange (Evans et al., 1999). Cultural models stress on values and

beliefs which are vital for change, and Subjective models emphasise the significance

of individual interpretations related to the way change is communicated. Ambiguity

models stress the tudemce and anarchy which might lead to or result from change,

and Political models focus on conflicts between-snits or departments, which

might be part of the process of implementation of change at all organisational levels.

Leadership theories

Over the last 50 years the focus of leadership studies has shifted from the study of
traits of successful leaders, to the exploration of leadership styles, and finally it
focussed upon the idea of contingency. This section attempts to explore these
conceps and their interrelationships as well as draw a framework for understanding
the nature of leadership.

Theories relating to leaders in organisations can be categorised into three main

groups: Trait theories whichidmphabeadet be
Contingency theories which emphasise the importance of situational factors and

Leadership Styles which emphasise how leadership is worked out. One way to

understand the nature of leadership is to explore the way power is exercised via Trait,

Style and Contingency theories. The underlying question would be, then, whether

power is part of the | eaderodés style adopt e
changed as circumstances change, or whet he

dictates hifher attitude towards power. It is argued that perceptions of leadership
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might be interpreted subjectively by the led. For example, power that derives from a

charismatic leader might be perceived by the led as support, while, in fact, it is not.

Traittheor i es or O6What makes people ticko

ARéto be flexible to cope with the unexpect
ability to take the br dBushandCaeman, 2000;28)

Trait t heor i e scharaoteristiss ofdeaders, mdicatindtioat lenders are

not 6maded. Studies of the first half of t|
which characterise effective leaders (Stogdill, 1948), some of which are energy, a

sense of responsibilityel-confidence, capacity to influence, and originality. The

drawback of Trait theories is that they omit the emphasis on situational factors,

particularly the dynamic relationship between the leader and the led, and rely solely

on the o6fi xkthkedeadprer sonal ity o

On the basis of the |literature, the Orecip
divided into skills and competences (knowl

personality characteristics on the other hand.

Indeed, the set of competences that is offered by different researchers is long and

repetitive. Doz and Prahalad (1988) focus on goals, roles, communication, negotiation

and Omanaging upo6. It i s asserted that man
take risks, they should be able to build teams and identify key people, delegate
responsibilities, and communicate through channels for change. Change agents should
be able to communicate the need for change and its implication on individuals, but at
theeame time remain sensitive to peoplebs cor
to negotiate for resources, and O6sell & thei
the whole picture and secure commitment. Buchanan and Boddy (1992) add to this

listt he managerds expertise in his/her own fi

problems, cope with information overload, and get to the heart of the problem.

Hersey and Blanchard (1988) list three leadership skills: the ability to diagnose the

Operfergapdé between the present situation
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behaviour and resources to needs, and the ability to communicate the new needs to

staff members.

On the basis of this large body of research it might be inferred that thedoog li
competences comprises peopleéented as well as taskiented skills. For example,
the ability to communicate the change reflects the former whereas the ability to cope

with information overload reflects the latter.

Personality characteristics feffective managers of change encompass a strong sense

of personal ethics, intellectual abilities, optimism, high degree chseifeness and

abilities of se¥monitoring, effective interpersonal skills, the ability to take calculated

risks and cope withanflict and ambiguities (Everard and Morris, 1988). Adair (1983)

includes in his list perseverance, curiosity, ambition, integrity, enthusiasm, decision

making ability, abstract and analytical ability, imagination and epemedness.
Otherresearchersihcude i deal i sm, ener gwnrealgttagmat i s m,
intol erance of a(Peersla87: 248)eClarke (A4994) and Rasener 0

(1990) identify the characteristics of clear focus, trustworthiness, respect for others,

effective communicabn skills, personal responsibility and accountability. Galbraith

and Lawler (1993) suggest the ability to be involved in constant learning, and

Champy and Nohria (1996b) add that leaders have a sense of humilitlissidfine

and a constant striveforhe trut h. Starrattdés (1988: 3) |
leaders is less practical and includies e | f | essness, altruism, the

har mony with natureo.

WestBurnham, (1997) focusses on vision, sensitivity, subsidiarity and dtgativ

his analysis. Visionary leadership is featured by openness to ideas, a sense of moral

purpose, and constant contact with all staff members. Sensitivity is expressed in

listening to others, collaborating and gaining awareness of others. Subsreizegy
oniseeing people as being capabl e@ibid:f i nfini
131). Creativityisit he gener ation of i maginative and
i ntract abl(ked.: p2d)ard lcam besbeést achieved through teamwork.
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Fundamental to the enhancement of creative skills in leaders is the view of leaders as

learners who constantly reflect, experience failures and successes, expose themselves

to new learning situations, work with a learning network, and seek feedback from

others. The characteristics of the creative thinker can be summed up in the notion of
Ohelicopteringé, which is defined as foll o
0The ability of the individual to rise abo
context, identify the best soluticemd then descend with a clear view of what needs to
happen. Flying the helicopter (b1l t o 1 de]

Hall (in Middlewood and Lumby, 1998: 135), too, supports the significance of

creativity in leaders:

AThe #lhink nottonly strategically but also creatively is a crucial part for the

|l eader6s repertoire for translating a visi:
decisions can be made, plans formed, and a culture of quality or continuous

improvementcreetd and sustained?o.

Despite the overlap of characteristics among researchers, it appears that experts are

far from being unani mous about &érecipesd f
whereas former researchers introduce lists of characteristicertit@nation of which

might be hard to find within individuals, WeBurnham (1997) refers to the

combination of features within contingencies which is based on exposure to new

learning situations and networks.

However, the literature analysis indicatkattpersonal characteristics and pragmatic

competences cannot be easily differentiated. For example, creative leadership

involves the ability to find solutions to problems, and at the same time it regires

openness to new ideas and the capacityto leamtwvhi may be vi ewed as peé
personality. This is dempopnwhoade@embi me Vi @ Exer

attributesd, Ostrategic perspectived, obécom
A conceivable body of empirical evidence on Leatgy supports Trait theories.

Bennis (1984) identified four areas of competence shared by 90 outstanding leaders:

e The ability to clearly communicate objectives;
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e The ability to direct and provide meaning;
e The ability to be consistent in complex circumss)

e The ability to recognise strengths and weaknesses.

Cooper and Hi ngl ey 6makefsinahg BK yielsldd a profile off c¢c han g
early experiences of feelings of insecurity and loss which led to a drive to control

their own future, strong motitian, a welldeveloped value system, clear vision and

purpose, and early higkvel of responsibility. Changeakers were reported to

possess the ability to communicate, particularly the ability to be open and honest

about feelings. Kouzes and Posner ()986nd out in a survey that deals with

characteristics of admired leaders, that over a period of eight years there has been a

shift towards leaders that were honest, forwlaaking, inspiring and supportive, and

less towards leaders who were saihtroled, independent or competent

Contingency theories

Attempts have been made to develop theories which acknowledge that there is no one

best way to lead in all situations, and that leadership actions are made in certain

contexts, such as external factord arschool structural and cultural factors

(Connolly et al., 2000). Leahy and Wilson (1994) seek to locate leadership in context,
describing |l eaders as 6tenants of time and
of characteristics. Similarly, Hand$493) asserts that power is perceived differently

by different individuals in different situations.

Two main contingency theories are presented below. The first is Hersey and

Bl ancharddés (1977) Osituational theader shi p
wor kersdé personal and professional mat ur it
approach adopted by the leader. This theory proposes four types of leadership
behaviours, each of which is appropriate t
andrepesents a different combination of O0task
|l eader. Thus, 6tellingdéd is for those unabl
is for those willing but unable to take responsibility and need feedback to maintain

mot vati on, Oparticipatingdéd is for those who

increased by involvementindecistama ki ng, and finall-y o0del ega
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maturity followers who take responsibility (Figure 2.3). This model has been further
developedy Blanchard and Zigarmi (1991). The drawback of this theory is that it

relies on the unquestionable ability of leaders to evaluate the maturity of their
employees, as well as on their sophistication to switch behaviours when needed across

time and acrosschool settings.

According to Morrison (1998) it is maintained that the concern for results and the

6tell &6 and O6sell 6 styles resonate with the
conductive to positive organisational health and climate and lz@ag®et conductive

to change, whereas the concern for relationships resonate with the organic and open

systems that are conductive to positive organisational health and climate, and hence

are conductive to change

Taskfocussed
High Low
direction direction
High support High task Low task direction
direction and high | and high support
Realtionship support Supporting
focussed Coaching (6sharing
(6selling
High task Low task direction
direction and low | and low support
Low support support Delegating
Directing (6aut hori
(6tel ling

Figure 2.3 Situational leadership (adapted from Hersey and Blanchard, 1977)

However, it might be contended that the col
related to the issue of Ostaff empower ment
possible that a | eader decides on oOotelling:
worker s6 maturity, but at tfhecwssasmedd. men ra mai

way it is possible that he/ 9ohe eaprldibes &6 s u|

Empirical evidence supports contingency as

principals arecaptives of their environments is supported by other researchers (e.g.

72



Griffith, 1999; Hallinger and Heck, 1996) who maintain that principal effectiveness is
dependent upon factors of organisational configuration, such as school climate and
environmental anditions. These findings seem to be consistent with contingency
theories. Contingency is supported by another survey (Norburn, 1988) which
encompasses 108 chief executives and 30 executive directors from the 500 companies
of the Financial Times. It appesathat factors that were found to influence leaders are
related to circumstances and contingencies rather than to individual traits. For
example, the length of tenure within the organisation, how early their management
responsibility began, the variety wlanagerial functions they experienced, the

rapidity of promotion and their exposure to overseas cultures and business.

Peters and Waterman (1982) view the incremental approach not as a carefully
prepared plan with clear goals, but as a process wherebygheisation gradually

comes to terms with its environment. According to this belief it might be added that

the incremental approach matches with the contingency theory, and that headteachers
who introduce changes gradually are likely to strive to contertes with all the

parties at school (the environment) in the process of chauag@ég.

The second educational contingency theory formulated by Fiedler (1978) focusses on
leadermember relations, task structure and position power. To Fiedler, leadership

style is a personality attribute which det
behaviour refers to the judgment exercised with reference to particular situations.

Situations are defined by the extent tasks are structured, the quality of relations and

the position power of t hfei tl® atdleei,r amah d wiaaL
these aspects. Fiedlerds theory has implic
on encouraging leaders to modify situations where possible (Beare et al., in Redy,

1993).

|l ndeed, it is believed that | eadersd abil i
workers is first and foremost dependent upon personal traits such as flexibility that

enable the leader to make fast switches and apply the right leadershigt shd right

ti me towards the right people. At the same
ability and decisiommaking. Therefore, contingency theories should not be regarded

as separate from trait theories. It is contended also that contindgpeacies do not
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focus on the visionary aspect of leadeship but rather on the practical aspect of how to
best carry out tasks in given contexts and relationships. Another point made by
Carnall (1999) with regard to business leadership is that this modéleathe

situation below the manager, whereas managers themselves work within contexts of

constraints.

Leadership styles

Two major factors are assumed to relate leadership style to the management of
change. The first one is LMS which helps schools develop new projects and keep
improving (Marsh, 1992). Indeed, Caldwell and Spinks (1992) assert that a leader of
LMS needs to deonstrate simultaneously cultural, strategic, educational and
responsive leadership in order to please all parties. Therefore, such a school cannot be
run by command, but by persuasion and consent. The second factor is the need to
respond to a changing warnWestBurnham, 1997) which calls for a

reconceptualisation of leadership with regard to change, and the adoption of a style
which strengthens vision, fosters creativity and communication, stresses spirituality
and values, and surrenders power. Yetudysof both factors indicate that leadership

style is dependent upon contingencies.

Scheinman and BeReretz (1993) offer a division into three styles of leadership for
change: the O0responsived | eader who views
changes, -mamegklrdadvehro does not initiate cha
particularly i f they are-iimiittiiaattoerds 6b ywhtoh ed o
hesitate to lead changes for school benefit and adapt them to school needs.

Bush and Ca@man (2000) suggest two underlying ways of analysing styles of

|l eadership: it is suggested that the first
power 6, as it is featured by the extent of
range from autocratic temocratic styles (Tannenbaum and Schmidt, 1958, 1973;

Handy and Aitken, 1986) (Figure 2.4) This view resonates with Hersey and

Bl anchardds model (1977) which was discuss:
determines the extent of freedom that is grantebddctaff. In this regard, Louis and

Miles (1990) indicate that pressure and support are equally required.
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a __________________________________ e ————

----------------------- Managercentred leadergh

Groupcentred leadership--------------==memm o

____________________ - ______A

Use of manager's authority

Area of freedom for colleagues

Manager | Manager | Manager | Manager | Manager | Manager | Manager

decides | sells outlines | presents & details the | defines allows

and decisions | ideas ang tentative | problem, | limits of | othersto

declares | to others | invites decision | asks for discussion| operate
others to| which suggestiong and asks | within
offer might be| and then | othersto | limits he
guestions | changed | decides make or she

decisions | defines

Figure 2.4 A continuum of leadership and group behaviour (after Tannenbaum and
Schmidt, 1973)

The second way is via the issue of oO0the f o
be analysed by three models which emphasi s
presents Blake and Moutondés (1978) model wi
peope or rel ationshipsé as opposed to O6conce
identify five options of concerns for tasks and relations, and argue that leaders tend

towards various combinations of these factors. For example, if a leader demonstrates

low levds of concern for task and high levels of concern for the people involved, the

danger arisesthitwe have a cheerful crew but we hav
(Law and Glover, 2000: 27). Consequently, Impoverished Management (rated 1.1) is

featured by lar concern for tasks and low concern for people, whereas Team

Management which features the ideal leader, maximises concerns of both tasks and
people (rated 9.9). Similarly, Li kertds (1

System 4 as his ideal leaderdted on the democratic/participative end of the

continuum.
High 6Country O0Tedmi ven
management 1.9 management 9.9
Concern Management as
for people 0dampened
pendul umg
6l mpover.i 0 Tadrki ven
management  1.] management 9.1
Low




Low Concern for high High
tasks

Figure 2.5 The managerial grid (after Blake and Mouton, 1978)

Everard and Morris (1990) suggest a ffoéd way model of coping with conflict.

Their model isbasedontac oncer n f or rel ationshipso
axe. Thus, low concern for relationships and results will lead to the adoption of
avoidance strategies, whereas high concern for both dimensions will lead to the
adoption of problersolving straggies. Strategies of compromise are located in the
mid-point between high and low concern for both relationships and results (Figure
2.6)

High 6smoot hin Problemsolving
strategies strategies
Concern for Strategies of
relationships compromise
Avoidance Fighting strategies
Low strategies
Low Concern for results High

Figure 2.6 A fivefold model of coping with conflict (Everard and Morris, 1990)

Researchers tend to advocate the focus
(1995) contends that effective leaders study hard the likely effects of change on their
followers and ensure that everything is done to ease the effects of change on them.
Similarly, HarveyJones (1988: 87) suggests that eader s shoul d be
enabl er s as &andthiyg balanceecandbe achiexed bydadopting
motivational and problersolving styles of managing change (Blake and Mouton,
1978). Stoll and Fink (199611) call for a reconceptualisation of leadership and

axe

on

f ocus hounmanhesifide .o fT heedyu caattiaccrko0 t he &6t echnoci

were popular in the 1980s and advocated

style for t omo maiotaindhat psoctd iovibirig sthers Tolsleane a

Oi

vision, leaders mustfirsti nvi t e t hemsel ves physically,

emoti onal | yOntheqgtherhand, Everndényard Anderson (1992) warn that
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concern for relationships is probleticabecause a too friendly leadership style can be

intrusive, unfair and maybe twlaced.

It is theoretically possible that the choi
0rel ationshipd) might correl atadeadsri t h t he 0
who exercises Oposition power rentddor exampl
measures and low on relationsfupr i ent ed measures (Hersey anc
60Directingd). Adair 6sce(nlt9r8e8d: |4eda)d ecrosnhcieppbt woh
emphasises $&, team, and individual (Figure 2.7) makes an integrated model of

concerns for task and relationship.

Achieving
the task

Developing
the individual

maintaining
the team

Figure 2.7 Actiorcentred leadership: interlockingsk, team, and individual
concerns (Adair, 1988)

It is noteworthy that peopifocussed models appear to resonate with theory Z (Ouchi,
1981) which encapsulates that workers are a key to success and productivity of the

company. Similarly, they accord WifTheory Y (McGregor, 1960) which maintains

that employees do not need extrinsic incentives because they are naturally inclined

towards involvement and sedttualisation. However, these models seem to disaccord
with Theory X (McGregor, 1960) which claintisat people seek to avoid

responsibility and must be coerced to make efforts.

A third way of analysing styles might be seen in Burns (1978) who was the first to
distinguish transformational leadership from transactional leadership. The researcher
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consides transformational and transactional leadership as the two opposite ends of
the spectrum. A survey of the literature reveals that transformational leadership is
mainly related to the conduction of change and transformation of school climate. For
example,Mitchell and Tucker (1992: 32) consider transformational leadership as
inspirational and visionary, engaged in transformingph e f eel i ngs, atti tu
beli efs of ©Otheeresearchecsl(elgoBass and Avolio, 1994; Leithwood,
1992) believetiis a peopleoriented approach in which leaders mainly motivate,
stimulate interest for innovations, take care of staff development, motivate colleagues
to look beyond their interests, coach and mentor, and develop a collaborative and
professional schoaulture. Similarly, Leithwood et al. (1999) emphasise the
enhancement of participation in decisimaking, professional development, and
decrease of uncertainty.

Similarly, Sergiovanni (1990: 24) argues that educational change can be guaranteed
by transformational leadership, inwhisghh e ader s and f ol l owers are
of highlevel goals common to both. Both want to become the best. Both want to shape

the school in a new directiono.

At the same time, transactional | eadership
and his/her followers, in which the follower provides efforts towards goals, and the

leader ensures good working conditions (Caldwell @pithks, 1992). This leadership

style is about 6égetting things donebo. It f
task completion and purpose, through an exchange of services and rewards

(Leithwood, 1992: 69).

However, an O0o0pt iexhablts bottetrardfoermaisnaland pr of i | e 6
transactional leadership (Bass and Avolio, 1998).5This resonates with situational
theories which argue that leaders can adopt different styles, and also with the claim

that effective headship should consist of leskgp and management features alike.

The overarching links of existing theories

ALeadership seems to be a gestalt phenomen
(Duke, 1986: 10)
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The previous section has demonstrated that the literature tends to advocate an eclectic
view regardi ng | e adeemnrirstlie bglance betiwkeen slemeniistoi s c an
60tasksd6 and oérel ationshipsé, transformati o
combination between contingencies and traits, teams and individuals. This eclectic

approach combines Trait which means the born chaistate, Style which is the

mode of operation, and Contingency which consists the environmental conditions, the
organisational setting, and the importance of the task. It promotes leadership to a level

of integration with the environment and interactiotivataff members, while at the

same time acknowledging the bornftraits | e
theory makes an integrated model of Trait, Style, and Contingency approaches and

argues that there is no correct style of leadership. Theszontended that leaders

shape their environment as well as are shaped by it. Therefore, fit can be measured on

a ofilgkxt bl edb scale. Another theory which i
is Myersodé (1995), whi ctesbeing éirin and putpbsafal | eader
(Trait), adopting a participative approach (Style), and operating as a leading

professional (Contingency).

|l ndeed, | eadersd behaviour is the most c¢com
organisational effectiveness (Wdairnham et al., 1995). Goldring (1997) and Hall

(1998) advocate a combined model of traits and behaviour: Their main claim is that

one possible outcome of a combined model of Trait, Style and Contingency is that

|l eader sdé personal it yty @ahisdiewoiseshpportéeddbyur make on.
theories of strategic leadership which emphasise the ability to interpret and respond to
environmental and organisational constraints, and to use opportunities they provide by

making choices whi chvaluesfandestgld. t he | eader 6s |

Leadership and change

AOut of the varying motives of persons, 0L
groups and between persons, out of the making of countless choices and the
sharpening and steeling of purpose, aride the elevatinge$ of leadership and the
achievement of intended c¢ha(Buns,d978:432)
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Burnsdé words seem to highlight the 1 mporta
|l eader sdé tasks. Takietal (198%®0)i s refl ected i n
AThe school I mprovement researchers examin
the ability of the unit to invent, adopt, or adapt practices that would make the school

more responsive to contemporary knowl edge |

Inthe past headteachersd concern about <chang
ANot so |l ong ago those interested in refor:
principal in an attempt to get changes implemented directly in the classroom. The

assumption was that the prineipnvas more of an obstacle than a help, and that

anything that would neutralise his or her
were incorrigible bl ocker gFulardf,199lr 16Hr e s s 0

However, as leaders beganutaderstand that school improvement is vital, they
realised the active role of the head in leading this process.
|l ndeed, since the 198®I mpHeatkand imgl e phead fg
innovations to her or his role in changing the very cultureefths c ho o | 0
(Fullan, 1991: 15:8)

Leading change in education is associated
encompasses | maaayevalsedvera Wisiokbasedy cultural, structural

and systematic changes through commitment, empowerment, ownership, and by

enthusing others (Stewart, 1990; Senge, 1993). However, this process has some

problematic areas: firstly, leaders are expetdeithd the balance between

organisational continuity and organisational change in a way that order is maintained

but changes are achieved (Fullan, 1991). Secondly, headteachers are often expected to

implement changes they had no hand in developing Xibid.

Duignan and Macpherson (1992) (Table 2.9) and Pettigrew and Whipp (1993) (Table

2.10) suggest behaviours of effective educational leaders of change.

Provide opportunities for members to
participate in change processes and develop
personal understamd) of the meaning of
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change

Encourage support groups during the proces
Offer positive feedback during implementatio
Provide followup after implementation

Table 2.9 Key behaviours for effective leaders of change (Duignan and Macpherson
(1992)

Effective assessment of the environm
(identify key people)

Leading the whole process of change
Setting the context and communicating
the need for change

Maintaining the balance between char
and continuity

Linking operational change witbverall
strategic changes

Ensuring coherence in different areas
the organisation.

Table 2.10 Key characteristics for leaders of change (Pettigrew and Whipp, 1993)

The two models emphasise the involvement of the headteacher in the process of
leading a change. However, whereas the former adheres to technical aspects of the
management of change and mainly feedback, the latter focusses on much more
complicated issueshich require higher diagnostic competences. A 1977 RAND
Corporation study in 293 federally funded projects indicated that the headteacher is
the key to both implementation and continuation, and that principal turnover was a

significant factor in abandoningnovations (Berman and McLaughin, 1977).

It is, perhaps, noteworthy to mention that Torrington and Weightman (in Preedy,

1993) contradict the consensus that schools can only succeed when led by the Great
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Persomon whom everythingedegmpmpeared | éMd rtecc pvomam

1977). Their main claim is that not all heads can lead to such change.

Vision
AVision without action is merely a dream. .
Vision with action can c¢hang@®arkerhl®0wor | do

Current literature is critical of early writings on vision because it is describf@dhas

spark of genius, tr ans c®tarrdtt 1998: 7pandab i t y, a k
Asmacks of r gHolmgsi 1898%7). $taratt1®&B13)cacknowledges

that the grandiose and remote language of early definitions presents difficulties for
todayodos | eaders and foll ower s. 't i s asser:
common t hriehaadsd iwthsi crhepodore meamngg abautshemanlliée,

its dignity, grandeur, beauty, value, etc. It tends to be expressed in myth, poetry,

met aphor o.

Albeit the concept of vision has changed overtime, it still bears meaning as regards

leadership. Kouzes and Posner (1998: conclude that whereas most people see

visionfias supernatural, as a grace or charm t|
actually not a mystical process and APt 0
experience to p(badlDes5e Vigiorisf ti mes i dgihsttsiongui s hi n
feature of [(EPademahipl®P6Beodol8). |l ndeed, t hi
generalisationsd6 for excellent | eadership

relate to vision. Vision is a complicated concept beeat involves ideals and
principles, and requires the ability to communicate and motivate people to work with

enthusiasm. Indeed, WeBtirnham (1997: 118) argues thatvisionshduld e | p t he

school move from the known tgoforallthesesunknowno
involved in working in the school 0.
There are sever al metaphors of wvision that

compares vision to a risky path. Thus, a leader who avoids creating a vision perhaps
protects him/herself from disapptment and failure, but will not lead its organisation

forward. Sergiovanni (1991: 57) contends that vision should not be constructed as a
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6road mapd which specifies every turn, but

direction to be taken.

Sociologicaltheories of schools as institutionalised organisations (Scott, 1995) and

theories about organisational sensemaking (Weick, 1995) advocate that it is finally the

leader who decides on the right time for the right things. However, researchers agree

that theability to communicate vision is as important as having one (Foreman, 1998).

Indeed i a -wtawo i nf or mati on fl ow i s {Mofeett,l i febl oo
2000: 35). The way vision is communicated to staff members secures commitment to

goals and meaning (Beare et al., ibid.). The most crucial fact emerging from the

literature is that vision cannot be imposed or mandated from above because vision
buildingisaboufit he pri mary vehicle for creating al
or gani @argatraydamd Morgan, 1993: 84). Sergiovanni (1984a: 106) even

claimsthafit he meanings a | eader communicates to

hisorherpeci fic | eadership styleo.

So far vision has been defined as the meaning and insight which serve as guidelines
for practice. However, some researchers disagree that vision is a proper basis for
practice. Tod (1999: 187) suggestsita t ar t wi &nd not theehetorie;a | i t y
work from principles to practicei to manageable and monitorable procedures; and

finally, developpolicfy and i f needs be, some rhetorico.

The new context of tight central control over school curriculum has created a
controversiareality. On the one hand it is contended that vision statements cannot be

specific to individual institutions, as schools are expected to apply the same curricular
framework. On the other hand, schools are expected to constantly improve and

A wi t h oewsdnsedfalinection which captures both minds and hearts, teachers will
indeed be wor k(ForemanjimMidalewoad ard Lumby)1998: 29).

Yet, it has been argued that developing a shared vision is the least frequently practised

of leadershipllls. Indeed, leaders reportth@ati nspi ri ng a shared vi si
| eadership practice with (KbuzesandPosnery f eel mi
1996: 124). In addition, the fact that headteachers can acquire visionary skills seems

to stand in contidiction to trait theories which assume that leadership traits are

innate.
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Evidence arising from studies designates that headteachers see themselves as the

source of vision whose aim is to enlist the support of their 8aéire et al(1989)

maintainedhat a vision of a school leader includes a personal mental picture of a

desirable future state, which reflects assumptions, values and beliefs, and must be
0institutionalisedd so it can shape school
headt eac h eeptoroof visiorg émpipcal findings present a rather

disappointing picture of vision. For instance, Collins and Porras (1991: 30), following

a survey of 75 business organisations, describe visiineab usi ve, yet vital l
important component of corporaseu ¢ ¢ but & the same time conclude thamo s t

mi ssion statements are terribl gstheyneffecti v
Afdondét grab people in the gut and motivate
Evidence shows that the success of vissogquestionable (Foreman, in Middlewood

and Lumby, 1998). Murgatroyd and Morgan (1993: 69) are critical of the use of

mission statement&t Such st atements tend to be | ong a
inspiring...are rarely owned by anyone and...often noteremb e rBeldnoet al.

(1993) argue that the vision headteachers expressed was not specific to their school

but was in |ine of the British system. Thi
in these respective schools. Another study conducted by Sadgdarnett (1994) in

the USA provides examples for two schools in which mission statements are
extremely gener al rather than specific to
Stott and Wal kerdéds (1992) conclusions to a
schools are that government policy was highly influential in the formulation of the

statement, although worthy intentions were often articulated in ambiguous terms and
expressed uncertainty regarding the use of mission statements. Finally, schools failed

to revise or update statements even during a period of major changes. In contrast, a

study held in the USA by Wi lson and Corcor .
the reinforcement of desired behaviours and in their ability to ensure the consistency

of the belief system. These studies demonstrate differences between England and

Wales and Singapore on the one hand, and the USA on the other hand. Whereas

evidence shows flaws in vision implementation in the UK, it favours vision in the

USA.
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Inclusive leadership

On the basis of the previous section on leadership, inclusive leadership might be
defined as leadership which is open to changes, because inclusion is considered to be
first and foremost a process of change implementation. An inclusive leadét,sho
therefore, be able to carry out a vatiresen, visionbased inclusion by enthusing

others (Senge, 1993) while providing support and feedback along the process
(Duignan and Macpherson, 1992). However, prior to communicating this change
(Pettigrew andVhipp, 1993), the leader must develop a personal belief, a picture of
vision on inclusion (Beare et al., 1989). It is also noteworthy that an inclusive leader

is likely to have specific traits such as opaimdedness (Adair, 1983), altruism

(Starratt, 1988 vision, sensitivity and subsidiarity (WeBtrnham, 1997), and an

inspiring and supportive personality (Kouzes and Posner, 1Z@8ers et al(1999)
contended in their study that inclusive leadership is based on a democratic approach, a
valuedrivenleadership, the ability to serve as a model influeand a broad vision

of the community

Until recent years headteachersd responsi bji
and Spinks, 1988) and their role in leading change has not been wigkdyed. In

addition, much of the empirical knowledge on how headteachers can foster inclusive

schooling is either normative (Walker, 1997) or based on single case studies. For

example, Cooper (1996) reports a headteacher who managed to make structural

changes to establish inclusion, but could not create a shared meaning and had

conflicts with veteran teachers, until finally he had to abandon his initiative and

resign.

Empirical studies suggest that headteachers are perceived as a key role in the process

of inclusion. For exampl e, Stanovich and Jo
for successful inclusion is related to school culture and climate that is determined by

the headteacher. Similarly, Rouse and Florian (1996) allege that the headtetieher is

most influential factor on inclusion with
findings from a survey on leadership in the process of inclusion indicate that

leadership is a preequisite for inclusion, and the headteacher is the main factor

which fosters the inclusion policy. In more practical terms, Merderse (1991)



argues that a headteacher who is also capable of leading changes regarding SEN is
usually involved in typical school activit]

of resouces, and feedback procedures.

Lipsky and Gartner (1998) allege that visionary leadership is a top factor for
successful inclusion, whereas Ainscow et al. (1999) relate the concept of leadership to
guidance. Finally, Sommefeldt (2001) asserts that heddétesashould provide all

staff with a sense of direction in promoting an inclusive ethos at school, while Smith

(1996) stresses the importance of support which the headteacher provides to SENCO.

On the basis of these findings it might be encapsulatetiélaateachers enhance the
vision, climate and support for staff which are vital for inclusion.
Research point out that headteachersoé knowl
appeared to influence inclusive practices (Dessent, 1987) mainly in two areas:
e The establishment of structures for special and mainstream teachers
such as modifying class sizes;
e The creation of a supportive climate which will minimise resistance
and increase involvement while setting high expectations (Rouse and
Florian, 1996).

The topic of inclusive leadership will be further elaborated on in this study in the

chapters of the Findings (p. 2@21 ), Discussion (p. 27278) and Conclusion
(p-3378).
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Culture

Introduction

The definition of culture is intricate primarily because it refers to abstract terminology

and language suchédso paque and i mb (Bastt andWesBurnimagnst i que o
1994: 103), the 6rules of the gamed (Kil ma
psychdogical qualities that knit an organisation together (Zollers et al., 1999). The

second element of intricacy is the duality embedded in this concept. Indeed, in his

review of the literature on culture, Jones (1996) identifies three salient components:

values, attitudes and behavioural norms. This means that culture is a combination of

6the visible artefactsé and o6the underl yin
it might be contended that school culture is built of layers of prai@titeo t h mo di f y i n¢
and consol i ddTorringtgn abdiAeightnaam, im Bréedy, 199%3)llers

et al.(1999) argue that culture involves ardepth exploration of the factors that

motivate the members and of the source for their behavioural norms which leads to

the wnderstanding of the organisational values and attitudes. This point is similar to

Dimmock and Walker (2000: 307) who maintain that cultural dimensions are r e

axes around which significant sets of val u

Another area fodifficulty concerns the multiplicity of themes related to this concept.

The concept of culture appeared in the literature 130 years ago by Linton (1940) and
Tylor (1871) who maintained that it meant knowledge, beliefs, morals, customs,
attitudes, and hdtoial behaviour patterns. Since then, various aspects of culture have
been emphasised by various researchers. For example, Mintzberg (1973) emphasised
its operational norms, attitudes towards employees, rites and ceremonies, formal and
informal systems ofommunication, and the ideology of the organisatiatrtin

(1985) stressed perceptiohswton (1989) claimed that school cultures might be
analysed via nine systems, such as social, economic, communication, rationality, and
belief.

In his definition, Wet-Burnham (1997) relates to culture as the personality of the
organisation, the sum of all the elements that make it unique, and the way the
organisation manifests itself to the world. This explanation is comprehensive in the

sense that it comprises bdtie inner and outer aspects of the organisation. Similarly,
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Torrington and Weightman (in Preedy, 1993) argue that school Ethos or Culture is
school spiritfit he power ful engi nevhfiacrh grrewatthe sarsd hp

wholeness.

The complexity otulture is expressed by Schein (1985:6):

AThe deeper | evel of basic assumptions and
organisation, that operate unconsciously, and that define in a basic-takgnanted

fashion an organi siattsi oenmdvsi rva reme notfo .i t sel f a

On the other hand, Greenfield (1973) asserted that organisations have no character of

their own, and ethos refledisc ongl omer at e power relationshi
agreements between individual dndeediit her t han
might be stated that the definition of Culture is complicated because of two main

reasons: it encompasses seemingly contradictory aspects, such as unconscious beliefs

as opposed to explicit and tangible behaviours, and it relies on attituidhes of

individuals as opposed to organisational (group) ethos.

As the educational system today is oriented towards change, the next section will

focus on the characteristics of culture which are associated with change.

Culture and change

Toffler (1990:3% ) pi ctures a changing culture as 0:
A many s hthrbugh pangls, ene behind the other, overlapping, inter
connected, the colours and shapes continua

Culture has been identified as a Kagtor in leading change. Morgan (in Preedy,

1993: 41) maintains:

AEffective change al so depends on changes
action. Attitudes and values that provide a recipe for success in one situation can

prove a positive hindnce in another. Hence, change programmes must give

attention to the kind of corporate ethos required in the new situation and find how this

can be developedo.
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The culture of a changing school is described by MBestr nhamdés (1997: 98)
AA qual iistrestless,cdnstantly questioning, never satisfied,

chall enging norms and believing that thing

Fullan (1999) argues that the crucial factors in sustaining change are those
interventions that have impact on the cultural norms of schools. In this light,
Torrington and Weightman (1989: 18) include in their definition of cufiuteh e
norms and values #t are generally held about how people should treat each other,
the nature of the working relationships that should be developed, and attitudes to

changeo.

Recently, it has been claimed (Joyce and Calhoun, 1996) that cultural changes can

occur quicklyandat t he same ti me prraweea 6t ac hbaen gikee g pg-,u |
1991). They do not necessarily need to take a long time, as has been suggested by

Fullan (ibid.). Culture and change are related in the literature in three different ways.

Existing culturemight foster or inhibit change (Reynolds, 1996). Alternatively,

institutionalised changes might lead to a shift in the organisational culture, although a

change in culture is believed to be difficult (Turner ,1990). Indeed, Morgan (ibid.: 42)
suggeststhidi si nce organi sation wultimately reside
invol ved, effective organi s.@Anothertinkin change

the |literature is Morgandés (ibid.) asserti

Although the cacept of vision is usually related to leadership, when a school seeks to

|l ead change it does so by creating a cultu
range of shared values and commitment is high (Murgatroyd and Morgan, 1993: 80).
Bhindiand Duignaf 1 996) propose a Ovisionary paradi
AOrganisations are not solely concerned wi
They are also concerned with the human spirit and their values and relationships.
Authentic leaders breathe tlige force into the workplace and keep the people feeling

energized and focused. As stewards and guides they build people and their self
esteem. They derive their credibility fro

val ueso.

89



Fullan and Stiegelbauer (29: 35) argue that the essence of the procdsg i e

transformati on

oand tise wrbgtian of tsharecemeanm@whicht i e s 0

forms a new culture. Similarly, Ware (1995) claims that teachers should receive

support in constructing a shared mearasgart of an overall cultural transformation

of their schools. Table 2.11 and 2.12 introduce factors suggested by two studies

which seem to be relevant to changaking:

A shared vision of success

Genuine opportunities for active commitment

Agreedapproaches to teaching methods, assessmen
discipline and behaviour

A common philosophy of education

A dynamic vision, responsive to change

A vision integral to school life and identity

An orderly ethos/climate developed

Positive attitudes anaptimism among teachers

Understanding students®b

Fostering selunderstanding, autonomy and
responsibility among learners

Establishing rapport with the wider community

Sharing responsibilities, interaction and responsiveng
avoidance o#uthoritarian style

collaboration

Collegiality established between groups through

Table 2.11 Principles of collaborative culture which contribute to effectiveness
(National Commission on Education, 1996)

Collaboration

High expectationfrom staff and students

Consensus on values

Supportive, secure environment

Teachers performing leadership roles

Table 2.12

School improvement and culture (Hopkins and Harris, 1997)

On the basis of the two studies it might be inferred that the prevailing educational

attitudes and climate are related to change and innovations, because a school where

vision and responsibility are shared and work is done in collaboration, is more likely

to be open to changes than schools which no empowerment is perceived and no

common philosophy of education exists. These assumptions are supported by

empirical evide

nce. The HMI report oO6Ten

9C
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Asuccess dmeelygfromthe existéneeraf certain structures of
organi sationébut is dependent on the spiri:

and work of a school , faithfully reflectin

However, there seems to be an empirical consenghs literature that collaborative
cultures is a 6black boxd which requires a
understanding processes of school change one must also consider the uniqueness of

each organisation (ibid.; Bryk et al., 1998a).

The next section will foster the understanding of the nature of culture by relating to its

characteristics.

Characteristics of culture

Indeed, Lewis (1996) maintains that auditing the cultural features is necessary for
effective management. Deal and Kenyn€td82) identified several key features in

6strongé (i .e. clearly identifiable) cultu

Clear approach to environment

Shared values

0 H e r ior@esnidels for values

Rites and rituals (systems and procedures)
Networks (informal means of communicatior

Table 2.13 Key features of corporate cultures (Deal and Kennedy, 1982)

The fact that Culture is manifested via a ma#nsory amalgam of symbols, routines,

and physical resources (Beare et E89:176) is illustrated in Table 2.14.

Conceptually or verbally The use of language
Behaviourally Rituals, ceremonies, rules,
support mechanisms, patterns
social interaction

Visually or materially Facilities, equipment,
memorabilia, mottoes, cresiad
uniforms

Table 2.14 Manifestations of culture (Beare et al., 1989)
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Tables 2.13 and 2.14 reveal that the main aspect of Culture is social and
environmental. The notion of Oheroesd is a
pattern. And finally, rituals and ceremonies usually characterise social groups. Indeed,
Sergiovanni (1984) denotes Culture as a process of socialisation and names it

6coll ective programmingo. Much of the | ite
that individual beliefs coalesce into cultureShar ed meani ng, shared
andsharedseesma ki ng are al |l di f f er(Niastetazways of de
1989:11).

Another feature of Culture is introduced in Bush and VBegtr n hamés model (1c¢

104-5) (Figure 2.8) and in the combined model presented in Figure 2.9. Both Figures
denote hownorms and behaviours have a mutual effect on one another. Indeed, the
two Figures illustrate that values and norms inform behaviours but at the same time
they are also modified by behaviours once change occurs. In addition, they show that
schools are opesystems which are closely linked to their environments and should,

therefore, match their cultural manifestations to that environment.

Environment Values Norms Behaviours

A 4
A 4
A 4

A
A
A

Figure 2.8 The development of organisational cul{i@esh and WedBurnham,
1994)

Figure 2.9, in a more specific manner, illustrates the circular process, whereby values
provide the foundation for the ethos (Morgan, 1986), which is translated into a
mission before it turns into specific goals. These gaadsin turn, translated into
behaviours and interpreted within the framework of cultural norms. Thus,

organisational values are reinforced by practice.
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Mission

Values and beliefs

School ethos, visi®n

/N

Goals — Behavi

Figure 2.9 A combined model of generating culture (Bush, 1995; Morgan, 1986;

Clarke, 1992)

Types of culture

Although general definitions of culture do not focus on aspects of change, researchers

tend to link types of culture to change. One way to categorise cultures is applied by

Rosenholtzdéds (1989) division
O0Moi ng culturesé advocate that
whereas 6stuck cultureso6 inhi
OMovingd |[6Stuckd ¢
Learning Learning
impoverishment
Collaboration No risk taking
Supportive Gatekeeping
leadership leadership
Interactivity Isolation
A holistic view Insular focus
Table 2.15 OMovingdo and
A similar categorisation i s i

cultures (Table 2.16).
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601 do6 cult

ONewbd cul t

Hierarchical Teamwork
Bureaucratic Empowerment
Paternalistic Trust, support
Clear boundaries Innovativeness
Control and risk Risk-taking

avoidance

Resonate with Theor
X

Resonate with Theor
Y

Table 2.16

't might be infe

Omwed cul t ur e-sindadness vierbus naogmmadedness and the feeling of

6t oget hernessd a

t her e

seems to b

communwhi ebBo6i s t

l ear ni
and Kruse, 1995). Therefore, Fullan (1999) contends that collaborative cultures
mobilise three poweul change forces: the moral purpose which increases
commitment, the power purpose which maximises pressure and support for positive
action, and the intellectual purpose which generates, tests, and selects ideas. Further,
Busher and Blease (2000) interpitee delegation of responsibilities by the leader as

part of trustbuilding, which, in turn, allows staff to pursue initiatives.

Law and Glover (2000:122) suggest a cultural model for educational culture which

ng organis

reflectsit he shi fting

This model relies on Rosenholtz (1989) and Hopkins et al. (1994), and comprises five
types of cultures with reference to two dimensions: improveieciine, and
effectivenessneffectiveness (Figure 2.10). Accordingttch i s

cultures encourage effectiveness, improvement, collaboration, and change, whereas

o0Decliningd cul't

categories are midway on both dimensions, and are usuallgdtie# while

endeavouring to improve.
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Low High

improvement improvement
focus (static) focus
(dynamic)
High Cruising Motivating
effectiveness
Wandering Strolling
Fading Drifting
Low Declining Struggling
effectiveness

Figure 2.10 Thelynamics of educational culture (Law and Glover, 2000)

It is contended that the two scales might be combined into a single measure of
oeffective changedé which reflects i f and t
Harrison (1994) offers a model wh consists of four types of culture and addresses

the aspect of change (Table 2.17).

culture indicators
Role culture Bureaucratic; line management;
hierarchical decisiomaking.
Power culture Centralisectontrol; limited collegiality;

high significance of micropolitics.

Achievement culture Emphasis on results; collaborative and
collegial; task focused; autonomy of
teams.

Support culture Personal centred; formal and informal

support; focus on thauthority of
expertise; personal empowerment.

Table 2.17 Four cultures of an organisation (Harrison, 1994)

Indeed, the four types should be seen as four elements, and thus, a culture which
includes all four elements is likely to be more conductive to change. The rationale for
this assertion lies in the fact that the four types address formal, informal,
micropoitical, personal and interpersonal aspects of school life which exist in every

organisation and every school.



A different way to address types of cultures emerges from Hargreaves (1995) two

factor model: the social factor which focusses on how peopleelded into an

organi sation through cont rroell actre dcdo hae smso. n , T h
school may tend towards the formal, Traditional culture which emphasises social

control and attention to tasks, or towards the more relaxed Welfaristeculhich

focusses on social cohesion and attention to people (Figure 2.11).

High Welfarist Hothouse
(relaxed, caring)| (pressured,
controlled)
Social
cohesion
Low Atomic Traditional High
(insecure, (formal)
alienated)

Social control

Figure 2.11 Types of school cultures (after Hargreaves, 1995)

An analysis of the two models in Figures 2.10 and 2.11 shows that the two models

differ in their foci: whereas the former addresses elements that are associated with

outcomes (effectiveness and improvement), the latter addresses elements associated

withthe process of change (6peopled and Ot ask:s
cohesiondo) .

The following section attempts to investigate how culture is managed in schools.

The management of culture

It has been decided t o (B98aasdertionthatsa secti on
striking feature in o6failingé schools is t

stress that it needs to be managed especially when change is about to occur.
Culture is considered to be a key feature in management. For ex&eigles and

Watermanés (1982: 22) assessmeoontvaleef oO6excel |

drivend managemeati f Fongthlee,val ue system :
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are the greatest contWestBunhamdl®%:9n | eader ca
awocates that headteachersd role in the mal

obvious tension between the demands of the organisation and the values of the

individual:
AThe skil/l i n managing cultural change i s
develop n accordance with the culture, and to

appropriate niche so that they too are ful

Culture needs to be managed so that it can permeate all aspects of the organisation

(ibid.). The cultural perspective is also useful in identifying sources of resistance and

facilitation in organisations (Morrison, 1998). An important management aspect

corcerning Cultureisthadt st af f t eams possessiBndge, di ff er en
1994: 194) . I n such ¢ébal kaniseddé cultures,
units or departments rather than to the whole organisation (Fullan and Hargreaves,

19). However, the establishment of a unitary culture in a reality which allows

divergent cultures in organisations requires skillful leadership (Bush, in Middlewood

and Lumby, 1998).

The publication of Ethos Indicators in Secondary SchoolBefuation Scottish

Office Education Department (SOED),1992) minimised the relationship management
culture. It proved that out of twelve indicators that form the basis of the study only
four relate to management issues, whereas the rest of them relate mainlydaosteach

and pupil sdé perceptions (Appendi x 1) .

School climate

School climate is considered to be part of school culture and its investigation started

in the 1970s. Various attempts have been made to define this organisational

phenomenon. The most comprehensigénition was offered by Tagiuri and Litwin

(1968)i The organi sational <c¢climate is the qual
organisation as experienced by staff members. This environment affects their

behaviour and can be described in terms of clusiesganisational

characteristicso.
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School <c¢climate refers to the O6profiledé and
encompasses teachersd and studentsd percep:
teachersdéd perceptionsedHallh@mitn ahadsedadft nel
are associated with tagkiented headteachers who apply formal, inflexible structures.

They contended that a feeling of alienation, a sense of lack of commitment towards

school and school tasks, bureaucracy and papksumilarly contribute to a negative
perception of school climate. Conversely,
with support, teachers6 welfare and satisf.
personal charisma .In addition, a sense of intyve@mong teachers, informal

relationships, and a team spirit contribute to positive climates.

There seems to be a consensus in the literature that the existence of an orderly, safe

climate is conductive to teaching and learning (Stoll, 1991; Thousanguaokard,

1990), and that teacherso6é training on the
to promote heterogeneous schooling (Thousand and Villa, 1991). Halpin (1966)

identified types of climates of organisations where change is likely to odoaisiX

climates appear on a continuum from openness to closure, whereas the more open the

climate is, the more conductive it is to change (Table 2.18).

The open climate

The autonomous climatg
The controlled climate
The familiar climate
The closedlimate

A\1%4

Table 2.18 A continuum of organisational climates (Halpin, 1966)

Another approach to school climate was adopted by Stern and Steinhoff (1969) who
focussed on factors of climate other than environmental. They argued that schools
whose scorés high on intellectuality, achievement, motivation and support towards
teachers are featured by a drive towards development and change, whereas schools
whose score is high on efficiency and structured work are featured by slow and
controlled developmentable 2.19 sums up the four possible conditions for school as

regards the balance between aspects of innovation and control.
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1% possibility Heavy pressures toward$ Low levels of control and

innovation and supevision
continuous changes and
initiatives
2" possibility Attempts to avoid High levels of order and

changes and innovationg discipline, strict
regulations, detailed pre
planning of initiatives

3 possibility Heavy pressures toward{ Heavy pressures towardj
innovations supervision andontrol

4™ possibility Low pressures towards | Low pressures towards
innovations pre-planning, discipline

and supervision

Table 2.19 Climate and change (after Stern and Steinhoff)

The following sections will address three issues of climatelddraing organisation,

teamwork and collaboration.

The learning organisation

ATo cope with a changing world, any entity
and changing, of developing new skills and attitudes: in short, the capability of
l earningo (De Gues, 1997:20)

The o6l earning organisationd as a concept h.
than in business (Southworth, 1994; Boud, 1995). The literature involves two main

factors that contribute to this transformation. The external fectmsociated with the

need to cope with environmental changes (West, 1994). This claim is supported by

Hopson and Hough (1985:7) who arguedfhate | i ve i n a transient
only constant p hEhospifaesachaoifails tskeeaoeamitly e O .

technological changes, it could become subject to cultural lag (Lofthouse, 1994a).

Among the external factors one might list the Open Enrolment and the competition

among schools.

The second factor is internal. Thus, Garrett (1987) maintairegdftan organisation

wishes to survive and develop, the rate of learning inside it must be equal to, or

greater than, the rate of change in the external environment. The internal factor is
concerned with a fundament &leekprbgarditgthe n t he
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concept of learning (Senge, 1990). Further, the writer (Senge, 1991:13) points that the
concept of | ear ni naginghnanformatioraisroglhedistanta nd t hat
rel ated t o Irnedeele dl,e aarsniompgoo.sganit athendt eakRd
1980) which advocated that pupils are recipients of knowledge possessed by teachers,

it is now acknowledged that the O6new | ear ni
autonomy and ol ifelong | ear ni nngdoegnbter guson
result from teachers imparting book knowledge to students. It is an egalitarian process

which takes place in a environment conductive to learning, and relies mutually on

teaching and learning experiences and experiments beyond basic sching tra
(Ferguson, ibid.). Howeeeybodyesrascheobk &
(WestBur nham, 1997t eabB)ngéddhappensiaall throt
bl o c(Handyt 1889: 168)

A necessary followup of the change in thaindset is the organisational ability to

capture and conyv e tisobkousthatleardiggand because fi
transformation ar e (@amallf1995:f263). Therefmea me pr oce s
organisations should establish a knowledge base where tacitddgaiik converted

to explicit knowledge, and where information is made accessible for all members

(ibid.).

Yet, how can this mindshift be achieved? O
advocacy for creativity as a major element within the learning ordgeamsa

AThe capacity to be creative iIis intensely |
therefore, all the more surprising that creativity is generally neglected in mainstream

educationo.

Carnall (1999:6970) points out in this respect tifata ¢ h i @&nvndsetgshift is first

and foremost a cognitive t aHddveverritertaken w
researchers listed below suggest that change is associated with learning. For example,

Garvin (1993) suggests modes of learning, such as predémg, experimentation

with new ideas and approaches, and learning from experience. Miller (1996) identifies

six modes of learning that appear in Table 2.20 and argues that a learning organisation

should address all these modes.
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Analytical learning Formal, linear, rationakystematic

Synthetic learning Emphasises discovery, combines
knowledge in new ways

Experimental learning Incremental, exploratory

Interactive learning Adaptive, participative

Structural learning Bureaucratic, through established
channels and routines

Institutional learning Vision building, symbolic, emphasise
values and beliefs

Table 2.20 Modes of learning in organisations (Miller, 1996)

|l ndeed, Mill erds (1996) model all ows for
related to different types of cultures, structures and leadership styles. Hurst (1995)
argues that achieving change is contingent upon the ability to become a learning

organisation. This process is introduced in Table 2.21.

Strategic management

Consolidation

Crisis

Confusion

Charismatic leadership

Creative network

Choice
Innovation

Table 2.21 A renewal process of recreation (Hurst, 1995)

The first look at Table 2.21 seems to be similar to phased models of change.
However, an irdepth look reveals that it describes a learning process whose peak is
the ability to overcome the confusiavhich results from a new reality and from the
need to create innovations. It is argued, then, that this is first and foremost a learning
model. Newmann and Wehlage (1995) support this view in their claim that schools
with strong professional learning camnities enable teachers to respond more

successfully to the needs of students and to sustain positive change.
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Teamwork

The concept of teams i s compl e nfietnhteayr yarteo
a |l earning or gan {Morason,1898: 183h A saivey ofehe 0 s mo
literature indicates that teamwork is considered to be advantageous in terms of the
improvement of the quality of work. Indeed, one of the main features of collegial
approaches is the emphasis on teamwork and the fact ttitatmpés to harness the

talents of all team members (Coleman and Bush, in Bush andBAfegtam, 1994).

This view is supported by WeBurnham (1997: 148) who maintains tiiat he gr ou p
is one of the most powerful learning vehicles, so the effective teamehastential to
heighten t he | e aSimilarly gopkns et alt(1097)aegoethatras o .
collegial culture can be achieved via the development of learning partnerships.

Murgatroyd and Morgan (1993) advocate that teams are more poleariuhg

entities than individuals who are seeking to learn on their own. Teams provide an
environment in which learning can be articulated, tested, refined, and examined
against the needs of the organisation. Everard and Morris (1990: 172) focus on the
ap e c t a gootip of pBople that can effectively tackle any task which it has been set
up t .dndekd, tesearchers tend to highlight the cultural basis of teamwork, such

as commitment, cooperation, and agreed goals (Bell, 1992:Buestham, 1992a)

Tuckmands (1985) model (Table 2.22) <clarifi

process of innovation. This includes team resistance while confronting the leader, but
it also comprises a mutual establishment of norms and a development of a feeling of

confidence as solutions emerge.
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Task Stage Process

Clarification of outcomes | FORMING Anxiety, uncertainty,
sought, roles uncertain. ambiguity

Value and feasibility of | STORMING Conflict between group
task questioned, principle resistancend leader,
and methods debated opinions polarised
Planning starts, standardg NORMING Working procedures
laid down, roles clear established,

communication of
feelings, mutual support,
sense of team identity

Solutions emerge, quality| PERFORMING High levels of trust and

improves, decisions independence, roles are

translated int@ction flexible, individuals and
teams are confident and
relaxed

Table 2.22 Stages in team maturity (Tuckman, 1985)

Indeed, the researchers emphasise the affective aspect of teamworkrehse of

commitment, the promotability it offers, the social closeness it provides, as well as the
development of collaboration and cooperation (Bow«@agr and WesBurnham,

1994; Wickens, 1995; Sergiovanni, 1994). Furthermore, all teams in a seleolaian

reach a certain |l evel of connaoctdamdaness and
i sl and wit hi n(Magatropdramdaorgas,d993: ©46)0

Yet, dysfunctional teams seem to lack certain cultural features (Weller, 1995). This
can beseen in Table 2.23 below.

The warring factions | Lack of cohesion

team

The Kalamazoo team| A false consensus

The leaderless team | Unclear goals, low morale, no

decisions

The busdriver team Indifference, fear of commitment, no

real communication

The party team Socialising and joke telling

The grounezero team| Open hostility, serious personality

clashes, jealousy, destructiveness,
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dogmatism

Table 2.23 Types of dysfunctional teams (Weller, 1995)

It is also contended that the cultural deficits of these elements are all linked to change.
For example, a team which is characterised by fear of commitment is unlikely to
welcome changes, whereas personality clashes that exist in a team are likelyitto inhi

the process of change.

WestBurnham (1997: 138) introduces a synthesis of the research of McGregor

(1960), Likert (1961) and Blake and Mouton (1964) (Figure 2.12). The writer

maintainsthait he strength and creatinvéet hpeot ent i al
critical mass achieved when tlithsey are | inke:

noteworthy that here, too, the main elements of his model are related to culture.
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Shared
decision
making

Emphasis
on action

Explicit Feedback
and and review
Lateral shared

communication values

Pride in the
team

Openness
and candour

Figure 2.12 The components of effective teamwork (Blestham, 1997: 138)

Il ndeed, this model seems to be in unison w|
because its elements present the other end of the same scale. Thus, openness and
candour, pride in the team and socialising
z e rteam, which is featured by open hostility, serious personality clashes, jealousy,

and destructiveness.

The | iterature offers two types of teams i
and the O6Projectd team. |l l esfandt Aahatk (&
because putting the function as a high priority enables boundaries of professional

departments to be crossed. In practice, however, individual members might

unconsciously represent their original teams and this might crefgeliig anong

ot her members. The OProjectdé team, which i
(McKaskey, 1988) might do so at the expense of staff relationships. For example,

superteams (Hastings et al., 1986) are highly committed, very hardworking, and
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driven by success and obsessive pursuit of their goals. At the same time, they might

create a culture of elitism in schools.

Critics of teamwork refer to a negative influence on the micropolitics of the

organisation: higstress levels, role conflicts and awplities, intergroup rivalries

or too great a cohesiveness (Bush, 1993; Beale, 1994). Similarly, Senge (1990: 234)
argued that unaligned teams6 are wasted
Brown (1994) advocate that teams of professionals fuslemsolving be set in

schools via adhocracies. They contendthathn novat i ve responses to
problems are less likely to occur if dependence is placed on the efforts of one or two

i ndi vi(pdid3g.l They also pointofitwh e n  t e a mwtpteakhers feel pr e s e

productive &nld6).supportedo

The next section will explore the issue of collaboration which is related to teamwork.

Collaboration

Until the mid1970s school culture based solely on loyalty to the head. From that time
onwards, @iff cooperation and responsibility increased (Torrington and Weightman,
in Preedy, 1993). The first definition that is offered below relates to collaboration

from an organisational point of view, wher .

Cardno (190:1) arguestil t ( Col |l aboration) is the term
partnership, cooperation, agreement, consent, and working in combination to

accompl i sh i nst.iWestBuinfmam @997: @4)jstatestthiatv e s 0

collaboration comprises éfi n d i Jearding olcalaborate so that knowledge,

skills, and qualities are deployed to maxi:
Indeed, an empirical study conducted by Busher and Blease (2000) revealed that
collegial culture can be achieved when people support each other antbgether

regardless of their formal job descriptions, or when the formal hierarchies are implicit.

The theoretical basis for collaboration is the commitment strategy for change (Rowan,

1995) which assumesthatc ol | abor ati ve and paaticesi ci pati ve
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will unleash the energy and expertise of committed teachers and thereby lead to

i mproved st uRowantl99D: 8%y Eail ang Lee (1998) argue that

successful collaboration is a function of urgency, agency and energy for change. It is

claimed that urgency can be compared to the shared vision which is the drive for

change, agency represents the structures f.

commitment to carry out the change.

Staceybds (1996b: 280) definition of coll ab
collaboration is linked to a changing culture of a learning organisation where
members are mutually nourishédl t i s true dialogue i n which
each other, at to be in control but to provoke and be provoked, to learn and

contribute to the learning of others, to change their own minds as well as the minds of

ot her so

Indeed, organisational change depends on the creation of a culture which enables

individual development, team development, collaboration among individuals and

organisational learning. Figure 2.13 suggests awap model for the relationship

betwem t he three di mensions of a culture whi
organi sationé, O6teamwork©6 and 6écoll aborati
organisation stems from the collaboration between teams. Alternatively, it might be

claimed that th formation of a learning organisation by school leadership creates a

culture which encourages teamwork and collaboration at all school levels.
The learning organisation

AN

Teaml team?2 team3 team4 tea

TV

Collaboration

Figure 2.13 A model of combined elements of culture



Inclusive culture

On the basis of the previous section on culture, inclusive culture might be defined as a

culture whch is open to changes, because inclusion is considered to be first and

foremost a process of change implementation. Inclusive culture relies on some

el ements of Omovingd cultures such as sha
innovativeness. Thissue of shared values and attitudes towards inclusion emerged

in Zoller et alidl&dms thi%99:ncl ) vet wdiy:ture s
intruders that needed to be O6integratedd é
schooling, nFathernibief€©hedi ngbosi on of student
at Connolly was highly valued by students, teachers, and parents of both typical

chil dren and dbids B76)l Teedssue bfiinhodativeness derives from
Carnall 06s (1995) model

Indeed an inclusive school culture takes it for granted that individual students belong.

Its main focus is on what can be done to enhance their learning. Ideally, LBS ave

be considered a legitimate identity in an inclusive school, not a pathological

conditio n (&lee, 1996: 26). Empirical evidence supports the view that culture is

perceived by school staff as an important factor to inclusion (Janney et al, 1995).

Furthermore, Lunt and Norwich (1999: 74) maintain that inclusion involves values

and school culttes, and commitment to inclusion should be seen in the broad context

of social inclusion and equity. Therefore, their answer isithatn | ess ef fecti ven
defined in terms of inclusiveness, a rhetorical commitment to inclusion may conflict

with other vdues such as individual choice and competition and the values of the

mar ket o.

The main shift in the mindet towards inclusive cultureisther ecogni ti on of t
value of diversity (Ballard, ¢899 42). Borriegtoahd c o mmu n i t |
Weightman (in Preedy, 1993: 54) express doubts regarding the existence of school
culture, following their researtteh on four
l egi ti mate pl ur a]las sclyool oohtains te@ms and depattments y | e s 0
each d which builds its own cultureThus,it he cul ture of the schoo
be quite different from that i Arelatedschool w!

issue that should be considered regarding culture and inclusive culture is the fact that
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mainstream and SEN teachers often fail to collaborate (Henderson, 1994). This
problem is regarded by Bush (1995) asegestence of divergent cultures in

organisations.

Riehl s (2000: 60) viseiwthafift hteh ed eocvhed mogpeaneinnt  tol
inclusive structures and practices must be accompanied by new understandings and

val ues or they wil/|l not result in [ asting

However, critiques of school inclusive culture advocate that the seemingly inclusive

culture is only di r-aeticulation of spe i al e d(8leral96:@Y).0

Past research has focussed on educational practice and inclusion (Hunt and Goetz,

1997) rather than on the relationship between culture and inclusion. However, Zollers

et al. (1999) conducted the first research éxgiored this relationship. The research

was a singlease study and it identified three elements of culture that contribute to

inclusive culture: a democratic and empowering culture with collaborative decision

making, a broad vision of school communitythwparental involvement, and shared

language and values. The main conclusion was that school culture should not be

overl ooked whil e i mpl iedsionmaymeguireamc | usi on an.
inclusive school c Yibid: u72)eHoweve, tlosrstddy could o s uc c e
be scrutinised on the grounds that it was conducted in a school which was well

catered for with all necessary aids and services as well as mainstream and SEN staff.

It could be argued that the research advocates how culture is detebyisguctures

rather than the relationship between culture and inclusive culture.
MacKinnon and Brown (1994) discovered in their research that teamwork helped
teachers to solve problems regarding the development of new ways of teaching all

students.

The issue of inclusive culture will be further elaborated on in the chapters of the
Findings (p. 22838), Discussion (p. 298295) and Conclusion (p.338).
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Structures

Introduction

Structures offer a formal framework in which organisational activitiesghice. A

survey of the literature reveals that the way structure is defined has not changed over

the years. It comprises the frameworks of activities, such as organisational

arrangements and roles (Fullan, 1992), a description of jobs and relationgiaips (G

1988), formal systems, processes of authority, positions and seniority of authority,

division of labour, procedures, a formal description of roles, and relationships within

the organisation (Paisey, 1981; f€haran, 19
embodies all activities which take part within the organisation, such as decisions,

monitoring, ceordinating, resourcing, accountability, documentation, tasks (Charan,

i bid.; O6Neill, ibid).

The i mportance of st r uc tstateraestthatschaolef | ect ed
structures, cultures and routines embody the meanings people hold about educational
practices. This was equally emphasised by Leavitt (1978) who saw structures as one

of the four main organisational systems (Figure 2.14).

/ Structure \

Technology | | Objectives

\"/

Figure 2.14 Leavittdos diamond (1¢
The main conclusion from this model istheindee pendence bet ween t he
el ements and t he théfacithahal factoeshaveram aquad weght d

in the organisational life.

Handy (1989:71) clarifies the change in the terminology of current structures:
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0Today the |l anguage is not that of enginee
and networks, fieams and coalitions, of influence or power rather than control, of

| eadership rather than management o

Structures and change

The link between a changing environment and Structure has been recognised in the
nonreducational settings for many years. Thsib distinction that characterises much

of the theoretical debates distinguishes b
appropriate in stable conditions, and more flexible, organic structures, that are needed

to respond to changing conditions (Burmnsl &talker, 1961; Bolman and Deal, 1984;

Beare et al., 1989). However, organisational structures need to be explored in order to

maximise potential for chand®orrison, 1998).

One example of structural change can be seen in thd §668s move to

compehensivisation, which encouraged the creation of larger, more hierarchically

structured institutions. An almost opposite example is the##@s push towards
O0semlahagement 6, marketisation and O6privati s
re-structuing of education which advocates leaner and flatter hierarchies (Mullins,

1993), 6édel ayer i ng6 -basedwokkiage(Betbin, 199®.95) , and 1

Researchers tend to agree that schools have to be responsive to the demands of the

market in order tsurvive, and therefore it would also make sense that they adopted

flatter, radical, more responsive structures (e.g. Wallace, 1991). Further, it is believed

that multifunctional teams, project managers and expertise should replace hierarchical
managemendtructures (Morrison, 1998). It is argued that decentralisation reduces

overload on managers, develops motivation through empowerment, ensures
delegatoninsulm ni t s, and increases flexibility of
(1996a) operating principleke-emphasise hierarchical structure and prefer flat

management. Ostroff and Schmitt (1993) maintain that effective configuration has to

do with value orientation that resembles t

schools are flexible and concerned wiibrale, growth and development.
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Ot hers claim that the fact tsubedtoehéinfeect i ve

and development, in order to incorporate n
(O6Nei I I, i fBurhans, h994a 1DA0) Mifghtsreéate internal tensions
and management difficultiesést he f or mal structure may be g

actual o ng @eyemgandaRowan, $988: ¥10). In addition, the increase in
central control over curriculum delivery requires inspec(iod 6 Ne i |.Bythe 1 9 9 4)
same line of thought, Child (1984) advocated centralisation because it identifies the
locus of decisiormaking, it enables managers to maintain an overview of activities,

and avoids waste and duplication. Another critique to thegihg structures is that in
loosely coupled organisational structures, school is more likely to respond to the
external environment (parents, political groups) than to students (Chubb and Moe,
1990).

A compromising way of thougldtiltisasgguedf f er ed b
that effective schools are dadaptive struc:
flexible structures to enable them to respond to changing needs, turbulence and

uncerta nt y, and on the other hand should adop!

continuing routine demands and accountability.

Structural analysis

Two sets of criteria for the analysis of the structures for change are introduced by
Pai seyods ( 149 a&dbhy C4drnela(1O05¢ (Table 225).

Variable Implication on school performar

The degree of specialisation of The division of work

function

The degree of standardisation of The existence of rules

procedures

The formalisation of documentation | The commitment of information to
writing

The degree of centralisation of The location of decisiemaking

authority

The configuration of positions The O6shapebd of st

The flexibility of structure The capacity of structure to meet ney
conditions

Table 2.24 Structure analysis (Paisey, 1981)
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Centralisation versus decentralisation

Efficiency versus effectiveness

Professional management versus line management
Using control versudeveloping commitment
Managing change versus managing stability

Table 2.25 Structures and organisational management (Carnall, 1995)

Despite the 14 years of difference between the two models, it might be inferred that
they reflect a similar view irespect of criteria for analysis including that of stability

and flexibility towards change.

Hierarchies are also believed to have impact on organisational structure. The literature

di stingui shes between a 6tall é hierarchy w
characterised by a narrow span of control,
democratic and is characterised by a broad
hierarchy the number of people reporting directly to the manager will be small as
therearemoe or gani sati onal channels and | evel s
hierarchical levels (Law and Glover, 2000). One of the direct implications of

hierarchies is the division of roles and responsibilities. Bolman and Deal (1984)

suggested that theabic dilemma in organisations is the tension between

6di fferentiationé, which is the definition
responsibilities, and O6integrati-oné, which
dependence.

Current man angbe n@efpiteano $ @as hi me concept of the
organi 6hawoawvwd Gl over, 2000: 109). Other f
are processes rather than functions, key performance objectives, flattened hierarchies,

and tearwork (Handy, 1993). Thprocess of change involves a shift from line

management to specialism, and to management of professionalsRuUvielsam,

1994). Weick (1976: 3) views educational o
60softd structures, wh ermaskwhen thersnitiad migsiom ef or me

is complete. Teams can take the -femmrm of pe]
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project teams formed to accomplish a particular task (Beare et al., 1992). The latter
(ibid.: 88) assert:

A A s didimensiomed orgasational structure is no longer sufficient for an
educational enterprise, and the key operators, including the school principal, will
need to be adept at changing administrative tactics and structures according to the

task at hando.

The way structures aiperceived in agile systems affects the division of roles.

Morrison (1998: 160) maintains that organisational structures can be seen as
networks whiciii nt egr ate the formal and s.oci al
In a networked structure work is shared rather than divided, and there is an emphasis
on teamwork and crossfunctional teams (Champy and Nohria, 1996a). Therefore,
authority becomes a matter of expertise rather than position in the hierarchy, and

A t h o ermal leaders who have not had space to demonstrate their talents are
freed from the structures of hierarchical constrgiMiorrison, ibid.).

Table 2.26 encapsulates the main elements discussed in this section with regard to

6ol dé6 and O6newd structures.

@Ol dé6 structures|6Fashionabl ed (n
060Tall &6 hierarchyldFl atd hierarchy
Bureaucratic Democratic
0Ti ght 6 qualitiedlLoosed qualitie
Functions Processes
Line management Specialism
Status teams Crossfunctional (task) teams
Position Expertise
Work divided Work shared
Table 2.26 Features of 00l dd structures
Similarly, Table 2.27 presents el ements
Traditional Radical
Solid Fluid
Closed Open
Role Function/Task

ar

of

C

a |

Table 2.27 Characteristics of organisation.
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Structure: a result or a cause

As a result of educational legislation in the 1980s and 1990s, schools depend on their
external environments for their wddeing. However, increased centralised control

over curricula has dictated changes in school technology. Bolman and Deal (1984)
heldthe view that organisational structure is determined by the technology of the
organisation which is defined as the central activities and by its environment. At the
same time they assert that organisational problems reflect inappropriate structure and

canbe resolved through redesign (ibid.).

The impact of technology and environment on structure is linked to the level of

uncertainty (Galbraith, 1973; Turner, in Packwood and Turner, 1988): it is possible to
establish traditional, bureaucratic, hierarchgteuctures in a stable environment

where activities and responses are predictable, but it is impossibledetpreine
structures in a turbulent environment. As
means the external environment which affect®sethtructure, or whether it is the

extent of certainty within school climate which has this impact over structure.

Some researchers contend that roles, positions and authority are determined by
elements such as the shared values of members and theafidh@¢asks. This view
is supported by Everard and Morris (1990: 163):

AThe appropriate structure, management sty
organi sation (or part of it) is there to d
O6 Nei | | (i bid.: 111) adyv oStricture servasasa mpr o mi s

balance between variables such as the size, the type of institution, and the range of

activities:

fiThe actual structure will be determined in large part by the culture within the

organisation, ultimately being an accommodation leetwthe demands of the

organi sationds activities, the existing ro

degree of motivation of. people within the
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Elements of structure

School curriculum

The dilemma of management the curriculurmtsoduced by Lofthouse et al. (1995).

On t he one hanrdanagihgthe gurriculuma suggeststhattyou have

some specialist knowl edge ofbid.:4h@thecademi c
ot her hand, i f Ot he s cdingthé curricaluntisoalyac ur r i cul
subset of generic management and, therefore, does not require expertise. The most
noteworthy issue in the literature as regards the curriculum is the discrepancies

between what the curriculum is like and what it should ke Mhus, Kelly (1999)
introduces concepts that are used in the ||

0pl annedbéd and 6receivedd curriculum, &é6form

The O6hi ddend curifrtihcousl eu nt heinncgosmpwvaltmisicehs pupi | s
because of the way in which the (Metlyr k of t h.
1999: 4). Values and attitudes are equally
Similarly, the 06plfawmeatd 6i sc ulraiidc ud cuwm rierf | seycl
prospectwhses®as the o6refteheedédaliuryicul uimei g
experiemeceo:5). On the basis of Kellyds ar
that the cause of any mismatch between O0hi
result from delberate attempts made by schools to make what is offered appear more

attractive than it really is.

Despite the impact of school management and the Ministry on the curriculum, the

aspect of the individual teacher needs to be explored too. This belipréssad by

Fullan (1993:10)i The bwui l ding bl ock is the mor al p u
Scratch a good teacher armdly(@@99u9,wo,l I find a
statesthait he t eachers have a Omake drn omeakdo r
and no curricular change can succeed unless teachers fully accept the underlying

rationale of the activity. In fact, until some decades ago, curriculum development was
associated with teachersd devel opment (Ste
requirements of the 1988 Education Act have converted the relationship with the

government from influence on the curriculum to direct control. These coercive

methods resulted in a situationinwhitt eacher s now have |little
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officialcurricul um of t he KKelly, il39% 0603 Thsis; ih eadidr gevods
teachers believed in what they were doing whereas at present it seems to be more

difficult to recruit them towards curricular changes.

Different researchers (e.g. Hargreaves, 1288)e that the National Curriculum

resulted in a shift of focus from a diagno:
future educational provision, to an emphas
(1999) supports this view by claiming that afshas been made from a focus on

6valuesd6 to an emphasis on the O6deliveryo.
adoption of the National Curriculum in England and Wales accords with the serves as

evidence for teachersodo di sempower ment:

ATo e n debang abaut change from outside the school, is to view the teacher
as a technician rather than a professional, as an operative rather than as a decision
maker, as someone whose role is merely to implement the judgements of others and
nottoacton hisoh e r  dilidch: @13).

It might be encapsulated that the damage of the National Curriculum for the

professional standing of teachers lies in the factithatt r epr esent s a tech
rather than an et hical ap(pbid)keltylsugdests cur ri cu
thatht he curriculum devel opment is essentiall
it requires a form(afbiddh ou slelh50)l.d & nidreready, a ttih
is that the dissemination model itself caused the failure of theclarichange.

Kelly (ibid.) introduces three models to curriculum planning. The first model,

however, relates to the curriculum in terms of knowledge acquisition. Hence, teachers

are mainly interested in the content of knowledge they wish to transenitstrof

subjects to be taught. The main criticism of this model is that it tends to proceed in a

piecemeal way within subjects rather than according to an overall rationale. The

second model, the 6objectivesod Ilynpbdle!l , i s f
81) advocatesthditai ms and processes cannot be separ
the processes and the pr dlwugedscat®nalar e embodi
planning should not be defined merely in terms of outcomes or clear aims,dit als

terms of processes and development. However, one of the major criticisms of the



6objectivesd model of curriculum planning

operates according to pdetermined goals. The third model of curriculum planning,

t hkéevwel opmental &8 or O6processd model i s conc
individual and will be discussed in the context of inclusive structures.

The three ideologies are reflected in he
model seesthecontemts t he central issue of the curri
places its aims in the centre and suggests that content be selected to fulfill the aims,

and the 6devel opmental 6 model suggests tha
concerned with.tlappears that the writer expresses criticism concerning the first and

the second curriculum ideologies and advocates the third model. As regards the

6knowl edged model it is contended that a c¢
statement about knowledgentent, and it has to provide a rationale of a total
curriculum rather than an accumul ation of
concerned with the aims of education but rather offers a mechanism for achieving the

ai ms. Hence, i ti nisg rauanmesnitdadr @d oase séadn Howev
6devel opment Apédt mottlel uswht bbb notion of educ

t he human (dilid: 87) whpemsdyimg o moral and democratic principles
(Kelly, 1995).

Staff development, staff traimg and support

Human resources aiet he mo st vtad ueadhd ea taissrealdo or gani sa

in Bush and WesBurnham, 1994:199) and people&ar&k ey component s
of ¢ hMorsenpl998: 35). Indeed, classroom teachers should be pEibttes

apex of the traditional management pyramid as key players in the context of effective
SEN provision (O6Neill, 1996) . Part of
make people perform better than they seem capable of, and help them reach their
optimum levels (Drucker, 1988; Riches and Morgan, 1989). The empirical literature
(e.g. Fox and Ysseldyke, 1997) suggests that the success of inclusion stands or falls
on the availability and expertise ofatass support, which relates to the amount of
financial resources made available to employ support staff, the training and
professional supervision they receive, and finally their teaching methods.
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Since the introduction of LMS, schools have been empowered to devise their-own in

service training courses toeet their specific needs. Studies (e.g. Bradely, 1991)

distinguish between schabhsed irservice training (SBIT) and schefdcussed in

service training (SFIT). Whereas the former refers to training courses conducted by

external experts that take plasteschool, the latter focus on training designed
specifically for school ds or teachersdé nee
SFIT as advantageous because it reduces professional burnout and isolation by

developing cooperative collegiality ingrining and setting direction for school.

Yogev (1997) has contended that SFIT has become part of gelstroicturing

movement which emphasises teachersdé profes:
HaShaha#rancis (1999) have discovered that scHools®d inservice training

help in achieving school improvement even in schools where management is

centralistic.

The writers (ibid.) have postulated that in schools with a hieraogmtralistic

structure, the iservice training was decided upon by the headteacher without

consulting the teachers, whereas in decentralised professional structures the SFIT
wascharacer i sed by teachersd responsibility an

communication among staff, and mutual concern.

However,ins er vi ce cour ses have been sfcirtud i ni sed
solutions which do little to address loteym developmenteeds (e.g. Lally et al.,

1992). Fullan (1991: 315) described them as beifigr ust r at i ngly wast ef u
Ainscowbs (1994) suggesstion is that teach:

their own courses to ensure their relevance.

Researchers (e.g. Tbsand and Villa, 1989) argue that most barriers to effective
inclusion are attributed to administrative disinterest and lack of support. Hall (in
Middlewood and Lumby, 1998) maintains that headteachers should constantly ask
themselves what support for mation and development teachers might need.
However, Bowd (1991) contends that there are few examples of administrative roles
and strategies designed to support staff towards meaningful inclusion. The need for
support is strengthened by Fullan (1991) bhallly (1993). The latter suggests support
networks and quality circles to help teachers discuss their problems and relieve their
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loneliness. In her research work about SEN training, she recommends courses on
elements related to learning difficulties arflbenging behaviours, such as short and
long-term interventions, psychological therapies, stress management and support
techniques. While reporting their research, Lacey and Porter (1998) argue that
teachers preferred to include practical and relevaiities in their SEN training.

Villa (1989) presents four areas of training required by staff which involve a change
in school structures: collaborative teaming processes, instructional student

management practices, peer tutoring models, and the useeofisopy models.
It might be concluded that some researchers (e.g. Harris et al., 1996) express concern
while facing the little specialist support for teachers who work with students with

SEN.

Channels of communication

The following definition was adoetl in thisresarcii A message transferre
satisfactorily from one party to another so that it can be understood and acted upon if

necessaryo (Rasberry and Lemoine, 1986:23)

Rogers and Roetisberger (1952) contended that the greatest barrier to effective
communication is ineffective listening. Indeed, communicating vision and motivating
teachers are assumed to be related to leadership styles, as part of leadership is the
development and commication of a shared vision (Kouzes and Posner, 1996). Other
sources of clashes might be personality clashes and departmental rivalries (Riches, in
Bush and WesBurnham, 1994). Riehl (2000) summarises existing literature by
arguing that the way a lead@sters new meanings about diversity promotes inclusive
practices and builds connection between the school and the community. It also

determines the degree of inclusion and transformation the leader will practice.

The aspect of democracy and opennessimfroa ni cati on i s offered b
(1999: 26) findings, which deny the need to establish consensus as a precondition for
successful inclusion. A study conducted in two secondary schools suggeBtatimat

openended dialogue between contrasting discosigeteaching and learning is

vitally necessary to the fandshiseanbeng of a dy
achieved via the creation of conditions which favour a continuous dialogue.
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As regard this specific study, efforts should be made thatall grafesnal s &6speak t
same | anguaged so that misunderstandings a
lack of consensus in defining and identifying LD. It has already been argued that LD

are defined differently by different role holders, and in variceggaphical locations.

The individual educatorodés viewpoint, skildl

affect the way inclusion is perceived.

Another issue which is related to communication is implementation systems. Cardno
(in Middlewood and Lumyp, 1998) offers a survey of the main existing structures
which aim at promoting collaboration. The Ringi technique is a Japanese structure
which involves circulation of a written document amongst individuals or groups, and
enables a leader to gather infation quickly. This technique may be used in the

form of a noticeboard Ringi, when staff responds on a notice provided. It can equally
be used via electronic communication, such as the Internet. The Formal Meeting
structure enables information to flow updadown the system while providing

feedback, whereas special meetings are held to discuss specific issues.

The Delphi technique is a forum of discussaia-distance, in which the leader
prepares a set of statements and circulates them among thosednwuitil he/she
reaches a summarised draft in which areas of agreement and disagreement are
highlighted. This may further be used as materials for discussion for a meeting. Its
administration is anonymous and ensures objectivity. The Nominal Groupdeehni

is a structured meeting which follows a prescribed format. The leader provides
members with an opening statement, to which each member responds individually,
until finally responses are refined to a collective statement which is presented to the
wholestaff. This structure profits from the use the expertise of individuals as well as

the wisdom of the group.

It is maintained that Cardnodéds (1998) model
fl ow of i nformati on acr o stisudes tovima® | | as wel |

hierarchy, power/freedom of employees, and school culture.
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The role of middle managers

The literature acknowledges the importance of middle managers to organisations.

Below are some of the arguments presented in the literature:

1

Mi ddl e managers have | ong been recognised

(7]

uccessao (Earley, in Middlewood and Lumby, 1998: 158)

AfLeaders need assistants who can transmit
articulate it in practical terms, and work with
(Bennett, 1995: 18)

Aéspreading under st andi nfgrthatfdiredtitnesothae ader s hi |

everyone works to the same o KQipi:d37) veso

Indeed, middle managers control and influence the flow of information, and thus, they

become potential agents of change. HosveBush (1995: 73) postulates in the light

of political models that although empowered by school leaders, middle managers are
interested in enhancing their own departments and are likely to restrict to their

departmental viewpoinfi | nt er e s t opgnddamnpadliandes im ufsuit of
particular policy objectives. Cdmsflict i s
idea might be applied to the clash between SENCO and Head of Departments at

schools whose main interest is mainstream education.

Stone andClark (2001) argue that school counselors as middle managers in particular

can help establish a vision and high aspirations among the staff regarding every

student. West and Idol (1993) add that the training counselors receive in

communication, interpersahrelationships, problem solving, and conflict resolution

enables them to encourage the collaboration among colleagues for the sake of

students. Cooper and Sheffield (1994) present a collaborative management model in

which headteachers and school counsedo6 r ol es are i nterchangea

to work together.

Upon the first layer of enquiry, the role of middle managers seems to pertain to

bureacratic structure8,wi t h f or mal chains of command be
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posi ti ons | \assugested lhyiBesh (A499% Iy Yet, it might also be
asserted that in more flexible structures, middle managers can serve as a glue which
links departments or individuals to one another horizontally, rather than acting along

formal hierarchies.

The role ofexternal consultants

The structure of external consultants in education has developed overtime. The main
dilemma is introduced by Mil-eeekil@8§F)verau:
O0selefianced6. I ndeed, Full soodfi(dlev%®el:0p225)s omlw
internal capacity to assist and manage both the content and the process of change,

relying selectively on external assistance to train insiders and to provide specific

program expertise in combination with internal follkbwh r o ungeed) Fullan

believes that the internal consultant whose main job is to set the system of initiation

and followthrough, must become the master of the change process. Fullan (1991:

226) encapsulates empirical literature by stating that external consaltamfective

fionly when there is an internal consultant

However, there is no consensus in the literature as for the effectiveness of external
bodies.Aoki et al.(1977) reported that in a survey of 1488 teacheByitish

Columbig teachers placed TaeherFederatiorProfessionaDe v el opment St af f 0
0 biversity Faculty of EducatioRersonnegl andé hhistry of EducationConsultanté

at the very bottom of a list of 13 support servidédss was further supportdzy

Berman and McLaughlin (1977) who concluded that external consultants were

superficially or poorly used.

ConverselylLouis and Rosenblum (1981:7) found in a study which evaluated the R&
D Utilisation Project in the United States tiiammu ¢ h o f arcénoétheiagept® r t
( 61 i rcande astribgted to the role that they playedsite in both stimulating
committees to stay active and to reach decision points, and also of providing
logistical support to ensure that the meetings were scheduled regtiteaty,

suggestions for consultants were obtained,
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Monitoring performance

Carnall (1999) asserts that monitoring performance is important because it allows the
organisation to implement change more effectively and speedily, and it makes future

changps easier to implement becaiisée he or gani sati on wi || have
adapt@pl edb59). However, Carnall s model o f
reorganisation, because once ineffectiveness is identified, expertise (could be a new
department, internal or exteinconsultants) and ihouse staff training are required

and this intervention will eventually lead tcassessment which is another sort of

monitoring. Thus, this process is circular anéssures a perpetual change (Figure

2.15).

Monitoring performance

l

Identifying sources of

ineffectiveness
Lack of inrhouse expertise Poor attitudes to changsg
Bringing-in the expertise Allaying fears about the

impact of change

Re-assessment of
change
implementation

Figure 2.15 A model of monitoring as part of change implementation (based on
Carnall, 1999)
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Inclusive structures

Sebba and Ainscow (1996: 10) define inclusive structurés@s ovi di ng f eedbac
existing classroom a rarrangeqients might keémpreved o how
in ways which would be of .Researehérs agreettrmt a |l | m
inclusionrequiresia wi de ar-wageomodichiooaollerses t o suc
al., 1999:162) which range from staffing and cududou to assessment and

instructional practices (Lipsky and Gartner, 1997; Skrtic, 1995). Without such

modifications, Barth (1996, in Zollers et al., 1999: 158) contends that an inclusive
programmeigsimer el 'y a modi fi cati on edficatonreed pr ee x i ¢
fails to meet t he FudprnHendersoa (1994) arguesthatn c | usi o |
placing disabled students into existing classrooms will make them unsure where they

belong.

The holistic approach postulatesthe dent i f i ¢ a ing aarrierstad mi ni mi s
learning and participation and the maximising of resources to support learning

part i c (Bpathtetial, 8000: 13). Sommefeldt (2001: 157) emphasises the

significant move forward in the general perception of inclusion becausepashe

0i ntegratedd st uidfeintt st hwee rdeoarfnpaencty enda ubled o,
suitability for normal schooling, rather than schools having to adapt to meet their

needso.

Much emphasis is placed by researchers on the social aspect of inclusion, and

school 6s willingness to assist SEN student:
Thousand and Villa, 1989). This is reflected in the definition of inclusion in the DfEE
(2998:23):i The participation of all pupils in tF
mainstream schools; the participation of all pupils in learning which leads to the

highest possible level of achievement; and the participation of young people in the full

rangg of soci al experiences and opportuniti e:
This view is negated by proponents of a social theory of disability (Morris, 1991) who

assume that physical, cultural, and institutional arrangements of schools play little or

no partin enabling or disabling the child (Slee, 1991).
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According to Ainscow (1995) the concept of structures might be interpreted as a two

| ayer change. Ainscow (1995: fladdciotnitornaasit s
arrangement séwit hiinng at hsayts treemmaoi fn sdtltlchaorogle | y u
deeper | ayer of &éi ncliusoi wree set druccatuiroen é cwhhoiocl

respond to the .needs of all childreno

Skrtic (1991a) incorporates the literature on organisational theory with the issue of
catering for students with widely diverse needs. His main claim is that the
professional bureaucracy is congruent with the common image of secondary schools
because of a number of reasons:

e Secondary teachers have been trained to provide knowledge in a

speific area;
e Teachers are provided with autonomy in their work;
e They work in relative isolation from their colleagues;

e They provide standardised programmes.

MacKinnon and Brown (1994) advocate that SEN students cannot be easily

pigeonholed into the standaresponse of a professional bureaucracy and thus they
support Skrticdéds view that schools should -
accommodate students with widely diverse needs in mainstream classes. The

adhocracy, too, relies on the expertise opitsfessionals, but these professionals are

assembled in mukdisciplinary teams which deal with problems in a novel way, not

by standardised response. Theoperative efforts of the professionals working

together generate new knowledge.

The practichdifferences in approaches to inclusion are demonstrated in Figure 2.16.

Two dimensions of managerial responses to inclusion in mainstream education are
suggested (Dyson et al ., 1994). Whereas O6c
learners are groupedarding to their abilities or inabilities to enable the
transmission of knowledge, O0responsive pr o
learners, and acquisition of knowledge is perceived as a process in which meaning is

constructed through learning eqgences.
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Traditionally, North American and European
curriculum approach, according to which classes are structured by grade (age) levels,

rather than by assessed individual needs (Thousand and Villa, in Ainscow, 1991). The
shift towards the O0responsived pole indica
OResponsived provision advocates that curr
nor that focus is placed on remediation of basic skills as-eepresite to gaining

access 0 mainstream curriculum. The concepts
are replaced by 6éa process of | earningd an
in data processing. This means that students (including LDS) are constantly exposed

to a brad curricular choice, engaged in a process of constructing their own meaning

(ibid.). This shift might also involve a move from SEN coordinator to a teaching and

learning coordinator.

Learning
through
participating in
the
construction of
meaning
Emerging
Categorical approaches:  Responsive
development
provision of teaching anc provision
learning styles
for all
A students; the
ORemedi whole-school
teaching, approach
special classes
+—alemnative >
curriculum
Hierarghically
ordered
knowlgdge

Figure 2.16 Two dimensions of SEN prpvision in mainstream secondary schools
(Dyson et al., 1994)

It is noteworthy that the concept of Ohier;
0l earning through part i ®compatibiewithdhe ghite sent ed

from O6functiond to 6processod as part of thi



focus lies on how things change rather than on their outcome. Clearly, this shift

i nvol ves or gasnd lsaeatiuduringelogside theorecegnition of

indi vidual needs. Thi scategoncal edacateralen by t he
services (e.g. general education, vocational education, special education classes and

pull-out services) to a unified educational system in which sumymrid be available

to any student dBrookowwraetah,d982: 468). neede d o

Yet, it is maintained that the ability to address a diversity of needs actually relies on

the need to categorise indivi dmphebsthd ear ner s
recognition of different | evels. I n addi ti
provision aims to refer to all learners it is clear that in most cases mainstream students

do not require any restructuring of curriculum or different teacsiyigs whereas

SEN students do.

One example of wholechool structures was observed in some schools in North

America, such as the Winooski (Vermont) and School District (Villa and Thousand,

1988), where job functions and professional labels were autiestiby a single job
description | abeled O0teachi@alol teaeker st ahreed
teachers of chil dr en wbhessant, $9B7e 25) datérmireeslau c at i 0O |
departure from the traditional SEN support in mainstream schavlatod s a o6 whol e
school approachdé which advocates mainstrea
involves restructuring roles and responsibilities to foster the involvement of all staff in

meeting SEN.

6Special 6 st r uct (Mainstream structures

Specialsubcommittees Primary/secondary sudommittees
Special education budget Budgets for primary/secondary
Advisors/inspectors for special Advisors/inspectors for phase and
education subject areas

Departments/teams of SEN Departments/teanisphase,

curriculum, subject areas

Remedial/special education teachers Class subject area teachers

Table 2.28 Special structures and mainstream structures (after Dessent, 1987)
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The issue of organisational size is also related to inclusive structures. Burnes (1996)
associates larger organisations with hierarchical and bureaucratic structures, and

smaller organisations with flexible and organic structures. Evidence implies that in

secondary schools which are larger than primary schools, the development of flexible
structures is problematic, and effective management is definedcby e ar | 'y def i ned
areas of authority and aut ono (Bplanaetal.,subj ect
1993: 125).

A shift in school structures is linked to theories of inclusion. For example, there are

three approaches as to how O6make things haj
according to the Whole School Approach, the same curriculum should be made
accessible to aslzdftssat udeapproabhs(Boobs and
has been criticised on the basis of creating differentiated levels of the curriculum

rather than a shift of knowledge (Thompson and Barton, 1992). The second approach

offers additional support in the context of regular curriculum. In this regard it is

advocated in the WCSNE (1994) that school support should range from minimal help

extending to external specialist support. The third approach favours an alternative

curriculum (Evans et al., 1995) which includes remediation of basic skills unrelated to

their curricular experiences.

Tod (1999) advocates the IEP practice despite some reservations. Shefclditmg: | s t

it can be argued that IEPs neither promote excellence aaliagSkrtic, 1991), and

are not a necessary or desirable feature of inclusion, it is true to say that many of the

features of effective IEP provision mirror conditions cited as being important for

i nc | uTodreviews.the positive features of IEPs #melareas of concern in the

twenty-year history in the USA and the fayear history in the UK (since the

introduction of the Code of Practice in 1994). The main element on her list of

di sadvantages seems to be that dleERsiddul d |
model for SEN provision because of their schematic pattern, whereas the main

advantage seems to be that IEP is a vehicle for raising attainment for all students.

In fact, IEPs are considered as part of the more general issue of inclusieeloonrri
Tod (1999:186) suggests that the basis of |
and recognitiondéd to O6engagementd and dégene
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move from studentsd passive accedesi bil ity

students to profit more from the curriculum.

Kelly (1999) presents the O0devel opmental 6 |
the curriculum should promote the equality of provision. This curriculum operates as
follows:il t must do ngdpackagea subjdety and drogrammes of

study on a tak#-or-leaveit basis, and thus creating, as we have seen, more

opportunities for failure, disaffection and alienation than for freedom, equality and

participation. It must do so by seriously andhgimely seeking to provide all young

people with an educational diet which will secure them entry to and involvement in

the democratic social (bidm8ext of which t he:

Indeed, current literature attributes inclusive curriculum toititeés of individuals.
For example, Bernstein (1996) speaks of three pedagogic rights:
e The right to individual enhancement;
e The right to be included socially, intellectually, culturally and
personally;

e The right to participate in procedures.

Similarly, Edwards and Kelly (1998b: 12) emphasise he r i ght of each i n
a form of education which will advance his/her development as an individual, which

will offer enrichment, and i nFdrther,din soci al .
inclus ve curriculum ehbutdement compaisandge of
buenfiitl ement to a process of devel opment |
capacities will be cultivated (kehyd ampl i fi e
1999: 89).

Schootbased curriculum might also be considered as a form of inclusion as it

addresses the specific needs of students. Skilbeck (1929:s%8tes:

ASchools need greatly increased scope and
extending and otherwise retering externally developed curricula than is now

commonly the case. Curriculum development related to individual differences must
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be a continuous process and it is only the school or school networks that can provide

scope for thiso.

A major steppingstone to inclusive curriculum might derive from Dimmock and

Wal ker ds (2000) p o sstructuriag emphasisds breativityc ur r i cul al
problemsolving skills and higheorder thinking skills. This might present a

problem to LDS who might face difficii¢s regarding the second and third elements

of | earning. Similarly, Rose adnven Howl ey (
curriculumd which is judged via performanc

disincentive to schools.

As the implementation dhe process of inclusion is problematic, an enquiry of the

issues of accountability and monitoring has been made. Indeed, the Audit

Commission Report (1992: 57) advocates accountaliliiy:e | egat i on (of SEN
budget) should go hand in hand with accountabili©ne of the positive features

of IEPs according to Tod et al. (1998) is the increase of monitoring of individual

students. At the same time, the writers express concern with reference to the

maintenance and monitoring of IEPs up to a point where fi&MRain static

documents or become too simplified.

By 1974 nearly 40 states in the USA have attempted to establish a legal base for
demanding the accountability of teachers (Hamilton, 1976). Indeed, this model of

accountability that was adopted inthe U8&A cor ds wi t h t he O6managen

objectivesd model that has been discussed
called the o6instrumental, bureaucratic mod:
efficiency model 6 ( St e n hobasceuntability i8 thes : 185) . .
oOintrinsic, democratic model 6 (Kelly, ibid

Al t hough the two models refer to teacherséo
they can be applied to the inclusion of LDS. The main criticism of the bureaucratic

model is thait suggests that what cannot be measured cannot be taught (Sockett,

1976b) and that it cannot be translated into behavioural terms (Elliott, 1976). These
arguments seem to be relevant to LDSO6 incl

of inclusion @nnot be measured, such as the level of inclusive values. Conversely,
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the o0intrinsic, democraticd model seems to
it is based on a recognition that educational value resides in the tebedrinigg

process rathehan in its outcomes (ibid.).

Kelly (ibid.) concludes that currently the focus of accountability at schools is placed
on 6control 6 rather than on &6édevel opment 6,
Thus, schools that acempkaehtdbgdbeakbesesdaw
final evidence that the educational system is bureaucratic rather than democratic is
thatht he stick has replaced the cé&rlbn).t as t he

Empirical evidence for inclusive structures

Lee and Henkhusens (1996) introduce the main findings from a National Foundation
for Educational Research (NFER) which highlighted the importance of resources, in
terms of time, staffing and funding in successful inclusion practices. In addition, they
maintan that ongoing staff training and monitoring procedures are also related to

effective inclusion.

There is a growing body of evidence from studies within school effectiveness

regarding the key role of middle managers in school improvement (Sammons et al.,

1997; Harris et al., 1995; Turner, 1996; O
SENCOs at the lagt of school provision (Dyson et al., 1994). References were made

to middl e mamiamgsed,s @tshe@ kemgi ne roombd, or Ot
(HMI, 1984: 8).

However, empirical evidence regarding the SENCO reports contrary findings. Indeed,

a studyconducted at Leicestershire indicated that SENCOs are not provided with the

authority for decisiormaking required for that purpose (Sommefeldt, 2001). In
addition, the role OohOSENCOtWwWas obtes andd
part of the headtac her 6 s r ol e. Consequentl vy, it did
practices within schools. Sommefeldt (2001) offers empirical evidence with regard to

inclusive structures in four schools in England Midlands on the issues of roles and
responsibilites, curriculum delivery and resourcing. She found that although the

SENCO was a key staff member, responsibility for SEN was mainly in the hands of
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the curriculum deputy in mainstream schools. Further, in all mainstream schools SEN
issues had a high prddiland priority. However, it is noteworthy that the method of
enquiry applied in this study has not included any triangulation measures and relied
mostly on interviews with headteachers whose natural inclination is to introduce

their schools in a positiMght regarding inclusive practices.

In practice, the role of SENCO takes different forms and content in different schools

and so does the role of support teachers (Hart, 1986; Visser, 1986; Dyer, 1988). Bines

(1986) highlighted the conflicts between sdijteachers and support teachers, while

the former expected the latter to take full responsibility for provision for LDS. There

is also considerable evidence that the provision of another adult teacher (such as a
support teacher ) somrathdr than melusientfrondteent sdé excl u
curriculum (Allan et al., 1991; Bines, 1986).

The first annual report (1998 of the Further Education Funding Council (FEFC)
identified a number of issues that need to be addressed, particularly in the area of
curricdum development for students with learning difficulties. Fennick (2001) found
out that the success of inclusive curriculum is also dependent upon the support of
SEN staff who cdaught with mainstream teachers and made appropriate
accommodations to allowlatudents access to curricular activities. And finally,
Vermont schools demonstrate a good model for inclusive structures by having
contracted a permanent substitute who rotates among schools and relieves general
education teachers to participate in tivegs concerning SEN students in their classes
(Villa and Thousand, 1990).

The relationship between culture, structures, and leadership

While lists of classroom and school factors to achievement have been compiled on the
basis of research, there is moibugh evidence as to the interrelatedness or weight of

the individual or groups of factors, such as school or class factors (Gerry et al.,1999).

The influence of leadership on culture and structures

There seems to be a consensus among researchersropdheof leaders on school
culture (Hoyle, 1986; Blase and Anderson, 1995; Campbell and Southworth, 1992).
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It is believed that heads are the o6founder
Coleman (2000) point out that leaders should diagnose the mgvailture and

seek to modify it if it is inconsistent with new strategic aims. Sergiovanni (1984: 9)

expresses the importance of leaders in the following paragraph:

NnThe net effect of the cul tur al force of |
teacher s, and others as believers in the wi
members of this strong and binding culture, they are provided with opportunities for

enjoying a special sense of personal i mpor

However, Morgan (in Preed{993: 42) criticises the clear link made in the literature

about the impact of leaders on culture. He claims that in reality their influence is

much more limited, and they cannot control culture in the sense that many

management writers advocate{ L s lthee begun to adopt new roles as

corporate gurus attempting to create new f
Moreoverii manager s attempt to become folk heroe

culture of their organisationo.

Regarding climate, organisation@erature maintains that leadership determines

climate but at the same time its effectiveness is determined by it (Kozlowski and
Doherty, 1989; Chelte et al ., 1989) . Il n ad:
structural characteristics (Zheng,98). Bennett and Harris (1999) argue that

structures are important expressions of power relationships and at the same time they

are responsible for creating them.

Empirical literature (e.g. Clark and Clark, 2000:11) leads to the conclusion that school
|l eaders develop a O0responsived cul ture wit|
other hand, existing school cultures and noinisave been powerful for

sustainnhg current unresponsive practiceso.

Structures and culture

The relatively recent focus on organisational culture (e.g. Morgan,1986; Nias et al.,

1989) contributed to the shift from rigid, hierarchical management structures to the
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developmentoftermseuh as @&l oblngmcul tured (Schmuck,
consenté6 (Handy, 1989), oOculture of <coll ab
e X pect at-Buonhabn, 109%)e This focus on organisations as cultural
phenomena derives from the bélieati or gani sati ons are in esse.l
c onst r(Margare IP86: 131), and human resources enhance organisational goals
(McGregor, 1960; Maslow, 1970)his new perspective impligsl ess over al l co
and much flatter management structureshvigwer layers of management and

control than tlhweandGloyvar,200& 118)odel O

Other researchers argue that parallel to the shift from school effectiveness to school
improvement strategies (Hopkins, 1995) there has been a shift in thassifpobm
structure to culture (Quicke, 2000) because school effectiveness is associated with
structures, whereas improvement means understanding the process that school goes
through in its search for effectiveness (Stoll and Fink, 1996; Bennett and, Harris
1999). However, in order to achieve a complete picture of how change is
accomplished in organisations, both organisational structure and culture need to be

explored (Law and Glover, ibid.).

There are different ways in which culture and structuresrasepted in the literature.
Bush (1995: IstBubtyre neay b tegasdedtas thetphysical
manifestation of culture. The values and beliefs of the institution are expressed in the

pattern of roles and role relationships established by the schioolo o | | e g e 0

WestBurnham (1997) refers to culture and structures as intention and practice or as

inner and outer manifestations, and advocates that total quality provides the means to

close the gap between intention and practice by changing the basisikational
management . He uses Hopkinsdéd (1987) notion

between the outward expression and the unique inner quality.

Morgan (1986) argues that a focus on organisations as cultural phenomenon should
lead to a reconceptlisation of structure as a derivative of culture. Similarly it is
argued that structure serves as a reinforcement of culture, as people interpret ad hoc

meetings in the light of their values and beliefs (Hoyle, 1986).
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Other researchers (e.g. Harling, 29®oint out the tension between culture and
structures. Whereas structures represent the official procedures and formal
relationships that help achieve organisational goals, culture represents the informal
networks of relationships and unofficial normsigthexist within the formal

structure. Similarly, Law and Glover (2000) assert that structures refer to roles and

responsibilities and culture refers to the level of interaction and collaboration.

Turner (1990: 4) associates structures with myths, amdskhat although

relationships between role holders refidgdh ow peopl e should react i
situaitn omesal ity it is peoplebds interpretat:.
example, the structure of comnbedaiusees i S su
Ameetings are r i ch (Hoyle, ©86nib3d).IMorgan €986 ni f i canc
addresses structures and processes as cultural artifacts designed to support and

maintain the desired organisational culture.

Thesec al | ed & s u p e overstructureynight e perceived in Tarrangton
and Weightman (in Preedy, 1993) who argue that without a central sense of unity,
schools are no more than a collection of people, whereas the effective school has a
few central ideals which are operated bge rules and clear procedures. Moreover,
they claim that an organisation that depends principally on rules for its cohesion is in

the process of decay.

Busher and Blease (2000) assert that othe
associatedwits t r uct ures can be seen as the reflec
associated with culture. Although the writ:
claim that oO0del egadaanoaspéect ¢mdplod).Bhasbi t r tg 6 0
indicatesthat structures are embedded within culture.

Conversely, researchers advocate the influence structures have on culture. Hopkins
(1996: 37) believes that leaders may be able to generate culture through structural
changen Si gni fi cant s peciallconas tha bringctdachergis , e s
working more closely together, will affect how teachers talk to one another and define
their professional relationships. It is through the new relationships and the content
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and style of talk arising from structural@m ges, that the culture b
Moreover,Clarke (1994) argues that hierarchical organisations featured by a climate

of fear and mistrust are transformed into a climate of openness, trust and support once
structures are changed to flatter one#) 'eamwork and network.

In the same way, Hargreaves (1995:13@laimsthafia st ruct ur al <change
cultural consequences; a shiftandn the cul t
although both are subject to change forces, it seems ealerday i s| at e about p
work situation and practi ce(si riad.h)e.r QobéhNaeni Itll]
(1994) argues that a complex organisational structure increases the possibility of

developing mutiple cultures. Griffith (1999) concludes thadiesity of student

population in schools and classrooms results in a positive school climate and more

easily managed schools.

Evidence related to the i mpact of structur
be withdrawn f r onwoJeanstudyin&aschaolsindhs USAL1 99 1)
which armedruact uil e intagraduavprocdsspof change ¢ibid.:

181). The researchers maintained that the provision of continuous training and support

as well as the formation of collegial studpgps created q ui t e arlearpingd | y 0

climate, inwhichit he c¢ har i sinspredeécherstd@ninates she

envi r o (ke 108).0This piece of evidence seems to indicate that the new

climate is created by tphoer thée)a datse awehlelr sa s( 6bpy

structures (O6coll egial study groupso6).

A survey of the literature has revealed an hatependence between the concepts.

Meyer et al(1993) claim that school configuration consists of school leadership,
structure and organisas onal cl i mate. Pfeffer (1981) ar
culture and structure must support each other so that the organisation can operate
efficiently and effectively. This view iIs
Burnham, 1994) who argues tlemtucational activities are interpreted in the light

of values and beliefs, which in turn are reflected in the management structures that

support them (Figure 2.17).
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In a total quality school, structure, culture and leadership are intertwined: structure is
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WWestBurnham £1997:108}. Ehe fanction of the centre is

to provide leadership, to empower and to facilitate the teams. This idea is summed up

by O6Nei I | ( 19 9 4 :nunirbds prganibatonsaare gharacserisedh at
by a synergy of culture, structte a n d aTallei229 providesexamples for
how this works out in oO6radical 6 and O6tradi:!
Activities Culture Structure
Unpredictable Explicitly Radical
articulated
Routine Implicitly Traditional
articulated

Table 2.29The relationship between culture and structure in numinous organisations

(06 Neill,

However,

1994)

O6Nei |l |l 6s

mo d el do

es not

clarify

be argued that in organisations where activities are unpredictable, the stwiltture

become radical and constantly changing. Converesely, in traditiestaligtured

organisations activities might tend towards routine. Bennett and Harris (1999: 539)

argue that organisational change can be understood via the synergy of culture,

strucure and power becaugeb ot h

represent
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and as such represent statements of power relationships between members of the

or g ani.Hawevem thedact that leadership is defined dsh e

enforcementof powe wi t hi n a n(ibid..r548poivés season tmbeli@ve that

culture and structure stem from leadership (Figure 2.18).

Culture

Legitimation of
particular forms
of action in
relationships

Legitimationof

exercise of

resources located in

person

natur e

Structure

Legitimation of
exercise of
resources located in
office

Figure 2.18 The three dimensions of organisational operation (Bennett and Harris,

1999)

Power

This view is supported by Busher and Blease (2000: 100) who maintafin théat e

of | eader shi p, h o we v éloweverditaseclaimesl éhat botht o

structures and cul ture

contri

but e

t o

and

styl e

be cr

a shi

the fact that special needs staff is to be seen as learning support to general staff (Sebba

and Ainscow, 1996) represents a cultural shift, whereas the fact that responsibility

rests with all teachers rather than with the learning support department ajnméen

seen as a structural shift. This might be achieved via collaboration between learning

support staff and general staff by preparing materials and planning resources for all

students.
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The management of change of inclusion policies

The theoreticalramework of inclusion

Recent literature on special education is full of debates regarding the essence of

inclusion as well as means to achieve it (e.g. Rouse and Florian, 1996). Generally,

researchers agree that an inclusive school is a school thatdmasutgect to change

and improvement (e.g. Sebba and Ainscow, 1996; Westwood, 1997). More
specifically, Slee (1995) <claims that the
SEN categories means that currently schools are unsatisfactory in proaeuhsfor

these populations. In this section attempts have been made to present the main

educational philosophies as regards inclusion.

The first philosophy dates the 1970s and the 1980s when certain students were
perceived as Ohavem@, tadnadgladraodinfgf we alht it és
normal curriculum of schools (Bogdan and Kugelmass, 1984; Mercer, 1973). As a

result Fish (1985) argued that LIMduld be taken out of circulation to avoid

disrupting ordinary children. This philosophy seemstaccor d wi t h t he 0 me
model which distinguishes 6normal é from O6al
ot her areas of the individual (Skrtic, 198
(1990) categorisation, the approaches which migthdifpractice of this philosophy

are the o6remedial 6 approach which provides
basic skills, andouhé)dbdwpphodaawalwhi cbr adp 0|
students are withdrawn to a special class or school wiheyeare provided with

appropriate learning experiences. Fuchs and Fuchs (1994), too, maintain that the

needs of SEN students cannot be properly met in mainstream classes.

The second philosophy argues that inclusive education is about responding to a

diversity of students (Barton, 1997) in the light of social justice, equity and

democratic participation (Clark et al., 1999) and as part of a wider interest in an
inclusive society (Thomas, 1997, Booth and
0 i n c | apmoach s an international movement that advocates educating all

students in ordinary classroom settings irrespective of their differences in intellectual,

physical, sensory or other characteristics (Ballard, 1992). What underpins this
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approachisthetbei ef t hat disability is not 6éa cond
created by a society that fails to meet the needs of all its members (Cabhill, 1991).

Some schools pushed incl-schoel papprcoachdble)
guestioning the shagtivision between students with and without SEN (Clark et al.,

1995). Accordingly, they shifted their attention from provision of SEN to the
enhancement of O6education for allé from wh
(Hopkins et al., 1994). This view supported by MacKinnon and Brown (1994) who

have replaced the terminology of 6student
di verse needs©é6. I n terms of educational pr
provides disabled students withwer-quality instruction (Biklen and Zollers, 1986)

and affords them secorallass status by instructing them outside mainstream classes.

This approach influences the nature of SEN inclusion. Farrell (2000: 154) claims that
funder this definitop hr ases such as O6inclusive educat.i
become subsumed within the wider agenda of school improvement in the pursuit of
6equity and exceThbusandaadVilld (h989) exprdss tipelbgief | s 0

that heterogeneity is beneficehd can meet the unique needs of each student. For

example, the National Literacy Strategy in the UK is concerned with issues of writing

for all pupils (Beard, 1999).

In the light of this philosophy, Tod (1999) suggests a shift from IEPs which are part
of the Code of Practice (DfEE, 1994) in the UK and the twgagyr history

in the USA, to Inclusive Educational Practices by increasing SEN training and
support, as well as by moving away from procedures and paperwork towards practical
SEN support. Simdrly, Norwich (1996) suggests a shift from individual needs which
stress individual differences to common needs which focus on the characteristics

shared by all, such as the need to be involved, be valued and feel safe.

The third philosophy canbeunderstd i n t he | i ght -cdfi |tdtbe shi f
factors to school factors (Ramasut and Reynolds, 1993; Stoll, 1991). Reynolds (1988)
supports this view and replaces oO0child bl a
called for an organisational reforntlar than an individual treatment of SEN

students. Ainscowéb6és (1991: 3) supports thi:
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Aln attempting to conceptualise educational

more usefully see pupils experiencing difficulty as indicators of the needefdr o r mo

Researchers within the organisational paradigm both in the UK (Ainscow, 1997) and

in the USA (Skrtic, 1995) suppdbBENChmnek et

artefacts of practices in ordinary schools which can ultimately be traced bdbk t

organi sational c¢har ac andthafistthiec swhoofl et hagospea rian:
special education is not a means of respon
preserving the comfort and st a(bid)The y of t h
writers argue that learning deficits derive from inappropriate organisational responses,

and effective inclusion is contingent wupon

and cultures which enable their staff to solve the problem of diversity Isfdrarng

schools into 6adhocraciesdéd, o6l earning orga
concludethatii ncl usi ve school , t heincledivesctool i s di ff
not simply in terms of its commitment to inclusion, but also in terms of itsahte

structures (bich)d practicesbo

The need to consider organisational factors that are external to the individual is

equally raised by Skrtic (1987) and by Hartnett and Naish (1990) who recognise that
teachersod success is constrained by wider
tha in the main, the shift has been towards seeking responses on the organisational

level rather than on the individual level. Slee (1996: 105) refers to the tensions

between social justice and deficit modelsiast t e mpt s t o manage cont e
orchestrate 0 mp r o mHiswvew i8 that inclusion is not about allocating further

resources butabofita chal l enge to the strYegiture and
might be claimed that addressing the diversity of needs via an organisational

framework is anotheiorm of acknowledgement of the existence of individual

differences.

Although school and classroom factors expressed as percentages do not appear
exceptionally large when relating to the variance in student outcomes (between 12 to
18%) (Creemers, 1994hey can be highly significant educationally and statistically
(Thomas and Mortimore, 1994). Riehl (2000) argues that fostering new beliefs about

diversity and inclusive practice involves not only communicating these ideas but also
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providing support. The ster arguesit Gr oups and i ndividuals are

recipients of new meanings, but theirca e a {p®di)s 0

Some researchers (e.g. Stoll and Fink, 1994) argue that the history and context of
specific institutions should be considered regaydichool improvement because each
school has its own characteristics which are shaped by factors such as location, pupil
intake, size, resources, and the quality of gR#id et al., 1987)Therefore,

individual school factors should be considered almlggsrganisational factors such

as school leadership or culture.

However, the fourth philosophy might be seen as an attempt to reconcile the
6individual 8 and the O6organisational d phil
approach is firm enough to accador inclusion. The importance of Lunt and

Norwich (1999) work lies in two main issues. Firstly, they set a framework of four

levels (national, LEA, school and classroom level) which allows for a close inspection

of the macro and micro levels of policy kiag and implementation, and enables the

identification of the soft points along the procdssr example, the fact that

governmentis committedfopr omot i ng i ncl usi odDfEEwher e par e
1998: 23) might present a problem in the implementati@s@. Secondly, the four

di fferent models to inclusion which they i
bl ameé as well as to 6organi sation bl amed
attended to individuals. Whereas the first two models focukeplace of inclusion,

which is mainstream, the last two models focus on the individual with SEN.

Lunt and Norwichds model can be also anal y:

management presented by Bush (1995). It might be argued that the confusion

embedded n OFekkcl menonary inclusiond might rel
which are featured by turbulence, whereas 1
06Choeliicrei ted inclusiondéd can relate to colleg
Farrell (1997) sets out three models forisciuon ( Appendi x 3) . Farr el

seems to expose as he reaches his third op:
di ffers from 6neighbourhood inclusiondé by

inclusion which come from savings from tHesing down of the special school.
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These structures consist of the special management of human resources, equipment,

staff development systems, and funds. However, similarities have been observed

bet ween Farrell 6s O6neighbwirchdsed-oif ud Il usiomn
exclusive inclusiond and Oparticipation in
provision in school without referring specifically to how this might be applied. In
addition, Farrell 6s O6special mcdolbdolws ® h o
accord with Lunt and Norwichés O0focus on i

individual needs.

The major similarity between Lunt and Nor wi
that both models identified the importance of Culture and Strudtuthe process of

inclusion. Further, both models appear to be critical towards existing patterns of

inclusion and towards almost every variation of inclusion. This can be seen in the use

of terminology such as Opraceiterskeb®Hsé, to |
6i ncrease of segregation and stigmatisati o
of operatingdé. However, this criticism sup
make a reconciliation of the former philosophies, as they refer hinvahild factors,

organisational factors and the whalehool approach.

The references below reflect that the focus of inclusion is not uniform. Whereas
Mortimore (1998) focusses on school 6s nece:
and other achievemet f or t he maxi mum of its students
(1999:35) arguethd@ti t i s t he modal not the exception
interest. Schools are not identified as effective when their lowest attaining pupils

show significant attaining gaigs.

Empirical evidence regarding inclusion

The complexity of the issue of inclusion

Educational researchers tend to agree about the dissonance between inclusion as an
educational principle ahthe realisation of this principle given the complexities of
particular situations (Clark et al.,1995, 1999; Lee, 1996; Geijsel et al., 2001) Indeed,
empirical evidence indicates that the academic improvement of LDS in inclusive

programmes was not impsege (Manset and Semmel, 1997) and that some students
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perform better under special education instruction (Salend and GBultkney,

1999). Similarly, Vaughn and Klinger (1998) found that the majority of LDS in
mainstream schools in the USA prefer to reeespecialist help in a separate resource
room, although they feel that mainstream classes are beneficial in social terms.
However, Farrell (1997), and Sebba and Sachdev (1997) claim that evidence

regarding the effectiveness of inclusion is insufficient.

The advocacy for inclusion that emerges from empirical literature (Lindsay, 1997;
Farrell, 1997a) might be seen as irrelevant to some authors (e.g. Booth, 1996) who
take the stance that inclusion is a human rights issue and therefore it is not open to
research. Thus, advocating educational segregation would mean taking-anraat

rights perspective. This idea is strengthened by Thomas (1997) who contends that
inequality, which is 6pamperingd of mai
systems and m a pupil population which is less familiar and less accepting of

di fference (paldd. Hdwewer thisissueyndght also be looked at in the
light of the chronological appearance of the two stances, as argued by Avissar (1999).
Thus, it is clained that in the early years of the 1990s research focussed on
philosophical and social aspects towards inclusion whereas during the second half of

the 1990s researchers dealt with the practical aspect of the implementation.

Inclusion policies have beenkgact to scrutiny. A recent study of four secondary

schools which were chosen for being committed to inclusive values and practices

nst

showed that being 6good6é fwad ha Sdigdisitaadl ent s

sword, as it made the schools less attradtive t h e ma(Cldrkeet al.,1998).c e 0
In addition, research pinpointed implementation problems. A-@nalssral study that

was conducted between 1992 and 1994 in the UK and the USA was reported by
Rouse and Florian (19%®6G)e.ctl tphiindisogpthed
articulation of shared responsibility towards all students do not erase implementation
problems which mainly derive from inadequate training and resources. Practice
suggested that the concept of inclusion means different tlordj§d¢rent people.

This might be the reason that both inclusive and exclusionary practices were found to
co-exist within some schools. This picture of inconsistency revealed severely disabled
students integrated in regular classes, and in the same selgoefated special

classes for students with mild disabilities.
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A survey conducted in 325 secondary schools by Margalit et al. (2000) in Israel aimed

at the identification of differences in assessment policies and specific test

accommodations for LDS idifferent sectors and geographic locations. As procedures

and frequency of sending students to assessments is considered to be part of school

attitudes towards LDS, findings from this study seem to be relevant. The report

revealed that data regarding LD&swnot organised or accessible and great effort was
required to collect materials from student:
awareness towards the issue of LDS. The Arab and the Bedouin sectors were featured

by low awareness towards LDS and insu#ficy of assessment services.

This study unfolded a great diversity among schools in respect of the types and

frequencies of test accommodations and assessments applied, as some schools apply
didactic and/or psychological assessments whereas others idardify students

with LD. For example, smal i z e d a ncdh adnsceecbo nsdc hool s seem t o
assessments. The report identified gaps which result from economic differences and

from local initiatives which end up in the creation of more gaps.

An exanple for the complicated issue of SEN students in mainstream systems was
demonstrated in a study conducted in the DfEE on the 1998 GCSE results among 200
schools (Lunt and Norwich, 1999). It aimed to examine the relationship between high
results and high pportion of SEN students on roll. Findings indicated that the higher
the performance of the school, the lower the proportion of SEN students. This negated
the belief that mainstream schools can combine high academic performance and high
proportions of SENstudents. Yet, the writers pointed out that there are many more
secondary schools that have above median GCSE performances as well as high

proportions of SEN students.

Perception studies on inclusion

As empirical findings on the influence of school masragnt on inclusion in this

thesis will be drawn from staff perceptions, this section includes an overview of

perception studies as well as studies on inclusion. Perception studies will address
headteachers and teacher s Ohemelusiongppmptessons of |
in an attempt to enhance understanding of
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Three mannmalodoynseitsad bodies of research regard
towards inclusion are introduced below. The first was edited by Miller E9%6)

and relies on the majority of 620 survey studies conducted betweerl2982These

studies clearly illustrated that teacherso
influence on measures taken towards inclusion. The second body edited by Scruggs

and Mastropieri (1996) relies on 28 survey studies conducted betweei1 2958

Findings indicated that teachersodé percepti
disability is not too severe. In addition, a direct relationship was discovered between
maragement support, availability of resources including time and human resources,

and SEN expertise, and between successful inclusion. Similarly, Villa et al. (1996)
claimed that headteacherds support and st a
factorsin the formation of positive attitudes. In addition, teachers perceive

headteachers as being detached and ambivalent towards inclusion. The third body of

research is introduced by Farrell (2000) and presents international findings on

t eac her sfindingd from Austrdliea 8Mard et al., 1994) indicated high levels of

stress among teachers who experience SEN students in their class. Data from a small

scale study in the USA (Wood, 1998) suggest that a change of attitudes among

mainstream teachers depsrah careful management. However, there is little

evidence as for UK teachers.

The idea of existing gaps between headteacl
suggested by Rose (2001). I ndeed, headteac!
found moreposii ve t han t-PiahashaedrSshinelkif&lhazur, 4989).

Yet , headteachersé6 attitudes are similar t

as long as they do not require significant curricular adaptations and as long as teachers

can handléghem (Barnet and Mondamaya, 1998). Indeed, Dyal et al. (1996)

conclude that part of headteachersd percep:
requires modifications in mainstream and in special education. In addition, significant
differences wer@entified in the definitions and perceptions of inclusion among 65

headteachers (Barnet and Morfimaya, 1998). Arick and Krug (1993) reported a

strong need for further training among headteachers on the issue of inclusion. They

maintained thatthebroadd t he headteacher 6s f or mal know
greater the number of SEN students included in school. Empirical evidence also



suggests that younger headteachers are more open to inclusion (Center et al., 1985;
Nelson, 1995).

Inclusive pactices

One example of good practice of inclusion is reported by Sommefeldt (2001: 160)
regarding the London Borough of Newham whi
authoritiesd for includliaom.ooltt aamdk mowlnedg e
theeduca i on service was required to bring abol
The main factors forthé@ f ul | y school$ were full sepgport at the level of

local council as well as at the individual school level, shared understanding and

motivationto move forward in a new way, and the creation of a new climate which

made those who felt unable to commit themselves leave school and the authority.

The OECD éup study(1999p aoncludes that a fully inclusive public education
system has not be@stablished yet. Even in Italy, which was reported as the most
advanced country regarding inclusion, examples were found of teachers who ignored
SEN students or expected the support teacher to withdraw students from mainstream
for the majority of the timeThe UK was located in the middle of the continuum,
whereas Germany was regarded as less advanced but more experimental. The report
indicated that the main factors blocking inclusion seem to be a mixture of lack of
political will (the macro level) and huan resistance to change (micro level).
However, the study demonstrated a dramatic
students across secondary schools (from 2.23 per cent to 0.22 per cent according to
1993 figures).

Similarly, the work of Clark et a(1999) on inclusion indicates lack of consistency in

the O0technology of inclusiond, which compr |
enabl i ng i nadansatioraliearningisal alongsie examples of

rout i ni s e (DysonsahduGaihsj 189p)abdrary decisions were made as to

which classes would get support, and school was found to be more inclusive for some

students and less for othe@®ark et al(ibid.) asserthat research foci should be

placed on processes of inclusion and exclusion rather than its measurement.
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Furthermore, special education was proved to be resilient and despite the commitment

to inclusive principles, basic structures and assumptions of special education have not
changed. Thus, the persistence of o6éability
sgregated in édbottombd classes where they he
commi t ment to the National Curricul um. Fur
made regarding the inflexibility of the Na:
diversity. Moreover, schools realised that inclusive principles made them less

attractive in the market place and they began to think of how to reduce a further influx

of such students. The researchers were surprisédtbh e ext ent t o whi ch
movement towards moremprehensive approaches is difficult to manage, the
direction is unclear, and moveme@lark i s at |
et al., 1999: 167).

It is perhaps Tomlinsonbs (1996) report of
Commitee on the success of inclusion in Further and Higher Education which
enhanced understanding of the drawbacks of the implementation of the inclusion
process. The report is featured by the following managerial deficits: lack of training,
lack of a corporatetrategy to management, lack of corporate decision to provide for
students in all faculties, ad hoc arrangements made by coordinators, lack of a
curricular framework for LDS programmes, inadequate development of mechanisms
for allocating and accountingyadequate learning support, absence of a national
framework for collaboration, lack of formal arrangements for collaboration, as well as
serious shortcomings in the funds available for LDS. Findings also illustrate the
absence of comprehensive quality assae arrangements for monitoring learning,

and the lack of high standards for provision designed specifically for LDS.

The studies of Center et al. (1989, 1991) indicate a positive correlation between
headteacher 6s and st aahdftheauccess of indusien. Yetpitwa r d s
was impossible to determine the direction of causality between the two factors,

because case study data suggest that school commitment has contributed greatly to the
perceived success of the situation. This meansrikatbers in a school whose culture

favours inclusion will perceive the inclusion as successful (Figure 2.19).
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Successful
integration

Acceptance of
integration

Figure 2.19 Successful integration (after Center et al., 1991)
It might be concluded on the basis of empirical data that the process of inclusion has
not been completed yet and it is featured by inconsistency and deficits on the

managerial level.

Managerial factors of inclusion and their intetationships

As inclusiwe practices should cater for all abilities, attempts should be made to
enhance the for mdearmingeanwifr ammeéntnadi whidaul addr
of individual learners. This state can be achieved following an enquiry of the factors

that play partn this process.

The i mportance of Tomlinsonds (1996) work
identification of managerial factors that influence the inclusion of LDS in further

education. He acknowledged that deficits do not reside in the indiMiait within the

institution and that fundamental changes should be made within the system (Appendix

4). The researcher 6s -salemas! areppriaeadharb & cma u
focusses on the average learner rather than on Ind&ed, he identifig factors

which are essential to the shift from separate support sections to the deployment of
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staff across college. The key to change according to Tomlinson is through
restructuring of roles and responsibilities. These new arrangements extend the
respondilities of staff for LDS, foster the role of coordinators as middle managers,
and review the resource allocation for inclusive management. In addition, they
enhance the establishment of management forums, which are meant to enhance

collaboration and parémship.

According to the committee findings, culture proves to be an essential factor in the

process of inclusion. Support for learning which was previously seen as a structure

which fosters access to school curriculum, is now considered as part ofleanawg

environment. According to Tomlinson, the key to change seems to be placed mainly

on structures and culture, whereas | eaders
inclusion seem to be restricted. This analysis seems to be supported by the Inclusion

Project (Thomas et al., 1998, Appendix 5) which attempts to clarify the process of

(@)}

change in schools with regard to students
mainstream schools. Again, the factors of structures and cultures appear to be more

dominant on chage than leadership.

The OECD (1995) was conducted in 19 member countries and a-fgti®tudy

(1999) in eight member csochooiespwrohchégal
main findings demonstrate thatitudeoth o6fl exi |
towards changed (considered as part of cul
inclusion. However, a closer | ook at both
Tables (Appendix 6) might lead to different conclusions. Indeed, it is contended that

Tomli nsonés 06l eadershipd and 6éstrategic plan

all egedly dominant factors of O0structuresd
Omanagement of knowledge, skills, and trai:
rubric i s ceanpartriebdte dveplhoydment of | earni ng
the 6redesign of staff training for differ.
6structuresd rubric. Similarly, the &éstrat
supportoé idegebltectredouncéad in the struct

The same conclusion can be drawn from OECD:

6l eadershipd which are specified in o6visio
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social and life skilsandonacadé ¢ achi evement sdé) offer the
which appear in O0structuresod, o6cultured an:i
supportive school organisationé, or Oactiv
Thus, it might be postulated that leadgpskia major element in the implementation

of change. This analysis allows for the conclusion that leadershigidesrculture

and structures as factors for inclusion. T
same conclusion, fbencaage mMehhté quhalciht mppear
6l eadershipd is reflected in any item unde

or Ophysical suitabilityo.

A relatively early study of inclusion in mainstream classes was conducted in Australia

by Center et al(1989) from Macquarie University. The clear advantage of this

research is that it refers to eight specific groups of disabled children with regard to

their academic and social integration, unlike other research which view SEN students

as one category. @rof the research categories was LDS. It aims at identifying

Owi fchhiimdé and organisational factors assoc
findings indicate that 65% of the total sample of 69 students is regarded as

successfully included. Overall datdleet a high degree of satisfaction with the

mainstream placements.

Findings demonstrate thitmo st of t he factors which predi
and | ie out(siibded .t:he75c)hi IThee main factors (0
identified as assmated with mainstream integration are the amount of structure in
teachersdé instruction and strategies, the
seems necessary to promote positive attitudes towards inclusion, and school ethos

whichisfit h e d eoghnmignent af the principal and other staff to integration in

gener al and to the mainstr e éhd:20p Udike t he t a
the three previous research, school leadership does not appear to be central in this

study which focussesn the shared commitment towards integration as well as the

provision of adequate, appropriate and flexible structures.

In their 1991 study Center et al. introduce findings regarding inclusive structures for
students with mild intellectual disabilities via support classes in mainstream

education. While the factors for integration are the same as indicated in their 1989
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study, this study highlights the factors of structures (e.g. curriculum modifications,
appropriate integrated activities, physical location), and teacher factors (mainly staff
development and expertise in SEN). They claim that support classes seem to be the
least effective because they combine larger class sizes witbpsaalist teachers,

and no support or curriculum modifications.

The O6inclusived philosophy relies on three
the Quality of EdIQEAdmstonpfovi dél &npebfjecti
of reviewing and devel opichihnlgelppsacsgdclteolws ttho
determine where they ar e (Anscawel®9 150f i ncl us
It draws on two previous pieces of research, thedirsvhich was conducted in

Australia (Centre, et al., 1991), and the

(Eichinger et al., 1996) which was developed in the USA.

The IQEA project seems to be mainly concerned with leadership. It suggests a shift

from transactional approaches which sustain traditional concepts of hierarchy and

control to transformational approaches which distribute and empower (Sergiovanni,

1992). This shift has implications on school culture which enhancesvteakn

empowerment, a pbbem-solving climate and collaboration. In fact, the research itself

is based on coll aborative inquiry with act,]
members, and it aims to help schools seek structures which enable collaboration and

lead to the empwerment of individuals and groups (Ainscow, ibid.: 118). Indeed, the

| QEAGs rhetoric is to work with the school
1996). It is contended that emphasis is placed equally on visionary skills, such as
enhancement of aweness toward inclusion, as well as on the coordination of tasks

and roles, such as staff development and training (Ainscow, ibid.).

The PQI seems to focus mainly on structures and practical responses to individual
students, while concentrating on pro@ssef inclusion and exclusion of students
(Ainscow, ibid.). As argued above, the Australian research (Center et al., 1991)
analysed provision with association to the quality and quantity of resources and staff
training, structures of teaching styles armbaitive school ethos.
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Compiling evidence from previous research on inclus@ated factors are mainly

school inclusive leadership, school inclusive culture and school inclusive structures,
although the causal relationships established in the diffboslés of research are

varied. From the studies presented so far a shift in the focus can be observed from
structures and culture to leadership: the PQI (1996) seems to focus on structures, and
the Australian study (1991) focusses on the quality of tstres and school ethos.
However, the IQEA (1999), OECD (1995), Thomas et al. (1998) and Tomlinson

(2997) highlight the importance of leadership more than culture and structures.

Sommefeldt (2001: 164) offers a summary to existing literature when sheately
Apositive attit yandisf |teoxw abrid si twhitkcdrau sai popnroo a ¢ h 0
claimed to be part of school cultufef | ex i bi | i andfiadche pu atce i ces o

r e s o u wihidh arg annsidered to be part of structures,fagdo mmi t t ed and
supportiveé a d e r which ip gart of school leadership. Indeédj mp |l i ci t i n al
research is that all pupils are capable of learning and that it is

the job of schools to promote and support them in this, whatever their individual

needs f(fiddy). Thise@nt enti on provides further sup
or O6inclusived philosophy as opposed to th

Owi fcthiimdoé factor s.

MacKi nnon and Brownds (1994) study reveal s
one another ntually. On the one hand, it is contended that a flexibly structured

organisation can function only if the professionals work cooperatively and

collaboratively to address problems. On the other hand, they claim that the

transformation of professional buteaacies into adhocracies creates a climate

which fosters problersolving and innovations.

Indeed, existing theoretical and empirical literature on inclusion prioritise

organisational factors such as school leadership, school culture and interrmatestruc

to oOwihtihidd factors in the process of inclu
line of thought seems to risk disregarding individual student factors as well as

individual school factors which are necessary to gaining-aejrh understanding

of the picture of inclusion.
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Although this study will not examine effectiveness measures for inclusion, Rouse and

Florian (1996: 83) conclude by statingthap r ocedur es desi gned to e
effectiveness of inclusion and illuminate the processarigd are urgently

requiredo.

Summary of the literature review

The literature review has attempted to explore school leadership, school culture and
school structures in the context of inclusion policies in educational systems. This
section aims at bringgtogether the theoretical and empirical elements that will be

carried forward as a basis for analysis in the Discussion chapter.

Change and wuncertainty seem to be the most
Therefore, the chapter comprised elemeegsmrding the nature of change (Ferguson,

1982) in the context of incremental approach (Johnson, 1993), radical approach

(Hurst, 1995) and phased models (Fullan, 1991). These will provide information in
respect of the way t heoniasmploeessefrchargeis on of L
conducted.

The review of the literature indicates that organisational factors rather than personal
factors determine the process of the implementation, and that factors can be
categorised into school leadership, culture dncctires.

The chapter presents aspects of leadership and management roles. It comprises

di fferent models which account for the foc
for people or tasksod (e.g. Blake and Mout o
power &8 versus Ofreedombé (Tannenbaum and Scn
of Trait, Contingency and Style are presented separately as well as via eclectic
approaches such as Handydés (1993) and Myer.
as managersf change, their behaviours can be evaluated via models such as
Macmillandéds (1978) and Thompsondéds (1993) wl
staff resistance. Leadersd focus during thi
characteristics introducdsy Duignan and Macpherson (1992) and Pettigrew and

Whipp (1993). In addition, it points out recent empirical studies on leadership.

15E



The chapter introduces the main elements of culture and contends that culture is

related to change and improvement. It pras characteristics of culture and types of

culture via existing models (e.g. Harrison, 1994; Hargreaves, 1995; Law and Glover,

2000) . I n addition, a categorisation of cu
1995) is provided, as wellastoculte s whi ch favour change ( 6 mc
reject change (6stuckd) (Rosenholtz, 1989)
subconcept of culture. This exploration cons
organi sationé, Ot ea muheirirkedreladionghip, becauselitabor at i
is contended that these are the main featu

with the recent empirical data on inclusive culture.

The chapter then introduces elements of structure and criteria for stfw@ctalysis

via a categorisation into 6ol dé and o6fashi
school performance (e.g. Paisey, 1981). The relationship between structures and

change is highlighted. The chapter then provides an overview of the nuaitstt

elements of this study: school curriculum, channels of communication, monitoring

and accountability, the role of middle managers and of external consultants, staff

development, training and support. In the second part of this section the issue of
inclusive structures is discussed. The move
of fered via Dyson et al.od6s (1994) model . R
the attempts for a structural shift. In addition, the chapter offers an overview of

inclusive managerial elements such as the role of SENCO, inclusive curriculum,

monitoring and accountability of SEN students.

Once the exploration of each perceived element is completed, the attempts to establish

a relationship between Leadership, Qrdtand Structures. In fact, there is an ongoing

debate in the literature in respect of the causal relationships between these elements.

The main issues are whether leadership determines culture and structures or whether

it is formed by them; whether cule and structure reflect respectively the inner and
outer/informal and formal organisational manifestations or whether one generates

from the other. This discussion i s present
Bennett and Harriso6 (1999).
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The chapteoffers the theoretical framework for inclusion and presents four major

phil osophi es: t hcehidndedd ipcha ll 6o soorp hoywi tthhien 6 ma i
philosophy, the organisational philosophy and a philosophy that represents a

reconciliation of the previousnes. The fourth philosophy is analysed via the studies

of Lunt and Norwich (1999) and Farrell (1997). In addition, the chapter overviews the
empirical evidence regarding inclusion practices. The main conclusions of the

empirical literature on inclusion@that organisational factors are important in the

process of SEN inclusion (e.g. Tomlinson, 1996; OECD, 1995; IQEA, 1999) and that

a shift in the focus has been currently made from Culture and Structures to Leadership

as the main factor to inclusion.

However, it seems that the research approach and methodology should be selected

with care to allow for valid and accurate analysis of such a sensitive issue.



Chapter Il
Methodology

The purpose of the study

This thesis aims at the enhancement of understanding school leadership, school
structures and school culture in the conte:
Israel. This will be achieved by investigating each managerial etam#re context

of inclusion on the basis of staff perceptions. The picture will be completed with the
establishment of relationships between the three elements within the context of

inclusion.

The structure of the chapter

The main aim of this chaptes to clarify and justify the paradigm, approach and tools
that have been suggested for this research and locate them within the contextual and
conceptual framework of the study. The o6f i

within the context of the researghestions.

The chapter will first introduce the qualitative and quantitative paradigms and will
then focus on the choice of the qualitative paradigm and the interpretive approach
within the contextual constraints of the study. The conceptual framewtrk study
comprises elements that have been carried forward from the Literature Review. The
chapter proceeds with a detailed process of data collection and administrative
procedures that have been taken, followed by an explanation of the researchgsamplin
and the research tools that have been applied. The chapter equally offers the method
for the presentation and analysis of the findings. Issues of trustworthiness of the
research and of the research methods are then raised alongside issues of
generalisaliity and ethics. Finally, the limitations of the research are discussed,

followed by a summary of the chapter.
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Locating the study

Methodological traditions: the Qualitative and Quantitative paradigms

These two paradigms stand in contradiction to om¢hem in many respects, one of
which is the fact that the qualitative paradigm sédekso under st and t he sul
worl d of hum@ashenetap, 2000: 2nwheraas the quantitative

paradigmmr egar ds human behavi oumedarsd passive, e
controlled, thereby i gnor i ndbid:19). &atheiri on, i n
di scussion of 0t he paradigm warso6 bet ween

approaches, the writers encapsulate the criticism of methodological researbbers. T

writers (ibid.: 313) list drawbacks of qualitative research suchasbesng bj ect i v e,
biased, impressionistic, idiosyncratic and lacking in the precise quantifiable measures

t hat are the hall mark of sAtthessamgetimegesear ch al
they argue that the quantitative paradigmiils a n a |l a amdl it is comparedatd 0

fa constructed play of pulpdedhsA in a restri
compromising stance is offered by Hammersley (1992) in his objectioa tdeitw

cut distinction between the two paradigms:

AWhat this means is that in doing research
with two welldefined alternative routes between which to choose. The research

process i s mor e hroughea méze. Ariit is gathes madlyokept anch y t
complex maze; where paths are not always clearly distinct, and also wind back to one

another; and where one can never be entirely certain that one has reached the center.

If this is right, then we need a metlobogical language that gives us rather more

guidance about a range of routes that is available at each point in our journey than

the conventional di chotomies between alter,
(ibid.: 1834)

Indeed, Hammersley (1992) contends that the conventional distinction between the

gualitative and quantitative paradigms (which is presented in Table 3.1) is wrong, and
arguesthafii t i s not fruitful t o t hficonkastog soci al
appr oaew hoé)saad that these approaches should be considdiesl asr ange of
positions someti mes | oc a(tbid.dl720TThe mor e t han o

researcherds advocacy is that the two par at



TheQualitative paradigm The Quantitative paradigm

Data presented in words Data presented in numbers
Natural settings Artificial settings

A focus on meanings A focus on behaviour

Rejection of natural science as a Adoption of natural science as a
model model

Inductive approach Deductive approach

Cultural patterns Scientific laws

Idealism Realism

Table 3.1 Conventional distinction between paradigms (Hammersley, 1992)

However, a close study of Table 3.1 reveals that it might be hard to use these
contradictory elements in combination. For example, a study that focusses on

meaning is more likely to be presented in words and expose patterns, whereas a study
that focussesrobehaviours is more likely to be presented in numbers and expose
scientific laws. The following section will clarify the contextual constraints of the

present research that have determined the paradigm which underpins it.

The contextual framework of thhesearch

The main point regarding the selection of paradigm is that the present study does not

focus on the measurement of the effectiveness of inclusion, but rather on gaining the
meaning of the dédphenomenoné of tbhmHO i ncl usi
years after it had been first introduced by the Ministry of Education in Israel. The

choice of the qualitative paradigm accords
thatit he best method of studying hattenan behavi

the one which i s consistent with the basic

The enhancement of meaning by gaining acce:
advocated in the literature. Bogdan and Biklen (1998: 24) asseitthdte r eal i t vy

comestbe understood to human beings .only in t
Similarly, Cohen et al. (2000: 20) maintainthat nder st andi ng of i ndi v

interpretations of the world around them has to come from the inside, not the outside.
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Social sciencés thus seen as a subjective rather than an objective undertaking, as a

means of dealing with the direcihe experienc
subjective interpretationdr | i v e d e Mpes and ldubernead, 1994: 10)
offers a richness andhsm of datai wi t h strong potential for r

The writers argue that thisisdonefby ocat i ng t he meanings peop
events, processes, and structures of their lives: their perceptions, assumptions,
prejudgements, presupposit® and for connecting these meanings to the social

wor |l d ar ofibich)d t hemo

The main argument for the adoption of the qualitative paradigm for this study lies in

the research questions. Indeed, the research seeks to understand the relationship
betweermanagerial elements and inclusion on the basis of staff perceptions. It is

argued that the interpretation of manager.i.
inclusion requires the adoption of a paradigm which will allow for a comprehension

of a multrangled, complex phenomenon.

Further, the research has been conducted on school premises. This is consistent with

Bogdan and Biklen (1998: 4) who maintain that in naturalistic reséaccla t a ar e

collected on the premises and supplemented byrtlerstanding that is gained by

bei ng o n. THisamguaneritie sugported by Miles and Huberman (1994: 10)

who emphasisetifenat ur ally occurring, ordinary evert
Moreover, the researcher o6s atihewpoi sthei "okl
not assume that enough is known to recognize important concerns before undertaking

t he r e(@®agdan and Biklen, ibid.: 7).

This accords with Bogdan and Bi klends (199
whichisthatit heotyw i s gr ouadigylow natdecadmstamuct i ni
picture that takes shape gp). Vhsuewdsalko ect an
supported by Cohen et al. (2000: 23) who asserfithah e or y i s emer gent a
arise from particular situat o nladéed, the research questions were being

constantly reshaped as the study was progressing.

It might be concluded that the present study has adopted the qualitative paradigm
because it aims at gaining a rounded, rauiigyled picture of a complexhpnomenon

161



in its context via participantsd perspecti:’
inclusion in schools where researchers stu
how they were translated into daily interactions (Bogdan and Biklen, 19@8¥study

examines attitudes and behaviours as different aspects of the same issue.

Research approaches

The selection of approach for this particular study within the qualitative paradigm has

not been easy for two reasons: firstly, the analysis reiesibjective interpretations

of individuals who participate in the research, and secondly it relies on the
interpretation and O6putting togetheroé of t|

main reason for choosing the interpretpleenomenologicapproach as the main

approach for analysis. The nature of this
words:
AThe purpose of social science is to under

and to demonstrate how their views shape the actioohithey take within that
reality. Since the social sciences cannot penetrate to what lies behind social reality,
they must work directly with manés definit]

for coping with ito.

The perceptive viewpoint is supgped by Cohen et al. (2000) who advocate the
examination of situations through the eyes of participants rather than the researcher.
Curtis (1978) contended that what underpins the phenomenological approach is the

following philosophical viewpoint:

e A belief in the importance of subjective consciousness
¢ An understanding of consciousness as bestowing meaning
e A belief that certain structures of consciousness enable a process of

reflection which results in knowledge

Curtisb6 points deemothae etphhr oW I0ipgehtc en itons o

for data collection in the present study. Husserl, who was the founder of
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phenomenol ogy (Warnock, 1970) explained th

|l eft over when we manadgeand épocustba worlke

A T h e i thd sbbject who thinks
A The mental acts of this 6é6thinking subj e

A The intentional objects of these thinking acts

This process of reflexivity was further developed by Schutz who focussed on the
process of typificea i on by which we typify and cl assi f
our everyday world (in Burrel and Morgan, 1979). An attempt has been made to

typify findings of the present study in order to generate managerial patterns of

inclusion.

So far it has beeargued that the interpretive approach is useful in this study because

it relies on staff perceptions. However, t|
subjective understanding only, but also on
interpretation and the waghe interprets staff perceptions. This means that the
6realityé of school management and incl usi
subjective interpretations, that of participants and that of the researcher on the basis of

staff perceptions. This stae is supported by Miles and Huberman (1994) who argue

that interpretivists also insist that rese.
objects of study than are their informants. Researchers, they argue, have their own

understandings, their own contrans, their own conceptual orientations.

This idea gains further support by LeCompte and Preissle (1993: 45) who introduce

t wo t er nfiswh edreemitchbe concern is to catch the
situati ons bgdp devthidleedmeriontistoddentify and
understand the objective or researcher s m
Il n the Ilight of Silverman (1993) who disti
framewor k of those b e hexgncepteakfraraewarkhoétie, and 6.
researcher, it is recommended that the present research adopt both approaches,
whereas OEmicd provides the subjective dat .

interpretation which attempts to gain the objective realityadf perceptions. Thus,
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when the phase of data collection from participants is completed, it is within the

hands of the researcher to offer the framework for interpretation.

In addition to the interpretive approach which is the main approach of thetpresen
study, elements of the survey approach have been adopted to a limited extent at the
outset of the study. This has provided a framework in which the main themes can be
presented in a descriptive statistical way as part of the qualitative paradigm. The
suwvey approach has allowed for the coverage of a relatively large number of
respondents, although Johnson (1994) maintains that they offer neither the possibility
of an indepth investigation nor a supportive environment. In addition, it has set the

ground br the personal interviews with school staff.

Moreover, school documents on inclusion have been examined. Indeed, the

documentary approach focusses on documents and printed data rather than on people

(ibid.), whereas the main interest of the presenfarebes to gain understanding on a
phenomenon via peopleds perceptions. There-

studied mainly as a means of triangulation on the issue of inclusion.

The conceptual and empirical framework for the analysis

The present resrch seeks to explore school leadership, school culture and school

structures in the context of inclusion according to staff perceptions in Israeli

secondary schools. As the investigation r e
of change, the analigswill be conducted via approaches to change implementation,

models of change, factors for resistance, models to overcome resistance to change and

staff perceptions to change. Then, the conceptual framework will offer a thematic

presentation and analys§the broad themes of leadership and inclusive leadership,

culture and inclusive culture, structures and inclusive structures. This will be done by

of fering the findings as regards each oOopai
framework of descriptive digtics for part of the themes on the basis of the

guestionnaires, and a detailed presentation and analysis which rely on the interviews

and school documents.
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The present study is innovative in the sense that whereas previous studies have
focussedkran 660gnmmnagement (e. g. Busher and B
elements in inclusive contexts (e.g. Vislie and Langfeldt, 1996), the present study has

explored how O6general & management is relat

Below is a detailed description of the analytical framework.
The concept of leadership will encompasss the following elements:

e The foci of leadership:

a) Concern for 6rel ationships6é or oOre
b) Headt eachersdé focus on | eadership v
management

e Theories of leadership: Trait, Contingency, and Style
e Leaderso attitudes towards change

A

e Leadersdé attitudes towards resistance

The concept of culture will be studied via the following elements of culture:
e School credo
e School climate:
a) Teamwork
b) Collaboration
c) The learning organisation
d) Decisionmaking procedures
e Culture and change

e Types of culture

The enquiry of structures will be done via the following elements:
e The division of responsibility (staff empowerment)
e Peceptions of Change
e Schoolcurriculum
e Channels of communication
¢ Monitoring and accountability
e External consultants and middle managers

e Training and support
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e Structures and change

The elements of culture and structures are referenced in the Literature Review and in

the Discussion dpters. An attempt will be made to prepare school profiles on the

basis of criterias from the literature such as the following: authority and hierarchy

versus sharing power, rigid job specifications versus few job specifications, formal

channels of commuaation versus formal and informal channels, delegated division

of labour versus shared responsibility (Burns and Stalker, 1961 and Bennis, 1969).

Further criteria are empowerment, innovativeness, clear boundaries, centralisation

versus decentralisation.&m ge ver sus stability (Carnall,
hi erarchies, 6line managementd versus O0spe
Obureacraticéd versus Odemocraticd (encapsu
These series of categorisatioi ght eventwually form a pictur
cultures (after Carnall, 1995), of types of culture ( Harrison, 1994; Rosenholtz, 1989).

This picture will indicate whether a particular school favours changes or rejects them

and features the kind of stiture or culture associated with this change.

The theme of inclusion will be explored via existing studies. The main studies are:
Tomlinson (1996); OECD (1995); IQEA, (1999); Lunt and Norwich (1999); Farrell
(1997). In the light of these studies thedaling elements will be investigated:

Inclusive leadership:
a) Inclusive vision
b) The provision of personal and professional support regarding
LDS

c) Headteacher 6s initiation of staff trai

Inclusive culture:
a) Attitudes towards LDS6 inclusion
b) Catering fo individual needs

c) Staff knowledge as regards LD

Inclusive structures:

a) Categories of SEN structures
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b) Inclusive curriculum

c) SEN facilities: test administration, SEN support staff, staff
training on LD, procedures of monitoring and accountability,
and the role of pedagogic committees.

The thematic analysis which will set the basis for the first three research questions

will be followed by an analysis of the relationships between leadership, structures and
culture in the fourth research question vi.
However, as the last research question presents an analysis which draws on data from

the first three questions, it will not be included in the Findings chapter but only in the

Discussion.

Research design and administration

The research design has been developed carefully because the topic under study is an
issue of high sensitivity that cqmses a large number of ethical issues. The research
design comprises four phases: the identification of the problem (which has been
discussed in the Introduction), a selection of research approaches (which has been
discussed at the outset of this chaptéata collection, a selection of schools

(sampling), and the development of research tools which are discussed below. The

research was conducted over the course of a full school year.

Data collection

The first stage of data collection was thoductory stage, in which a rapport was

set between school and the researcher. This included an initial conversation with the
headteacher in which access to school was formally granted, the research aim was

clarified, and the researcher met or was ptegiwith the phone numbers of the

people presented as O0contactdo people or ke
In that particular meeting the headteacher was given his/her questionnaire. Later on

the researcher established more contacts at selinch sometimes differed from

those provided by the headteacher in the first meeting. It is noteworthy that in all

cases the researcher had the feeling that
importance was acknowledged by headteachers and staff alike.



During the second stage the questionnaires were piloted, administered and collected.

Questionnaires were piloted to seven teach

secondary school and finetuned according to their comments regarding content and
style. Tha, twenty questionnaires were administered in each of the five schools to 20
teachers, two to five questionnaires were administered to counselors and one
guestionnaire to the headteacher. It is noteworthy that in school E where the

headteacher is largesssisted by his deputy, two questionnaires were administered

upon the headteacherodos request. The issue

addressed later on in the chapter. The questionnaires of the three respondent groups

are presented in Appendix 9.

Most questionnaires remained anonymous except for respondents who gave their
consent to be interviewed. As it had been expected, the collection of the
guestionnaires was more difficult. At this stage the researcher was assisted by
6cont act 6 pmhodfdualyacaunseler orta pessonal acquaintance)
whose main help was to motivate staff to-fillthe questionnaires. The questionnaires
were administered in October 2000 and their collection was completed by the end of
January 2001. The return rat@s as follows: 76 teachers (out of 100), 16 counselors
(out of 16), and six headteachers (out of six). The return rate in the different schools is
described below:

School Ai 80%

School Bi 55%

School Ci 75%

School Di 90%

School Ei 80%

During the thid stage headteachers, counselors and teachers were interviewed. Issues
concerning sampling the respondents will be discussed later on in this chapter.
However, no technical difficulty was observed while interviewing counselors as they
do not have class sgions and therefore they are more available. In addition, they

have their own room. However, interviews with teachers were more complicated
because they had to be set according to their free periods (which sometimes were not

at all free) and often thereas no room available and teachers felt threatened to

conduct talks in the teachersd r oom. The
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headteachers, 11 counselors and 12 teachers. In some cases it took one meeting to

complete the interview (which usualasted about twahree hours) and in others

there was a need to ward off c¢closure by a
interview. Sometimes a followp interview was needed to complete missing

information.

The last stage of data collectionwasshe udy of school sdé written
School sd6 marketing brochures were collecte:
policy towards LDS by school management.

The whole process of the research was fully documented and referenced.

Sampling in thecontext of the study

The question whether sampling of school ought to be random or purposive has
preoccupied the researcher as the research was being designed. On the one hand, a
random selection of secondary schools could serve to avoid the claim dfutitse

same time it might be underpinned by the assumption that secondary schools share
similarities more than differences and therefore they can be sampled at random. On
the other hand, a purposive sampling might indicate that secondary schools differ
from one another in many respects and therefore sampling ought to have a certain
rationale. This conflict is demonstrated in the methodological literature. Miles and
Huberman (1994) advocate purposive sampling in qualitative research because
random samplingnight cause biases especially in a small number of cases. In
addition, sampling is also related to the conceptual framework. This idea is supported
by Firestone (1993) who argues that the most useful generalisations from qualitative

data are analytic(i.,e i nduct i v e }(omnmulnaotti drs@ mpil .ee. ded1

A few decisions had to be made in respect of issues of sampling of this research.
Firstly, the concepts of Ot yGpmntead.i tydé or 0
(2000) argue that the remeher has to consider the typicality of his/her cases by

comparing the characteristics of the cases with information about the population to

which generalisation is intended (06target |
dimensions of heterogeneity. @re other hand, they claim that the selection of

schools could be done on the basis of déaty

16¢



extremes within the population. The particular context of this research is even more

complicated becawde ttylbe mi ghue reff edt ywi 60t yp
schools or to O6typicaldé inclusion. For exa
secondary schools but not with regard to L
0typical 6 LDSO® i ncl udhusatnsinmpassbletoessuggest been e x

A

otypicalitieso.

Margal it et al.od6s (2000) report which is b
the country could serve as evidence for 6at
identified three main factors which a¢é to differences in the inclusion process:

educational sectors, areas in the country, and smooomic situation. Findings

indicate differences in respect of percentage of didactic assessments in different

sectors (Table 3.2) (findings range from 0.3t24.79%) as well as differences in

respect of different areas and cities (Table 3.3).

The writers assumethatper haps the differences in the f
reflect the bdassessment culturesdp.in the di
12). For example, in less developed places the frequency of assessments is lower

compared to more established places. However, the biggest difference was identified

between the south and the north of the country. The-sacnomic index implies

thatmore students are assessed within high secomomic standards of populations

(10-17% of students) than in low standard€¢8 of students). Although the report
emphasisesthéitt he frequency of didactic assessmen
ecological unige n e §s18) than psychological assessments, the picture that is

formed in Tables 3.2 and 3.3 clearly reveals differences in respect of these factors.

Mainstream| Religious | Arab Druze | Agricultural | Special
settlements | education
Percentage| 4.77% 5.8% 0.31% | 1% 7.79% 07.09%
of didactic
assessment

Table 3.2 Percentage of assessments in different educational sectors (Margalit et al.,
2000)
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Southern | Centre Jerusalem| Tel Aviv | Northern | Haifa
areas parts

Percentage| 3.46% 5.63% 6.31% 5.44% 6.98% 5.92%
of didactic
assessment

Table 3.3 Percentage of assessments in different areas and cities of Israel (Margalit
et al., 2000)

The present research has highlighted the typical features of the participating schools.
Indeed, the selected schools are all pathe same Municipal Department of

Education of Tel Aviv. In addition, these schools currently participate in the

marketing competition in order to attract students and parents and they continuously

aspire to increase the rate of their graduate stuftamttse same reasons. At the same

ti me, inclusion was explored according to

context of the unique factors of each of these schools.

The guestion of random or purposive selection is also relevant to the selection of

teachers and counselors (O6internal sampl i n

guestionnaires were randomly administered to teachers and counselors who were
present in the teachersd room on the days
this purpos. In case of objection, the researcher withdrew from this particular
teacher/counselor. All guestionnaires were administered personally by the researcher

who introduced herself and the topic of her research to staff members and kindly

asked for their cogration.

As for sampling the interview patrticipants, all interviewees were staff members who
had formerly filledin the questionnaires. Teachers and counselors who had given
their written consent on the questionnaires to participate in interviews weee o

on the phone and dates for interviews were set. Yet, a lot of thought was allocated to
the fact that participants in interviews were likely to be staff members who were
perhaps more willing to talk, who had greater influence in school settimgymwere
especially insightful or involved with school life. Another point which was

worthwhile considering was the lack of uniformity in the time allocated to each of the
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participants. This could have depended on his/her personality and openness and could

have eventually biased the results.

It was finally decided to interview all staff members who expressed their wish to co

operate depending on time constraints. In this sense it is maintained that the sampling

of the interviews was random. However, thgue of time sampling seems to be

purposive. Indeed, the time of year that was chosen for the research was carefully

planned and set for a month after the start of the schoolyear when routine was

resumed and staff members were still fresh and energediciadt summer holiday.

This idea is supported by Bogdan and Biklen (ibid.:61T he t i me you Vi si't
a person often will af f ecAnothhtehdecisormat ure of t
concerns the duration of the research. In the case of the foresearch it has been

decided to try and finish data collection in one schoolyear in order to avoid the need

to relate to validation issues which derive from changes in schools from one year to

another. Bogdan and Biklen (ibid.) argue that some researprefer to decide on the

frequency of the data collection whereas others leave the question of time open until

they reach the point of data saturation.

Al t hough the present study encotmpaysd&es i v
approach for samplinigas not been adopted for a number of reasons. Miles and

Huberman (1994) maintain that the selection of cases in muitgsle sampling is

made on conceptual grounds dnavi | | be guided by the resear
conceptual framework either prespecie d o r e ([P.2%3@) eathdr than on

representative grounds. This argument serves as a basis in the selection of approach
because the main aim of the research is to
inclusion as a phenomenon rather than the investigaf separate schools. Thus,

the focus of study is placed on key processes wiisher ve as t he gl ue hol
resear ch gue §t3B)dtmsstheteforg, argubdetirattdata from all schools

will be accumulated until a complete picture ofiirston is obtained.

In view of this argumentation, it has been decided to select five schools which share
similarities in the | ightisafmpMi Ins famdeldub
which also have their own uniqueness, so that the analyses caubewth regard to

contextual school factors in addition to the managerial ones which are incorporated in
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the study. I n respect of inclusion, it wa:
to the study itself because no previous research has beéuaated that could attest to

the oO60typicaldé | evel or nature of inclusion
selected are all secondary schools with high aspirations towards academic

achievements and belong to the Municipal Educational Department-éf/ihel

which means that they are subject to the same overall educational policy. Yet, they

have their own particularities and will be explored in their unique context as specified

in the appendix 7.

The development of research tools

The general approatho t he research design was that of
analysis offered a framework for the breadth of themes related to the research through

the use of descriptive statistics. This framework has provided a general view of

themes which was folload by an irdepth exploration obtained via interviews with

staff members and documentary analysis. The nature of the interviews and

guestionnaires that has been applied in the present research is described below.

Interviews

The purpose of interviews inithkind of research is more than collection of data,

which could have been adequately gained by the use of questionnaires. It aims at
gainingindept h knowl edge of the i n-tchoollife eweeds w
and its influence on inclusion. Thigew is supported by the methodological

literature. Kitwood (1977) contrasts three conceptions of interviews. The first one

regards interviews as means of pure transfer and collection of data. The second one
regards interviews as dominated by +rational factors governing human behaviour,

like emotions, unconscious needs and interpersonal behaviours. The third one sees
interviews as a mirror of everyday life sharing many of its features such as trust and
curiosity. Accordi ng]l fystconcépeon wonld e rathere wer 6 s
technical, whereas the second role would require building control against bias.

However, it is within the third conception that the interviewer needs to apply

psychological tools, because behaviours during an intervieweayesimilar to

everyday life, such as the use of avoidance tactics in unpleasant situations or the

establishment of trust between people.
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Another way could be to claim that these conceptions are three research layers,

whereas in the basic layer datzalected, in the second one awareness towards

biases is increased, and only in the third layer interpretation of human behaviour can

be made. Other researchersé6é views on this |
three layers according to Kitwood9a7). For example, Cannell and Kahn (1968)

~

argument that a artwopeesanrcanversationtingiated byghe i s i

interviewer for the specific purpose of obtainingresearce | evant i nf or mati o
might be interpreted in the light of the firsyl# r . Tuckmands view (197
ot her hand, seems to be closer to the seco
persondés headd in terms of information, val
beliefs.

The present research seeks to gain utalelgng of how culture, leadership and
structures contribute to LDSO6 inclusion. T
rapport with participants wBcbboWwdédul d enab|
information. Thus, on the one hand, interviews were stredtur uniform way, but

on the other hand, the researcher had to be flexible so that participants could feel they

could talk freely. In addition, the interviews in this study might also be considered as
O6specialised6 becaus esseshinglearreng disabilitehand 1 s an
in 6remedial 6 teaching for LDS, and she f el

of the questions where the need arose.

The methodological literature supports the view that the type of interview that is used
inaspecific piece of research needs to be de
purposed as termed by Cohen et al . (2000:
one wishes to gain comparable data, the mo
interview tends to become, whereas the more one wishes to acquire unique, non

standardised information about how individuals see the world, the more one tends

towards qualitative, opeanded, unstructured interviews. Similarly, Morrison (1993)

offers a way of riating to types of interviews via five continua, each of which

represents a range of how interview materials should be looked at and organised

(Table 3.4). It is possible to conclude that whereas one end of each continuum seeks

the uniqueness of situatigrie other end seeks regularities.
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he

es,

However, t

rati onal

present

because it

research

attempts

combi

t o

implementation of inclusion is managed, but at the same itiseeks to identify the

uniqueness of each school regarding inclusion while relating to their inclusive

6storieso.

nes

gain

One end of continuum

Another end of
continuum

First continuum

Quantitative data

Word-based
gualitative data

Second continuum

Closedguestions

Openended questions

Third continuum

Measuring responses

Capturing the
uniqueness of
situations

Fourth continuum

Formal intent:
prescribed categories

Informal intent: what
is being sought is

of response uncertain
Fifth continuum Attempt tofind Attempt to catch
regularities uniqueness

Table 3.4 Continua for conceptualising interviews. After Morrison (1993)

Questionnaires

The use of questionnaires in this research seems to be relevant because questionnaires

are anonymous and therefore they encourage greater honesty. Indeed, the topic of

inclusion is considered to be sensitive in the sense that it might pinpoint discrepancie

between rhetoric and implementation. In addition, questionnaires do not allow for

|l eadi ng

qguestions

or

for

demonstrat.

ng

1972). Therefore, the common view in the literature (e.g. Johnson, 1994) is that

guestonnaires are in the hands of respondents whereas interviews are in the hands of

the researcher. Another point which advocates the use of questionnaires is that they

enable researchers to reach an extensive number of respondents. On the other hand, it

isargued that

the probl e

m with

percentage of returns, and misunderstandings which result from question formation.

Furthermore, respondents might be unwilling to put in energies-ia fiie

guestionaires, particularly with regard to opemded questions.
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In contrast to the interviews which were designed in a structured but flexible way, the
guestionnaires were fully structured because their main purpose was to offer a general
statistical frameworloefore the actual idepth enquiry. Indeed, it is believed (e.g.
Oppenheim, 1992) that the more structured questionnaires are, the more they enable
comparisons to be made across groups. On the other hanehasad, semi

structured questionnaires are mappropriate to explore the specificity of a

particular situationDespite the belief frequently expressed in methodological
literature thafif wh er e measurement is sought then a
required; where rich and personal data are soughenta wordbased qualitative
approach mi ght (Coleneana.r2e00:248), thausd oé 0
guestionnaires in this study has contributed to the overall picture and did not

necessitate measurement.

The questionnaires were designed in a way thaldvallow for a comparison

between the three groups of research populations: headteachers, counselors and
teachers. They were divided according to the main themes of the research: all three
groups were asked about personal details, school climate, definif LD, the

process of inclusion, and attitudes towards inclusion. Teachers and counselors were
specifically enquired about the process of identification and assessment, staff training
regarding LD, and curriculum for LDS, and headteachers were as@atisatategic
planning in respect of inclusion. All questions except two egraded questions were
closed questions (Appendix 9). The closed questions included mudtipiee

guestions, rank ordering, and rating scale questions on Likert (1932) scale.

The use of records and documents

Johnson (1994: 25) states that documentaryreséarce | i es pri marily on
available and print ed andastmain awntage istbauirisc e o f
unobtrusive. Although documentary research is nasitlered as the main research

approach in this research, the use of school documents was applied to examine the
attitudes of the management towards LDS®O
triangulation for the two other tools.
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The documents under studyhso ol s 6 mar keti ng brochures, ai
prospective school s O6clientsd: parents an:
was to see to what extent the issue of LDS is made explicit in the process of

marketing school to future students and ptseAnother purpose was to examine

school 6s willingness to cater for individu
documents have not been written deliberately on LD but have been used by the
researcher for her pur posreatnmaekre st htahne nd déeil ni ab

sources (Bell, 1987), and thus they might serve as a more objective basis for analysis.

Analysis and presentation of the findings

The thesis has mainly focussed on staff perceptions of school leadership, culture and
structuresn t he context of LDSO®6 inclusion in sec
simultaneously collected on leadership and inclusive leadership, culture and inclusive

culture, structures and inclusive structures in five schools which participate in the

study. Tke main objective is to understand how existing leadership, culture and

structures are related to the inclusion process according to staff perceptions.

The presentation and analysis of the findings will be organised in a thematic order
which emerges frorthe research questions. Data will be collected, presented and
analysed from questionnaires, interviews and school documents in respect of each
theme. This will be achieved by an elaboration on the interviews, questionnaires and

school documents accorditmgsubthemes in the context of each individual school.

The total number of questionnaires was 98. This included six headteachers, 16
counselors and 76 teachers. It is noteworthy that the response rates differ in the
analyses of different themes. Thewher of respondents from each school or research
population is represented by the letter n. At the outset phase an attempt will be made
to present themes on the basis of the questionnaires in order to offer an overall view.
This will be done by combiningugstions that relate to the same theme and producing
accumulative scores according to the number of respondents. Data will be presented
in Tables. There are mainly two ways of constructing accumulative scores. The first
way refers to questions which fooois a comparison between the schools. The same

weight will be allocated to each staff member which means that the perceptions of



teachers will always sway the overall perception of schools. However, this fact does

not pose a threat to validity as theseprapt i ons ref |l ect school sé6 r
wi || be combined in this way in the Findin:
scores in Table 4.9), and staff perceptions of procedures of accountability (Table

4.22). Equal weight will be allocatéd each of the questions combined in the score.

The second way to obtain accumulative scores refers to questions which focus on
differences between the three respondent groups. The mean of each group will be
figured out according to the number of respemd and the same weight will be
allocated to each group while making the comparisons. Scores that are constructed
this way in the Findings chapter are: perceptions of attitudes towards LDS (Table
4.10), and perceptions of school climate (Table 4.9).llooamhbined scores the same
weight will be allocated to every question. The questions that will be used to combine

scores for the different themes are presented in Appendix 8.

An in-depth analysis of the interviews will follow the statistical descripfldre data
will be presented in a thematic way and interpreted via the conceptual framework. For
example, in order to identify headteacher s
guestionnaires included questions such as the following:
e A Teacher s 6 sthekeyitosshiceesstiniamy schaol
initiativebo

e fTHeadteachers must be avail able to te

Similarl y, t e dsdhekeaddeaches at your achdolevhiiableifor
teachers as regards persohnal addi prohesbead:

interviews comprised three specific questions regarding their perception of effective

leadership:
e "Are you a | eader or a manager o?
e AWhat are the three most I mportant f ac

management 0?

e fiWhat maked dDSOcecamscdfusi ono?
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Data emerging from the questionnaires and from the interviews will be elaborated on

to provide the picture of leadership foci. The same procedure will be applied for every

theme. Attempts will then be made in the Discussion to edtaddi®gories on the

basis of the themes and stiiemes. Thus, typologies of Leadership will be made by
identifying key characteristics of differei
This strategy accords with Lecompte and Preissle (1993) whaaidvo

categorisationon on the basis of clear criteria.

Three coding systems will be used in the presentation and analysis stages: schools
will be codified by letters: A, B, C, D, and E; the three research populations will be
codified by their initial leters: H for headteachers, C for counselors and T for
teachers; each teacher and counselor will be then codified by an ordinal number in
addition to the group number. For example, the third teacher that was interviewed in
the second school will be codified B. T.3 and so forth. As in school E both
headteachers participated in the study, their identities were coded as EH1 for school
headteacher and EH2 for his deputy.

Trustworthiness in qualitative research

The nature of the present research is complicated for a number of reasons. The failure

to reach a uniform definition of LD and its implication on the identification of LDS

has been demonstrated in the Introduction chapter. The need to gain an overall pictu

on LDS6 inclusion through perceptions of s
investigation more complex in terms of validity as findings are subjective. In addition,

the possibility of existing gaps between spoken and the written levels within the same

individual calls for welplanned cautionary measures.

The problem regarding trustworthiness in the interpretive approach is best introduced

in Bernstein (19741 And what of the insistence of the
the use of verbal accourtts get at the meaning of events, rules and intentions? Are

there not dangers? Subjective reports are sometimes incomplete and they are

someti mes misleadingo.



Similarly, Hammersley and Atkinson (1983) maintain that validity attaches to

accounts, not toata or methods, and attention should be placed on the meaning that

subjects give to data and to inferences drawn from data. This attitude seems to be
reflected in Agaros (1993) view asserting

in-depth responsed mdividuals secure a sufficient level of validity and reliability.

Indeed, the concept of validity originally referred to the matching between research

instruments and what they purport to measure. However, a review of the literature

supports the staeadopted in this research whereby validity is related to the level of
participantsd®é understanding of the situati
argue that validity might be addressed throdighh e honesty, depth, ri
scope of the data aeved, the participants approached, the extent of triangulation

and the disinterestednesMaxwel (1994 grguest i vi ty o
t hat oO6understandingéd is a more suitable tel
because qualitativerese@ her s seek to understand the wol
perspectives and they cannot be completely

understanding comprises five types:

e Descriptive validity which is the accuracy of the account;
e Interpretive validity whichs the ability of the research to catch the
subjective meaning of the participants and the situations;
e Theoretical validity which is the extent to which the research explains
phenomena;
e Generalisability which is the ability to apply the research to other
situations;
e Evaluative validity which iIs the resear:

rather than describe it.

Miles and Huberman (1994: 38) maintainthat n qual i t ati ve research
instrument validity and reliabilandy ride | .
argue that the first audience I n a qualita

a later stage by other audiences suclhasdaders and other researchers. Yet,

researchers (e.g. Hammersley, 1992; Silverman, 1993) maintain that ethnography
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must have more rigorous notions of validity and reliability and that data selected must

be representative of the sample rather than sifitmypreconceived idea.

They acknowledge the factthatt he canons of reliability for
may be simply unwor kalleoempteand Preisske, 1998, amt | ve r
Cohen et al., ibid.: 119).

Trustworthiness of interviews amgiestionnaires

As the main research tools in this study are interviews and questionnaires, it is worth

examining the issue of validity with reference to these specific tools.

It is claimed that an interview is not simply a situation of data collectioit lsualso

a situation of a social and political nature. Therefore, it is quite easy for the researcher

to get a misleading picture. Indeed, the first threat to validity is attitudes and biases.
Researchers tend to agree that the main cause for bifisasirgerviews are about

humans interacting with humans and their influences on one another (Hitchcock and

Hughes, 1989). In addition, data is gained by posing questions to people (Fielding and

Fielding, 1986). Denscombe (1995) takes it a step furttteaegues that interviewer

neutrality is a chimeraCohen et al(2000: 120) assertthéti nt er vi ewer s and
interviewees alike bring their own, often unconscious experimental and biographical
baggage with them i nltmot d&rhwi sswareakétheleiwva si t ua:
form of certain attitudes and expectations and a tendency to see the interviewee in the
researcherds i mage. They might al so expres:
preconceived notions or experience misunderstandings betweeewsrand

interviewee.

The second factor involved in the threat to validity is the management of the
interview. Some argue (e.g. Silverman, 1993; Oppenheim, 1992) that a structured
interview with clear format and wording guarantees reliability, whertes o(e.g.
Scheurich, 1995) maintain that controlling the wording is not controlling the

interview. Other issues offered by Oppenheim (1992) concern the type of questions
asked, the rapport between interviewer and interviewee, the consistency of coding of
responses, poor handling of difficult interviews, and the sequence of questions. Kvale

(1996: 163) comments on O6transcriber sel ec]
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material s at the researcherodés choi ce. Anot |

trustworthiness is the fact that the interview is basically a conversation and thus the
interviewer and intervieweebs character
the data.

There are several issues which present a threat to the validiiestionnaires. In

contrast to interviews which are social situations, respondents are left on their own
while filling-in questionnaires. The absence of «venbal cues does not allow for the
crosschecking of responses of questionnaires or the abilipydbe via verbal cues.
Indeed, Belson (1986) argued that validity should be examined from the viewpoint of
honesty and accuracy of respondents as well as in relation to whegspmndents

would have answered had they returned their questionnaires. W ipetoentage of

return (Cohen et al., 2000) also presents a problem to validity. Sometimes
misunderstandings occur as a result of unclear phrasing of questions, and the fact that
respondents choose to ignore questions for different reasons. Indeedt thatfac
guestionnaires are anonymous should theoretically allow for more honesty. However,
respondents might at the same time feel less committed if they are not particularly

interested in the subject under investigation.

Triangulation in the present reseah

Triangulation will be used in this study for different purposes. It will be used to
confirm findings, to clarify the complexity of inclusion of SEN students in
mainstream schools, and to gain a maitgled picture. These purposes are supported
by themethodological literature. Miles and Huberman (1994) maintain that

triangulation is basically a method of confirming findings. However, in qualitative

ar

research triangular techniques attemgitma p out or expl ain mor e

and complexity oftman behaviour by studying it from more than one standpoint,
and in so doing, by making use of both quantitative and qualitative data.
Triangulation is a powerful way of demonstrating concurrent validity, particularly in
gual it at i ([CamphekanEiske, £95X in Cohen et al., 2000: 112phen
etal.(i bi d. : 1 Ur@angulaion dpas spedalredevande where a complex
phenomenon r e q wsuchas s theihvastgatibraof an aspect of SEN

within mainsteam schoal®n a more eleated, philosophical level Bruner (1984: 7)
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interprets triangulation in the followingway: T her e may be a correspo
between life as lived, life as experienced, and life as told, but the anthropologist

should never assume the correspondence, or faldok e t he di sti ncti ono.

The present research will use mainly four types of triangulation. The first type is
6triangul ation by data sourced6 (Denzin, 19
populations: headteachers, counselors, and teachers. Asghec of L DSO i ncl u
highly sensitive and no school or headteacher wishes to be featured as rejecting

disabled students, it seemed to be important to draw on different perspectives and

sources of data in order to obtain a real picture. It is therb&dieved that the best

way to ensure the validity of the data is by getting a round picture from all parties

involved in the process of inclusion. Indeed, data was collected from headteachers,

teachers and counselors in respect of the same issues.

Theecond type of triangulation is O6methodol
Miles (1982: 1256) relates methodological triangulation to the way triangulation is

definedA The rhetoric of triangul ationéimplies
k n o wwhére there are two data points, all we have is a measure of agreement or

di sagreement éReal triangulation requires a
from an act ua Triartgilation Hetween metlods éas been subject to

critigue (Lincolnand Guba, 1985). However, the present research relies on three

sources of data: questionnaires, interviews and an analysis of school documents.

It is argued that the need for triangulation is related to the fact that the investigation of

LDS6 i nscompkcaten becduse it involves gaps between rhetoric and

implementation among different respondent groups as well as within individuals.
Cohen et al(2000: 115) arguethéitmu | t i pl e met hods are suitahb
controversial aspect of educSmith(IOM) needs t o
asserted that research methods act as filters through which the environment is

experienced, and exclusive reliance on one method rsyrtdor bias the

researcherdos picture of the O0slice of real]
di fferent methods yield the same results t
Cohen et al.(2000: 112) further this idea and claim that h e mmathedst h e
contrast with each other, the greater the



The third type of triangulation in this st
1970). Itisusedi when a number of schools in an ar ee
investigated n s o mEohanatyab, 2000: 115). Indeed, all five schools in this

study belong to Tel Aviv Department of Education. The fourth type of triangulation

(Denzi n, 1970) is oO0theoretical triangul ati
Indeed, in the ocess of data analysis attempts will be made to examine data against

existing theories of school leadership, culture and structures, which will contribute to

the formation of an overall picture on inclusion.

Generalisability

There are a number of issues related to the ability to generalise in thisGbhey et

al. (2000) argue that situations are fluid and change over time and are richly affected

by the context. Similarly, events and individuals are uniqudiahda r gel y non

g e ner alln aslditibnl, tkete.are multiple interpretations and perspectives to

events and situations. All the abovementioned factors can be observed in the present

study. Firstly, it seems to be hard to generalise on the basis of staff perceptions,

because perceptions in the same school were often varied regarding a certain issue.
Secondly, an investigation of school sbé hi s
be studied in the context of school rather than set a basis to generalise. Finadll, sc

life appeared to be dynamic and changing and therefore it might be hard to draw on

situations in order to make a generalisation.

The issue of generalisability in qualitative research should be looked at cautiously.
Indeed, despite subjective thingi of interpretivists, they do not necessarily deny a
reality oO6out thered (Blumer, 1980). Howeve:
findings not as a afpartauasitesprethtomdfredlity ut h but a:
grounded i n t h@ogdamand Biklen, 4998: WoColhed et al.
(ibid.) encapsulate the essence of generalisability in qualitative research:

e Humans actively construct their own meanings of situations;

¢ Meanings and understandings replace proof;

e Situations are unique;
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e Geralis#ility should be established in the context of specific settings and

subjects rather than universally.

Indeed, the purpose of the interpretive researcher is complicated, as he/she aims to
understand how findings from one time and one place can be cap#in what

goes on in different times and plag€ohen et al. 2000). However, despite the
specific enquiries within unique contexts which are typical to qualitative research,
attempts will be made to reach understanding of how inclusion works in &led Isr
educational systems beyond the specificity of the five schools.

Ethical issues
AMorals in research are t dRunch d@B®@73) ant to b

The topic of LDSO6 inclusion involves a numl
related to the subject matter and the type of data collected. Others are related to the
human factor which is involved in the research, to the context of the research, and the

publication of the results.

The main concern of qualitative researchers is their bias. As interpretivists are of

their objects of study, it is difficult to
own data decoding and encoding. This means that although the subjective

interpretation of the researcher cannot be avoidedpiildtbe taken into

consideration. The researcher in the present research has expertise in the domain of

LDS and is part of an educational team in the upper grades of a secondary school.

Yet, attempts have been maddito b j ect i vel y stasdfyheit he subj ec
s u b j éogdan and Biklen: 33). This will be achieved by the method of

triangulation and by presenting the data in different ways. Lincoln and Guba (1985:

187) maintained that the researcher become:
andthe main skills required from him/her are adaptability, responsiveness, ability to

handle sensitive matters, ability to see the whole picture, ability to clarify and

summarise, to explore and analyse idiosyncratic responses. Thus, it might be argued

thatt he researcherds personal expertise can k&

rather than a weakness as she is constantly exposed to handling delicate situations.
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The benefits accruing from this research h.
and undestanding of the inclusion process but have also contributed to the
participantsdé insight of the subject of LD
to the primary ethical dilemma in soci al r
(FrankfortNachmias and Nachmias, 1992; Miles and Huberman, 1994).

Participants in this research had to provide sensitive information concerning personal
inter-relationships at school, and this frequently led to criticism towards headteachers

in respect of the i mplementationbef LDSO6 i
published with names, not only would it be considered as a violation of their privacy

and cause them embarrassment, but also pose a professional threat. The research

could be considered an intrusion ted partic
to elicit as much information as possible from them. Yet, the stance taken was of

respect towards participants as people and not only as research objects that are used

and then discarded (Bogdan and Biklen, 1992). This was achieved by a number of

measue s: participantsdéd identities are withhel
participants were codified during the data analysis and no information was released as

regards data providers.

|l ndeed, the methodol ogi cal driitweacayd raen c otnh &
Opublic right to knowd (Pring, 1984; Morri.
1979: 545) views the fieldworker &sp e n e t r a tanchugingf 3 yombl cl0i ¢

vi ol evmen madicipantd ar e, to a degree, coaxed, pers
and sometimes almost blackmailed into providing information to the researcher that

t hey might ot her veConpte gnd Rrcisder(1993paddress theeded 0 .

i ssues as Oriskdé and oO6vulnerabilityd to pa
Oprimum non nocere6 (Bogdan and Bi kl en, 20
abovementioned arguments are actually related to three complementary concepts:
intruding participantsd privacy, agreement

and ensung anonymity.

Further, findings reveal discrepancies among individuals and respondent groups
within schools. Thus, they might also enda
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Although professionals both on school sites and at the Ministry level have welcomed

this research and claim to be looking forward to its results, data had to be anonymised

to avoid endangering schools6 prestige and
(FrankfortNachmias and Nachmias, 1992).

0l nformed consentd was achieved with resea
understanding of what the study involved, and ensure their voluntary participation.

The fact that no written consent was required and tleevietvs were conducted on a

basis of trustand joining mor e | i ke having a (Bogdarendshi p t
and Biklen: 43) increased the commitment for discretion on the part of the

interviewer, whereas by asking for a written consent cooperation kauébeen

decreased. In addition, no letters of consent were collected because the law in Israel

requires that only minors who have to fill in questionnaires or be interviewed should

bring letters of consent from their parents, and as no minors wergeamal this

research there was no need to ask for such letters.

The research setting arose another ethical problem in respect of interviews. Whereas
headteachersd and counselorsé interviews w
were too alnkitohiesi nt ohedrts outd on public pr
room, and private rooms were not always available. This problem was resolved by

conducting many interviews with teachers in atec h o o | hours at teache

convenience.

Another ethical issusivol ves the question of the dédowne]l
respondentsé rights to veto the results. T
this is a singleesearcher project which has not been sponsored by any organisation.

The second issue has not be&tussed with participants in the process of research.

Similarly, the issue of &éovertd or obécovert
discussed with regard to how explicitly the aims of study were exposed to

headteachers. The headteachers wedethait the aim of the study is to explore and

enhance the topic of LDSO6 inclusion in sec
the managerial factors involved in the process (in which headteachers play an

important role) has been withheld with the resbar. However, this ethical problem



does not apply to other staff members, most of whom were willing to share their
views about the oO0real 6 intentions of
ethical problem is recognised in the literature. Somaea(gronson et al., 1990) that
if deception is the only way to discover something of real importance, the truth is

worth the |1 es. Mi | es an domelredearcharschave (i bi d.

reported deceiving respondents about the true nature of theg u Pungh ¢1986:

7223 ) ma i n ubjectmaesconning $ou until you gain their trust, and then once

you have their confidence you begin

Limitations of the study
The study intended to expl orlashe@nSo6 i

implemented in the Israeli Educational System since 1988. However, this longitudinal
process was actually investigated at one point in time which was the schoolyear of

20001.

The issue of generalisability has been discussed at large in tlensdmive. The
study focuses on five schools in the Tel Aviv area in which the smooomic
profile of students is heterogeneous but tends towards meddghmTables 3.2 and

3.3 in this chapter demonstrate that geographical locations and educaticoral sect

t

necl

factors that are related to the implementation of inclusion via policies of assessment.

Therefore, the fact that all five schools are located in one geographical location might

constrain the ability to generalise from this research. Similarlysthdy did not

cover all sectors of education, such as the religious, agricultural, and the Arab sectors

which also differ in their assessment policies according to previous findings (Margalit

et al., 2000).

Summary

he

conni

The oOunpacki ngo osfindicatesthattre gualdative paradigme st i o

should be adopted in this study because its main aim is to gain a holistic,

comprehensive picture on LDS6 incl usi

and perceptions of staff members. Therefore, the appravhich seems to fit within

the qualitative paradigm is the interpretpleenomenological approach.
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The research analysis relies on three main tools which triangulate one another:
guestionnaires, interviews and school documents. Twaigtyt interviewswith
headteachers, counselors and teachers will be analysed qualitatively. A hundred
guestionnaires were administered to teachers out of which sesentyiestionnaires
were returned. The return rate ranged fror®@% with the exception of school B
where the return rate was 55%. Return rate from counselors and headteachers was
100% in all schools. In addition, the analysis of school documents will reflect school
policy towards LDS.

The research design starts off in a fudiled manner by offering a deriptive

statistical framework which reflects the general trends that were identified in the
guestionnaires, and expands to adépth exploration of the five schools. The
conceptual framework for analysis will be carried out by themes which emanate from
the research questions and from the literature. Both questionnaires and interviews are
structured because the research aims at obtaining a picture of the general state of
inclusion rather than a picture of individual schools. At the same time, the puadces

interviewing allowed for flexibility.

Despite problems of generalisability in qualitative research, this study aims at arriving
at a generalisation in respect of LDS6®O
General issues of validity in qualitee research were introduced with particular

references to trustworthiness in the use of questionnaires and interviews. At the same

ti me, means to resolve these issues were

inclusion involves a multiplicity oéthical problems which are discussed above. The

chapter is completed with a brief list of the limitations of the research

18¢

necl

0



Chapter IV
Presentation of the Findings

Research question |
AHow are staff perceptions of school

related in the context of secondary

Leadership

Managerial foci

The five questions in the questionnaires regarding leadership style were combined
into one variable (Appendix 8) and presented in Table 4.1. The mean score of 1
represents tas@irientation whereas 5 represents peaplentation.

School A| School B | School C | School D | School E
(N=1) (N=1) (N=1) (N=1) (N=2)
Mean Mean Mean Mean Mean

Leadership| 2.71 3.33 3.50 3.42 3.42

style

Table 4.1 Leadership styles: task or people oriented

Although most headteachers perceived their style as pedplged, it is argued that
this orientation is marginal because their responses are located on the mean of 3+
indicating that they tend towards tasks as well. However, AH had the lowest score

amorg headteachers which means that he is moreaaskted than peopleriented.

The interviews revealed that four of the headteachers acknowledged the importance of

human relations in the process of task achievement. AH perceived himself as

Awi shieagsd oalpll part iBH<lamedd | f aimf hil ghktkps&@soben
towards the task as well as the people. You have to be constantly alert and sensitive
towards peopleds needs. My aim is to make
agreatasset f | can make tRemMWiekbl nbhegabkepnpagbh

s ¢ h oFRuitthérfiwhena teacher feels satisfied, he/she will pass the same message

19C



to his/ heDH:fsRiurdsetntis ot.end to the | earning ne
teachersareintr por at ed ilnn tshceh osoyls tDednsod .d oicWenent s i 1
grant simultaneously kind services to different customers: learners, parents,

supervisors and staff members. We treat each of them as if he/she were the most

i mport ant HowveverEllmexplicily.asserted thdtb ot h t eacher s ano
students should not be made part of school
Table 4.2 which presents headteachersdé com

that four headteachers included an element related to humaon®ks part as their

06recipe for successd6d: AHOGs second componen:
component was the creation of déa climate o
component was Oteachersdé6, and DH6éss third c
as they areo. EH1 is considered to be an e:
his list.
Componenty School A School B School C School D School E
for
successful
headship
1 The ability | Creating a | Teachers Empowerment| To be at the
to empower| supportive | (human right place
climate of | resources) at the right
belonging moment
for
students,
parents and
teachers
2 Human Creativity Perpetual Accompanying| The ability
relations and strive to be | staff in the to empower
innovation | better process of
change
3 Openness | Creating Awareness | Accepting Catering
towards working towards the | staff members | for weak
change norms environment| as they are and for
excellent
students
4 To be Promoting
constantly | existing
alert school staff

Table 4.2 Componentsr success as perceived by headteachers

In most cases staff members perceived their headteachers as bemggetagld and

their orientation towards people was perceived as a way to achieve their goals. In a
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similar way, school staff in all schogderceived that headteachers tended towards

students more than towar dslLatehhteachershaleor ex am
been complaining that their oAFRaguedn count s
thathn AH doesndt mi nd wablesiktmsiemaigles everatgoh er s 6 t i me

students to have better their curricul ar C |

BT. 1 cl ai med tafthmugh BHasrpeogierignied, sehcheys seem to be
reluctant to expr emhdeedBG.2arguedii tsu dd mtnc earfa e e |
important here but not at the expense of teachers. BH understands that if teachers are

deprived of their welfare the results will be bad for the students. It might be concluded
thatBHistaslor i ent ed but t he p &chpolsaffpenceavedpart of
BH as focussing on students and parents rather than on teachers. BT.1 carried this
perception even furtheit She al most encourages them to co¢
incident they have with their teachers and
BH expets teachers to be extremely open with their students so that students will feel

at ease. Indeed, some teachers left because they could not cope with the pressure.

Perceptions in school C appear to be similar. CT.A 1 t hough CH i s open t
teachermnsd Iprsothillel t hi nk sheCC@oamedthat f or t he
CH focusses equally on people and tasks. The same balance is perceived as regards

the focus on teachers or students: CTh3A | t hGi welgirhs thaschool serves
teachersowil heaeds €HYy O6mor e Sinhlalp Ctlhose of st
assertedhat although the message conveyed by the managentem&sr ket i ng and
satisfying pateachariwidl €aythat he/bhehsads no bac k 0.

DC.3 believes that as a result of the onajrganisational changes at school DH
became more peopteiented. However, DT.2 and DT.1 still see DH as being task
ori entied fammwouir of students much more than

Similarly, school E6s st afiechtede BEQyfaE 2 ot h EH
main goal is to increase the rate of entitlement for matriculations among students and
enhance school leveOEC.1:A EH2 6s message is 061 0m functio
tasksd. Although she providesottlgachers wit|
unawar e of h MR whoisealdoa tuniversitysletturer, is perceived by
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ET.2asimore involved in the acHavevarjschoowor | d t h
E stands out in its policy towards teachers. EC.2 stdtddh er e i s farthe appr ai s
teaching profession. The teachers never get any positive feedback. They feel contempt
towards them, apart from those who demonstrate power and remain untouched by the

management 0.

In schools A and B parental involvement is perceived more stromatyin the rest of

the schools. The diagram of the division of work in school A contains six times the

word Oparentsdéd, thus giving reason to bel i
school decisiommaking to a large extent. BH admits that she knomesthird of the

parents who came Owith her6é from the el eme]

andofcoursét hey al | have .an open door to meo

Summary
Whereas in Schools A, B, C, and D headteachers are aware of the importance of

human relations, $co o | E stands out in its headteache
School staff feel that their schools are student rather than tezmtteed with the

exception of school E which until recently was neither teachers nor students oriented,

and has lately incesed its focus on students. On another level, a tendency towards

increased parental involvement was identified in schools A and B. It might be

concluded that schools are similar in staff perceptions regarding their focus on tasks

and on students, and diffmainly in the extent of their focus on the scale.

Attitudes towards staff

This issue was perceived differently in the respective schools. The only similarity is

t hat regardless of headteachersé6é attitudes

AH claimed that histitude towards teachers is based on trust. This perception was

supported by school staff. AT&:AH tries to meet teachersé n
aspir aAT3agreseddhai hi s door i s always open to st
alike. When he opens a new leawgnicourse in which students can major he will

al ways Orecruitd existing stafrdtthsbef ore he

perception is not free of criticism: AC2:On t he one hand-he behave
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friendly way, but on the other hand herisonsiderate when it comes to his own

interestso.

BHOs attitudes are characterised by a comb
and high requirements. On the one hand, she claims that teachers can come up to her

with every problem they have. On tb#ner hand, only recently she has sent letters of

reprimand to all teachers when she felt that their discipline has loosened. This letter

referred to absences, being late to classes, fulfilling duties during breaks. Part of the

staff perceives this balaecBC.2 claimed that BH is able to carry out a dialogue

without forcing her opinion, whereas BC.1 argued that BH stopped the work of some

of the teachers as homeroom teachers. BO, an external consultant to LDS by the

Ministry, perceived contradictory meges:i She seems to be very fri
teachers. She may write a letter of thanks to teachers who have no absences but at the
same time she may bGhertstafungemmbers suchaas BId sawt her s 0
BHOs attitude fnaWwe tdolteatldd ey tniengeaturnvdeer obser va
attitude is all hypocrisy and pretense. Teachers were mad at her when they received

the |l etter |l ast year. I was deprived of th
kindergarten. She stopped the work of a teacher whabaist to retire and made

her sit for a whole year in the teachersodo |
not care at all about their personal probl .

Staff members usually see CH as having an open door towards them (CT.1, CT.3). As

CH is a new hadteacher who is constantly evaluated in comparison to the former
headteacher, school staff is divided to CH:
of T, and CH6s proponents who were previou:
attitudes towards her oppemts can be seen in the following anecdote: NJ, a senior

teacher who reached the age of 60, was not allowed to continue her work at school

despite the fact that she did a great job with school band, only because she was

identified with T. CH explained thissue differentlyi Had | wanted to t ake
I could have made her | i fe miserabl e at S C |
|l ndeed, this sentence shows that CH is awa

campd al t hou g jectianhegardengdoastie measies tawards her.
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Before the organisational changes in school D, DC.3 perceived the management as
verycentralistc A Teachers could get through to DH
only. They gave you the impressionthagt ei r of fi ces were the kin
conveyeh sense of haught However,DT.Acontendedthas e anger
DH has changed over the past 3 years. He is more willing to share, provides feedback,
consults and receives suggestions and criticism. Moreover, teachers have an open

door to him although they are not convinced fhat h i se cihsa nfgor r eal 0

ET.1 deduced EH16s f or maflr erneol taet ipoonlsihtiepnse swsi0
calls teachers 6Mr sé r aHoweger she prefemsitboy t hei r
EH26s putdowns on teachers. Onittentoe ot her h:
teachers whose classes have the highest average of grades.

Summary
It was hard to identify patterns of simil al

In school A the general perception is of positive attitudes towards staff. The situation

in school D is similar although DHG6s attit
school and school staff are uncertain whether this attitude will beastigg. Staff in

school C are divided into proponents of the former headteacher (T) who naturally

became opponents to CH and vice versa. BH:
assertiveness and openness. In school E, staff perceive remoteness by EH1 and

disrespect by EH2.

Headteacher s traits

School staff have a hidly.evalacdateirecd efvaAlda:
Awar mo (AT.2), fAempathico (AT. 1) and fAextr .
that in one case AH went to rescue a teacher that was involved in car accident. In

another case he encouraged all staff to donate blood for eeatdter. Every year AH

personally leads the school tripto Polandarelct s as a father to al|l

absolutely ador &T.3.im after this tripo (

School staff portrayed an i deBaHO se d uecaadtiinogn a
style is her pem@nality. This is a real educational figure who differentiates between
accomplishments and educational processes. In addition, she is all heart. She

19¢



combines a humanistic, educational and organisational approach. She can set
borders and read the map welh&is able to recruit people and create commitment
towards school. She applies humanistic ways of sharing and does not attempt to be
Mrs. KnowAll as the previous headteacher, but at the same time she has her own
requi r BmanBEohas an SkeqelsHer addiefc®. Taking and

giving in return is a basic principle for

CT.306s opinion of CHOs char adtWrati s hinted
teachers need here is someone who can lead professionally as well as improve human

rel ati onso.

DC.3 contended that DH lacks assertiveness as a result of which he has lost his
power. She proceededi:l n my opinion DH has not interna
believe he would easily resume his old sty
it makes ra wonder whether this might be the reason that two members of the
contracted management have already quito.

School staff expressed relucfiBhlédeusedatdi n
run school as in a communist parlye handles school matterstiwGestapo

measur eso.

Summary
It is noteworthy that data regarding headt
O6bet ween the | ines6é. The way AHOs personal

their perception of his positive attitude towards thémschool B, however,

perceptions of staff seem to be far more p:
regards attitudes towards staff. In school C perceptions seem to be low but one must
remember that CH has only started her job. In school Dataiunconfident of the

changes in DH. In school E staff expressed extreme negative attributes towards EH1

and EH2 which go in accordance with their

Perceptions of |l eadership: Omanager 6 versu:

Three head®ec her s perceive their roles as a 01l ea

Amost headteachers are managers more than
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andthaia headteacher shoul d be mor¥t dué a | ead

to time deficiency Al believesthai | 6 m not enowHgwevegdn a | eader o
examination of AHOs words indicates the us
perception of | eader s hi {heorlylwaytdachrewethisone i s

is by allocating more freetimetoi msel f via the empower ment o
The second is the management of budgets: AH maintains that schoolheads should be
perceived as general managers etfelch companies and be able to take part in the

same management training with thénw i t fealing that they take the money

directly from their own studentso.

BH perceives school headship as leadership depending on charisma rather than
management. School staff support her perceptions. BT.2 admits that BH is a leader:

AfBef ore sheheameache#®wsofwot ked and the rema
the picture has reversed. She can make people do their utmost. However, if she

suspects someone is malfunctioning, she gets back at him/her. For example, she made
three teacher s s becaudeshe founethemerswtibeefos 6 r oo m
teaching until Itndey df,i Badlolsy erdaitciart @ ddn.al doi
involved in managerial issues such as staff recruitment and not only in leadership as

she perceives herself.

CHO6s per batfipat ihoena ditse atc her must have vVvision a
society. He/she must know where he/she leads school. He/she must be able to push the
organisation forwards but at the same time look to the sides so that he/she does not

keep moving whiletherestr e | eft behindé He/ she shoul d

surround him/ herself with management peopl

DHarguesthaia headteacher should be a | eader mo
he/she should have a vision for school rather than fulfillimissn lBe@dds thai a

headteacher is isolated in the tresp but he/she must not forget that there is a whole

t ree ben &atthdis notrperceived as a leader by school staff. BT8:0 w

that this change has f ai anagingthdlegoversaof r ai d DH
change rather than lead school. He might finally understand that a change process

Sshould rely on vision rather than on power



EH1 contends that leadership and management are both needed for successful school
headshipfi L e a dpasrregjiired at critical intersections before a change is made

and the headmaster needs to take a lead. Leadership should not be demonstrated at

all times. Not every student in this school should recognise me, | am not a Mussolini.

| 6m wel | facwthat leadirgfchangdis sometimes done at the cost of

sympathy because as a leader you sometimes cannot listen to people. On the other

hand, a headteacher should be a manager too because he/she is holding the budgets

and making tEHleperdeeviesi bhsoposition at schoo
autonomyo6:.il ¢lm al wayws shocked when | hear ol
behave as if school is their own private t
feeling autonomous to make decisions and | obgetdgdown dictations from the
Ministry, but | always remember that | may
appointed to my position and | might be re
EC. 2 perceodovikbs HHAI asen of afnlginterestgchin Af f ai r s
his job as a lecturer at a university, whereas school is actually run by EH2 who

carries out EH16s policyo.

Summary
Findings indicate that although some headteachers (AH, BH and DH) assert that

school headship is about leadership, reality proves to be different. Headship always
involves management elements, whether this is perceived by headteachers (as in the
case of CHand EH), by staff (DH), or by the examination of their own work (AH and
BH).

The management of change and resistance to change

Headteachers perceive leading change processes as a major part of their duties to
school. For exampl e, i n fAisweh amalk eA &so nd a cnwnoeurs
efforts to lead a school with strategies of innovation as seems to be required in this

er aAblstatesh A manager in our era should demonst
continuous learning and changes. | inserted TQM five years ago because my main
objective is to enabl e st aAndtherrmeamdedsr s t o us.
CH who contendsi A s hi-tech, school management is in a perpetual race. For

example, new subjects in which students can major should be continuously initiated.

| 6ve added this year Pol i cBH:Shdhgedsines, Techn:
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school will never end because schdab@ld be a mirror of society which keeps
changTmhgoperception of teachersd role has ¢
teachingd which focuses on exposure of stu
require the role is of a challenging instructather than a KnovAll provider of
information. The theme of o6future chall eng:
brochure. School E is portrayed according to school documeritssas c o mpet i t i ve

superarea school which aims at qualifying its studentsffart ur e chal |l engeso.

School headteachers tend to believe in gradual rather than acute changes and perceive
themselves as eoperating rather than imposing changes on staff.iAll: manager
Sshould I earn to i nsi s tBHucelesohhespersodatitgid I n gr a
do not believe in big revolutions but rather in a gradual, slow process. Usually |

bring my own belief and it is not difficult to convey it to school staff and take them

along with meo.

In fact, the following description of BH i®osidered as an example for gradual, well

planned change implementation:

fiDuring my first year | focussed on getting to know the staff while creating a climate

of safety. | took some measures to change the climate: individual talks with all 130

teachersa school trip for the staff, work with
intend to stay here for many years6, it mai
initiated some organisational changes: | fired two deputies who contributed to the

climate of anti, | stopped the work of a teacher who used to insult students and

another teacher who was unsuitable professionally. These two teachers were the

remains of the time when school was vocational and different norms prevailed. |

removed the Headf the Senior High School whom | found unsuitable for the job, and

| put out a tender for the role of Head of Junior High to all staff. In the third year |

introduced an organisational consultant to work with the expanded management as |

felt that this was body of individuals and not a united managerial body. | noticed

cliques that resulted from the frequent change in headteachers. Although during the

first year everybody was making efforts, in the second year | noticed that people were

not interestedin@c h ot her 6s job and | wanted to cha
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systemé to conduct change. Therefore, if

t |

convey to all/l professional <circles at scho

DH arguesfi Wh e n forla cliarmge, | take the responsibility to collect all people

that are involved, design the process together and then see that it is implemented. | do
not impose change on people. Indeed, two years ago | notified teachers that we were
about to start a chage process and we would build this new organisattonal
conceptual vi si onHowevey,&H $tads owd in hisgpareptioneofa mo .
change as he believes that sometimes drastic changes are required and claims that

school has survived becausev e ewkhaw to read the map and adopt ourselves to

the changi ngHepraceedfid hmewta 9. | make peopl e ac
via talking, I|Iistening, and a | ot of patie!
all about survivingo.

All headteachey tend to agree that it is much easier to incorporate changes with

young teachers than with seniorones. EMBt r eami ng new bl ood i ntoc

mi ght be an effective way to overcome resi:

Summary
Findings indicated that all headteachers peecehange as an important part of their

duties. Most of them believe in gradual changgking with the exception of EH who
believes in drastic changes dictated by the changing reality. However, all

headteachers claim that they conduct change via staff @mpe Indeed, in most

cases teachers and counselors agree that headteachers are trying to introduce changes
in a pleasant way, although they become mostly intolerant when they face resistance.

A high level of awareness towards resistance was identifisdhool D which failed

to cope with resistance.

Headteachers tend to agree that inexperienced teachers are easy to be recruited
towards change initiatives. The <cl earest
towards change seems to be between BdHEH: whereas BH was active and in full

control of the organisational moves, DH appeared to follow in a passive way the
initiatives of the organisational consultants that seemed to have been somehow

imposed on him too.
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Summary of the findings on leadenshi

Findings regarding leadership encompass issues of leadership and management foci,

attitudes towards staff and management of change.

Most headteachers perceive themselves as being paogited, and are aware of the
importance of the human factor. $laccords with staff perceptions that headteachers
are peopleriented as a means to achieve school goals. In fact, headteachers seem to
focus on people and tasks simultaneously. This conclusion is compatible with another
finding: headteachers tend to psixe themselves as leaders more than managers
(except for EH and CH who claim that they are both leaders and managers). However,
reality proves to be different and findings indicate that all headteachers in this
research are also managers. Indeed, bodliniys imply that headship is a

combination of people and task orientation, as well as of leadership and management,
whereas the differences lie in the placement of these elements on the scale.

Regarding 6manageri al f ocarsdfqcusoresaudente r s per c
rather than on teachers. In some cases such as in schools A, C and D it is done

implicitly, whereas in school B teachers perceive that it is done explicitly. School E

has a slight tendency towards students and a negative tendenoystteeehers. The

i ssue of oOmanagerial focié is also related
perceive a willingness on headteachersd pa
exception of school E. Howe\vatitudeswereaf f per c.

compatible with their perceptions of headt
For exampl e, EH1 has stated explicitly tha
consideration in school management. Similarly, teachers perceive negttiwes

on EH1 and EH206s part.

The issue of O6attitudesd is equally relate:i
perceive negative attitudes on the part of EH1 and EHZ2, it also express negative

attributes towards them, whereas in school A where attitudes are perceived to be

paositive, teachers used positive attributes towards AH.
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Findings concerning the management of change have yielded the following
information: all headteachers are in favour of gradual changes which are to be
achieved by consent and cooperation rather tlgagobrcion. School E seems to stand
EHO s

resistance, headteachers become less tolerant and use their authority.

out in perception of drastic changes.

The facts that most headteachers are aware of the need to legeoyed, to
develop a visionary leadership and to convey change with caution need to be
measured now against the concept of inclusive leadership, in an attempt to explore

whether and to what extent they are intertwined.

Inclusive leadership

Inclusivevision

All sixteen questions of concerning strategic vision were combined into one variable
8)

4.3). On a scale of 1 to 5, figure 1 represents a policy which encouragdsreael

(Appendi x to represent headteachersd pel

whereas 5 represents a policy which encourages the provision of educational needs for

weaker populations.

School A
(N=1)

School B
(N=1)

School C
(N=1)

School D
(N=1)

School E
(N=2)

Overall

Mean

Mean

Mean

Mean

Mean

Inclusive

4.83

4.16

4.36

3.58

3.83

4.10

vision

Table 4.3 Perceptions of inclusive vision of headteachers

Findings indicate that AH and BH have the highest score in their perceptions of
inclusive vision whereas school D and E have the lowest means. These findings are

significant for the research because the q

planning asvell as attitudes towards inclusion, thus combining management and
inclusion aspects. However, all headteachers are presented on the positive end of

inclusive vision.
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School documents and the interviews were explored in an attempt to verify to what

exent inclusive vision can be found in scho
B stand out as it is the only school that stresses the issue of inclusion in its documents.
This is done expl i ci tTheyenhanoethentodweaainersr y | ar g
has become a top priority HRusheriwhi &€ part o
waving the flag of materialising individual needs we refer to each and every one of

our students incl udi hhgtoppnaity enthelistoh speci al |
school 6s stindueygidc ngoal suipport system for t
skills for weak Isclusive\asior isexpaessead irf thee follolvibgS o .

words:i Sc ho ol opens its gates for every stude]
adapted teaching which fits its special needs, encourages pedagogic and social
integration and i Rulthewnfitdhuea In eceadr eo nf otrh eS EpNaor . t
mai nstream students to respond as 6i nvol v

daily supportfod't he di fferentdéd is part of. school v

School documents supp&®EN BHdsLDSchuei vervi .
heart. While | was running the elementary school | felt it was some elitist bubble and |

strongly objectd to it. Therefore, in every age group we have at least one SEN class

with autists and retarded students who have been partly integrated in mainstream

cl asses Tthd sreysetarcdf. the staff supports BHOS
feels thafi t h ee of SEN students and SEN classes has been given a push by BH. It

has been made part of school Vvisiono.

On the other hand school E stands out for itsinolusive vision. Firstly, EH1
expressedhisnennv ol vement regardivogtal&tbthel d mat t er
peopl e 0dé&wthermoreEHrolgetts to the policy of inclusion of the

Ministry in secondary school&:1 t h i n k -preeccupiedevithavea& students.

Il ndeed, webdve crossed al/l borderlines. The
where each student studies according to his/her abilities even if it this affects the

number of students in this school. | strongly object to the policy of Open Enrolment

and of Norexclusion of the Ministry. The educational liberalism has turned into

edc at i on al Hoaveveryritdsmotewvorthy that the overall score of

headteachers in school E is 3.83 which indicates a tendency towards inclusion. The
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statistical mismatch can be explained by the fact that this score has been combined
from EH1 seesponseEH2 6

An examination of the remaining schools shows that inclusive vision is sometimes

perceived as related to other interests. For example, AH attBsW¥é: woul dndét hav

reached that level of entitlement for matriculations had it not been éa2%Bo

assessed as LDS who g énteeds AClcACZhBndATclc o mmodat

agreed that AHOGOs vision towards LDSO6 incl

level of students entitled to get matriculation certificates and thus improve school

image. AT.1.0LDS i s not a centATQlh Scevoé vVmnsilbins

provides responses to the e@yday needs of LDS which do not rely on a deep
educat i on alTheseperteptions gtang id contradiction to the statistical
findings which réy on questionnaires, as they suggest that AH tends towards
inclusion more than all other headteachers with the highest score of 4.83. This
mismatch could be explained by the fact that, indeed, AH perceives himself as highly
aware of L DSO0 smeircease theamittemdni fa matriculations is an

additional reason but not the main one for his inclusive practice.

CT.3 is also the coordinator of the special lewel matriculatiororiented class

whose students are integrated in mainstreAima s ses. She perceived
inclusion via school budget. She argued that CH maintains that to open a separate

class would cost school more than to have the students partially integrated because

this way school gets a double support for them eg #dctually belong to two classes.

Two main perceptions concerning inclusive vision were observed in school D: DH
admitted that his involvement is restrictedité¢ h e | e v eThis iodicatgs thati cy 0O .
he is not involved in the implementation processllaDH believes that the number

of students assessed as LDS is inflated and the most important thing in his eyes is the
full implementation of test accommodations. DH acknowledged that he fears that his
school will be viewed as a secendance school arall LDS will be sent to them.

These statements do not provide evidence for inclusive vision in school D. This view

is supported by DT.1 who maintains that despite the fact that teachers follow

instructions as regards test accommodations and their ansfesesicreased, they

Ado not really understand what LD meanso.
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Summary
The statistical findings match the findings from the interviews and school documents

partially. Schools D and E have the lowest scores according to both analyses.
However, the discpancy in school E between the picture of maclusive vision that
emerges from the interviews and the relatively high statistical score of the statistics
can be accounted for by the fact that the score is a combination of EH1 and EH2, and

EH2 has a morentlusive view than EH1.

The interviews also revealed that the fear that school image will be that of a-second
chance school underpins DH6és vision. The h
marked in school B and this finding accords with the steéistindings. Albeit staff
perception of AHOs vision is that it 1Is me.
rather than by a deep inclusive approach, it might well be the case that sending

students to assessments is his way to help LDS. This mighirexpafact that AH

has the highest score of inclusive leadership in the statistical presentation. Similarly,

CHG6s inclusive vision is perceived by teac!
statistical level of vision is high. The discrepancy betweetorit and reality in

schools A and C seems to derive from the f

declare a noinclusive policy.

Headteachersé support for teachers regardi |

Tables 4.4, 4.5, and 4.6 illustrate wittsohool discrepancies the perceptions of the

support teachers get in their daily handl i
perceptions of their willingness to suppor:
perceptions of the level of support they believe they receive range fram2&and

counsel orsdé perceptions of the support tea
to 3.25. In addition, counselors tend to believe that teachers are frustratedhdue to

difficulties they face while handling LDS (Table 4.6). These finditigstrate that

one of the major problems of the implementation is the existence of gaps between

individual and group perceptions especially in respect of practical responses such as

support for teachers.

\ | School A | School B | School C | School D | School E |
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(N=1) (N=1) (N=1) (N=1) (N=2)
Mean Mean Mean Mean Mean
Willingness| 5 5 5 4 4
to support
teachers
regarding
their LDS
Table 4. 4 Headteachersdé perceptions of su,
School A School B School C School D School E
(N=16) (N=1J) (N=15) (N=16) (N=16)
Mean | SD Mean | SD Mean | SD Mean | SD Mean | SD
"| receive 2.6 0.82 36 1.17 35 1.14 28 1.32 2.73 1.09
adequate
supportin
handling
LDS"

Table 4.5 Teachersodé perceptions of the sup]

The main finding from these Tables is that schools B and C had the highest score of
perceptions of counselors and teachers, whereasschioelD t he | owest coun
scor e. Moreover, the fact that counsel or s
might be related to their higher involvement with SEN students, and consequently

higher expectations regarding support for LDS.

Although all hedteachers are willing to provide support to mainstream teachers, AH
is the only headteacher who relates in the interview to LDS inlusion in particular:
Al 6m doing my best to recompense teachers |

a c r o b aheicausselors,rothe other hand, discerned this issue differently.

20¢€



| School A | SchoolB | School C | School D | School E |

Table 4.6 Counselorsdé perceptions of the s

AC1:Ai An atomic pressure is placed on school
accommodations. In some classes onetteiabas to test 2Q2 students orally

without getting paid for this extra input. Teachers are continuously evaluated by the
matriculation results in their (often weak) classes. In addition, they are in a state of

anxiety that more students will get spet¢edt accommodations, which means that

they will need to allocate more of their free time without being compensated. The

same pressure is even stronger on counselors. If AH finds out about a weak student he
starts urging us t othdughde mightrnat be LD®asdllHe f or hii
al so insists that we contact the studentds
accommodations. This puts an enormous pressure on all of us and makes us feel at

compl et e | oAG2addsthat o ih & sserespn staff increase as the

|

students reach the highest grades of secon:

Similarly, teachers complain that they are not compensated for what they do and their

efforts are taken for granted.
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N=

N=4

N=2 N=

2

Mean

Mean

S.D

S.D

Mean

S.D| Mean

S.D

Teachers
receive
adequate
support
from
school
regarding
LDS

3.25

0.5

0.81

1.5

0.7 2.5

0.7

Teachers
feel
frustrated
while
handling
LDS

3.33

2.08

1.41

0.7

EH1 argued that he provided support to teachers in respect of the need to integrate the

new heterogeneous population that arose with the shift to a comprehensive school. He

claimedhedidséd wi t h a

ot

of patience,

personally

me e t i Cogversely, EC.1 maintained that school does not provide any guidelines

to enhance
south of TelAviv.

teachers

and

parentsod awareness

Other heatkachers (BH, CH, DH) perceived themselves as providing support

although they did not refer specifically to LDS in their answers. However, these

findings are congruent with the statistics because schools B and C were perceived as

the highest in the Tabldmt no contradictory information is elicited from the

interviews concerning support on LD.

Summary

The statistical findings as well as the picture emerging from the interviews indicate

gaps

bet ween

A

headteacher so

h ist@fh

percepti on:

perceptions which seem to be much lower. School staff argue that no support is

provided concerning LDS. Apart from AH, all headteachers referred to other contexts

concerning support in their responses and not to the context of LDS.

He a dt e mitativesrod saff training on LD

This issue is believed to be a key factor in the process of inclusion, because one of the

main claims of staff members was that they are expected to perform tasks with LDS
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for which they have never been prepared. Tables7

an

d 4.

8

expose heac

perceptions of staff training on LD and on the number of times such training courses

have been
staff

at school
than 3

the

School A

School E

School ¢

School C

School B

(N=1)

(N=1)

(N=1)

(N=1)

(N=2)

Mear

Mean

Mean

Mean

Mean

Most of
the staff
have
taken
courses
on LD

3

4

3

4

1.5

offered to
members
(6mor e
ti

mesd was

maximum). Both Tables have been worked out on a scale of Whergas 5

indicates high level of training and 1 indicates no training.

Tabl e

School A

School B

School ¢

School D

School B

(n=1)

(n=1)

(n=1)

(n=1)

(n=2)

Mean

Mean

Mean

Mean

Mean

4 .

7

Headteacher so

perceptions

wi t |



The numbe|Twice or |Morethan [More than|More than|Once
of in-servicdthree timeg43 times |3 times |3 times
training on
LD offered
by the

headteache

Table 4.8 The number of-gervice training sessions on LD offered by

headteachers

The general impression from the Tables is that except for school E headteachers

tended to believe that teachers were trained on LD (schools B and D have the highest
average of 4). Headteachersod6 perception wa:
headteachengelieved itwa® mor e t h and on® heladteaohes €8id wi ce or
three)timMees bexception was school E with a |

issue.

The picture that emerged from the interviews is consistent with the statistical findings.

For example, DH perceived that almost all staff members participated in training

courses on LD in two kservice courses of 56 hours each, one being for the

homeroom teachers and the second for the professional teachers. AH pointed out that

at the beginnig of every year all teachers get an instruction sheet on how to identify

LDS as they teach or correct studentsd pap
perceive a real need for training courses on this t&picrecalled team meetings with

school couselors and psychologists on LDS. In addition, School B was one of eight

secondary schools all over the country which gave their consent to participate in a

pilot study on LDS, which indicates a positive trend towards staff training. CH is
awareofteachedss di f fi culty to attend compul sory t
Sheclaimedthdit eacher sdé training oThesdfiddigsl i es i n |
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accord with the fact that teachers are not made to attend training offered by school.

Contrarily, EHL did not mention any courses on LD at school.

Summary
Findings indicate that apart from EH1 all headteachers demonstrated average to high

perceptions as regardsservice LDS training in their schools. The highest

perceptions were observed in schoolar8l D and the lowest perceptions in school E.

The average perceptions in schools A and C are consistent with findings from the
interviews according to which AH and CH tr
LDS.

Summary of the findings anclusive leadership

The investigation of inclusive leadership comprised the following issues: inclusive
vision, support for teachers regarding LDS
training on LDS. It was assumed that a headteacher whose lemelusive vision is

high will also support its staff regarding LDS and initiate training on this issue.

The picture which came out of the statistical data indicated a tendency towards
inclusive vision by all hadteachers. The highest level of inclusive vision from all data
sources seems to pertain to school B and the lowest level seems to be of school D and

E where headteachers claimed they were not involved with LDS.

Findings on 0 s u p @ encouraging. n two ef the dthwolss(AH wer e n
and E) gaps were observed between headteac!
staff perceptions which were much lower. In the rest of the schools headteachers did

not refer specifically to LDS in their answersdgpreferred to mention other aspects

of school life for which they provide help. Perceptions of LDS training showed that

there was an accord between perceptions of staff and headteachers. The highest

overall perceptions were observed in school B and Difentbwest score was

observed in school E. I n schools A and C h

the training that was initiated was indeed minimal.

Research question 2
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AHow are staff perceptions of school

int he context of secondary school s in

Culture

School credo

The exploration of school credo encompassed four issues: the values that underpin
school work, school &ds general approach tow
teacher so rwartlsexcellentetandtleardirg sifficulites. Findings indicate

similarities between schools A, B, and C as one group and between school D and E as

another group.

Whereas school A emphasises the valug efq u a | opportunities for
eam@uwiper sonal scheokBrandCsemEhasise social values. BH:

AVal ues underpin the choi Sehoot@documents i n eac!
advocatetob8 soci ally involved and koweverri bute to
school B stood out instsocial awareness. The core value of school seems to be

responsibility which is demonstrated in developing supportive attitudes and social

involvement among its mainstream students towards SEN students with severe

disabilities who study in four classesdaare integrated in school life. This

invol vement is also demonstrated in the 06C
for the SEN students in school. The emphasi
rapport with the community, mainly with the Scoutamattempt to develop young

leadership. Another project for the enhancement of social awareness is a continuous

dialogue with Arab students and with students from low secanomic areas of

Israel.

Schools B and C appeared to be very similar in thmgar@ach towards students. They

provide listening, warmth and personal response for individual needs. They help them
materialise their potential and offer them security and fun in the duration of studies.

This approach can be summarised by Bf.2Ve 6 Ind dovinrthie sun for each

student , but he/ s he Adregardsthefocuseon extelleatorhand f o

weak students, staff members perceived school credabap en and i ncl usi ve
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al | | e(@Tr3pamdasi@a at er i ng f or sevellasefdr poteentinl st udent
dr op qAH).s o

In schools D and E which make the second group school values are related to the

changing society and the futurethie c h  wor | d . School D6s name \
Il nterdisciplinary Campus for The O0Language:
presentthe nevaluesin The new I nterdisciplinary Campus
the New Era is a centre where the | earner |
new fields of interest which have been adapted to the changing and renewing life
environment s éTSimuatioo af theauthentic Bfe environment: it
enables the | earner to meet real i fe via
The more 6l anguages6é a | earner acquires, t|
the complex reality of the worlaf tomorrow. The central values that feature the

campus are: innovation, achievements, dyna

School E6s documents fRe PlasWeprlrdo t@p Snuiclce sV
Socr at es @ Tehtea tbeemsdantway t o | iwaetobesomd o const a
b e t tSehoadb E strives to convey academic, scientific and technological knowledge

to its students and enablireanattkrepio t 0 mat er i al
encourage independent, . Imalargetformadtheand cr i ti c.
values that are mentioned are social values such as democracy and pluralism,

relatedness to the community; human values such as justice, equality, the sacredness

of life, and traditional values such as the Jewish history.

Schools D and E do not agur to be studergentred. A noteworthy fact is that in

school D6s documents there is no personal
0students in this school 6, but only the ge
examination of the prioritylisb f s c ho ol objectives reveal s t
wel faredé is ranked as the | ast item.

Teachersodo roles are viewed differently in
schoolcredo a8 s e€lofmmi t ment t o excel | e nudentsare t eact

enabl ed to achThe ef dalhledawi rug nmoksdad .i s expr ess
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documentsi Teacher s wi | | be responsible for the
learners in an esthetic environment, rich in stimuli and resources. This system

enpowers the learner and transfers responsibility to him/her. The supervisors help

learners in their encounters to combine data and experience, understanding and

experimentingo.

EH1 seems to be the only person in school E who defines schbt@d asc o mjpwe e he n s
school with a technologicacientific orientation which aims at addressing the needs
of weak student s a Bowever|nbothersstaftrmemlget nore nt ones:

school documents refer to this point in schools D and E.

Summary
An in-depth inquiryof school credo indicated that schools A, B, and C focus on social

values such as equality of opportunities and responsibility as part of their credo. They
advocate personal responses and catering f
role is perceive as helping students to materialise their needs. Conversely, schools D

and E focus on future technology as part of their credo and do not seem to place
students in the centre of their interest.
rather than conweng knowledge and advocate excellence rather than catering for

weak students.

School climate

Perceptions of school climate range from 6
cooperatived, to dénegativebd, moopetaton by a d
The findings provide data regarding each school as well as on the three respondent
groups. Schoolsd6 mean of the perception of
exception of school A with the metken of 2. 8
mean of 3.5 to 4.00 on a scale of 1 to 5 with the exception of school A which seems to

have a less collaborative climate with the mean of 2.81. The differences between
schools are significant (F(4,67)=ar68. 50, p<
inconsi stent with teachersoé: school D has
(M=2.83) and school B has the most collaborative climate (M=4.00). Other schools

were in between. These results were not significant due to the small number of
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counselo s . Headteachersé perceptions do not sh
participants. Results ranged from the mean of 3.00 to 3.5. Significance tests were not
conducted due to the small number of headteachers. These findings are presented in

Table 4.9

Group School Mean S.D N
Teachers A 2.81 0.94 16
B 3.45 0.79 11
C 3.82 0.71 15
D 3.52 0.66 14
E 3.47 0.75 16
Counselors A 3 0.33 3
B a4 0.27 4
C 3.7 1.05 5
D 2.83 0.7 2
E 3.5 0.7 2
Headteachers A 3.22 O 1
B 3 @) 1
C 3.55 (@) 1
E 3.27 @) 2
D 3.11 @) 1
Overall A 2.86 0.85 20
B 3. 56 0.71 16
C 3. 78 0. 76 21
D 3. 41 0. 66 17
E 3. 46 0. 69 20

Table 4.9 Perceptions of school climate

These findings suggest inconsistency in the perceptions of the different populations.
The highest overall score was observed in school C (3.78) whereas the lowest score
was observed in school A (BB The section below offers andepth exploration of

school climate which attempts to clarify these findings.

The main similarity that was observed across the five schools was the positive climate
presented in school documents in respect of teachérstagents. For example, in
school A6s docuSehmdas! iits icpesnattedl ;i n the |

democracy by joined c¢ ommiStchaookercsurages sotid ac her s
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activities, integration with the Scouts, sports,acsiveudent sé6 counci |l , de\
youth | eadership, studentsdé musical band a
brochure attestthdti n our school teachersodo attitudes
anot her e mgH tgo, seesdhg atimasphereirtht eacher sdé room asc
pleasant. However, the big gap in school A between perceptions of climate in school

documents and the statistical findings i nd

and a 6real 6 cli mate.

However, school documents do not focusoeacher sé and counsel or s
climate which could be mainly clarified in the interviews. Schools could be divided

into two groups as regards this issue. In schools B and C school staff demonstrated the

highest awareness towards climate durhrgihterviews. Both headteachers and

staffdéds perceptions in these schools are t|

since BH and CH were appointed.

CH maintains that she has created a positive climate since she entered her position

this year. Sheees this climate as characterised by positive attitudes towards teachers:

AwWith T(the former headteachdhere were always terrible shouts. | talk calmly and

there are always words «&Hattesgsphatahe dirad al ongs '
some peopl&wh o wer e as s ocivaotleudmewd tsht ytlhee o6fhiTg ha n d
climate of the O&ifntietaicahteerds gwoesrsei psdée nitn twh iecxhp
gossip that wer e ¢ iMestschoadl staff supperted thewieWl her sel -
that the climate hashanged since CH took over. CC.2, CT.1, CT.2 and CT.3 asserted

that TO6s management was featured by cliqgue:
CT2ACH brings cakes to the teachersé room f
D a y £€6.1 mentionedhe school mugs decorated by the new (green) school logo

which were also given as presents to teach:

In addition, the system is open to staff initiatives, and there is a feeling of relaxation,

warmth and direct rapport with the management (CC.1). CT.3 points odéitth&te r e i s

a feeling of autonomy within teams and there is less pressure to come togiedago

me e t i Thig pe@eived climate is supported by school documéng&t udent s i n
this school are not captured in parckage de.
addition, CH repeats twice in her introduction to school documents the word
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Ohapponasd O6enjoy studiesd and this gives
towards a climate in which students are happy and satisfied. Yet, CC.2 acknowledged
problemsfil t 6s di fficult to define climate here
other. Inded, in some teams the flow of communication is deficient and is featured

by |l ack of collegialityo.

The climate in school BSGsppocume &t anvasad e
focusses on varied activities related to culture and values, on professigrsaicial

coherence, professional development and staff welfare. BH asserted that the first

change she initiated is that teachers would stop insulting students. Other changes were
professionali| 6 ve created a positivecom@anpet i ti on.
forum to present achievemenBHsisstriBngi ng 6Bi g
towards developing a sense of belonging among staff menibérs: st i | | t hi nk tF
subject coordinators care mainly about their subject and do not feel they belong to

schml . That will BCdAvideacherscshamgedo .wor ki ng

in the past. There are no cliques. There is a feeling that the work is being done and

there i s someone to t al BCZsopport®iehsvisni ons ar e
A T h é&samething different in the climate BH creates around her. No one else

would have succeeded to adopt these patterns because it would have seemed pathetic.

The feeling BH conveys is 6l take care of
organi satitan@st cdhochenaathérastrendgthen this perception.

BT.2 who is an age coordinator argugdWe 6 r e very proud to work
has indeed changed. In the past teachers perceived lack of care and supervision on

the part ofYetf BT 4 picueed anggativéclimateTeacher s are af
to lose their job if they express their opinion. The main clique at school is the
management. There are no forums where teac
regul ar teachewislol pda@&me mé&g eto hinm/ hersel f ir
surface the climate might look ideal but every word is registered and retrieved in due

ti meo.
It is contended that the extremely contradictory perceptions were reflected in

teacher sd st &tassabove thadverage scareealthelgh rot very high
(3.45).
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The study yielded similarity with reference to schools A, D, and E concerning a

negative change in the climate following changes made at school. AT.3 perceived fear

and anxiety among teacheisce the insertion of TQM and damage to school climate,
because certain teachers do not get to teach certain classes as a result of the yearly
surveys among students. In addition, she perceived tension among teachers who do

not share the results of the ylgal QM questionnaires. Indeed, two changes were

made: last year the questionnaire waphieased and questions that were defined as
0insultingd by tlreadditibnearssrveywes aamimisteradbone d .

school management functioning among teaslasrwell. DC.3 maintained that as a

result of major organisational changes, the new leading staff became highly motivated

as their status increased. The climate changed to the worst because people who used

to be key leaders were deprived of their power eneated their own cliques. This

resistance became destructive to school climate. BiCIBh e air i s full of
school r DQ3ratdedd dwger i s addressed towards D
change, towards the senior teachers who destroyechidneces to succeed, and

towards the municipality who failed to ass

It is also noteworthy that school C, D, and E expressed an attempt in their documents

to reduce violence and crediiean educati onal <cli mate of sec!
studégohwd o D). A study of school E6s documen
goals, emphasisis placedibran educati oti onal <climate of s

s t u d ewhithsvill he achieved via attempts to decrease the violence rate, reduce
incidents of damagingecsh ool equi pment, and enhance disc
as the manager of the Senior High school and the shift of school into a comprehensive

school have changed school climate. EC.2 reported the consequences of both changes:

Al n t he pas tuchno@ ndependent at schoel bavause EH1 was not

really involved in their work. As a result some of them used to end their teaching
session after 20 minutes and spend the res:
atmosphere was quite chaotic. Therewee not even forms to repor
misbehaviour. When EH1 was appointed, the climate changed. Teachers had to follow
regulations and at the same time they were required to cope with school new

population featured by behaviour and environmental proisleMoreover, teachers

were forced to adapt to it overnight. These frustrations and anger created a new
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climate in the teachersod r oom, a climate o]

from the | ack of feedback from the managem

Al t h ou g h rcéptibn seéns to fpesof a more positive climate, teachers see these
climaticchangesasa | oss of independence which incr
we ar i (EBX Budthermore, they acknowledge the existence of cliques which

were formed when schools of thense Net had closed down and groups of teachers

moved to school E. ET.2 defines school climatéasb j ect i ng to EH1 who

direct and bl atant towards teacher so.

Summary
The statistical findings suggest inconsistency as regards perceptions of thehresear

populations. The highest overall score was observed in school C (3.78) whereas the

lowest score was observed in school A (2.86).

Schools were mainly divided into two groups concerning findings: overall perceptions

in schools B and C were that climéias changed for the better since the nomination

of BH and CH. In the other group which encompassed schools A, D, and E

perceptions indicate that climate has changed for the worse as a result of changes that

have been made. However, the abovementioned®h1ld ET. 10s percepti or
that climatic perceptions are totally subjective and generalisaions should be made

with caution.

Teamwork and collaboration

This issue is considered as part of school climate because the way teamwork is

perceived is related the perception of school atmosphere. This is clearly expressed

in school documents and headteachersdé rhet
advocate that success is dependentiipan f eel i ng of true partner
respect, the ability to work irooms with transparent walls and the ability to accept
construct i AHandEH ust matapromndom the world of muBic® n e

man makes a single sound. (AHEdupabofopeopl
not for sol oi s(ER). It is a teamwor ko
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School B stood out in its overall perceptions of staff of collaboration and teamwork.

School documents refer mainly to subject and professional teamwork. BH maintained

that the expanded management is an irrelevant body if it does not work in

consolidaton. Therefore, she introduced organisational consultants to work with the
expanded mapemathirgsup mt ,t hfe r iagdidefinedhe pugogseso

of this managerialbodC ounsel ors and teaduewBldthesel i ke pe
is a lot moreof teamwork and collaboration in the professional teams accompanied

by supervisi(®M2.and control 0o

I n school C staff per ceptencharsperceivee pr et ty mi
attempts on the part of the management to create a positive climateeftton e r ne s s 0
(CT.1). This view applies to students tdd:St udent s i n this school é
package deal s and ar eHoWwevee €T.3perceives e t hei r o
decrease in the positive school clim@tewhen | first arrived 14 vy
was a model of t eamThedecrdase isimainlyiinsa climaté of any mor
dispute within the subject teams as a result of which three pedagogic coordinators

have quit. CT.2 attested that CH is stagdchelpless in the face of these disputes.

Indeed, teachers perceived the lack of professional leadership and an avoidance

strategy on the part of CH as the main factors in the failure of teamwork. Indeed, last

year organisational counselors started wagkiith the teams of homeroom teachers

which have much fewer disputes than subject teams.

However, as opposed to schools B and C where staff perceive headteachers as

contributing to a positive climate of collaboration, staff of school A have a different

perception. AC2 Ex pl i ci tly there is coll aboration
i mposes hiAl2dAdH dioesnndt really care about
really cares about is studentsd satisfacti

In school D teamwork and collaboration seeneeld part of school credd:L e ar ni ng
Sshould focus on the common feaures of diff
idea, then, is reflected in teams of teachers, learners and parents from various

0l anguagesd who striveedbneinrespecbodanideara qual i t -
pr ocess, SimniarlyaDCs kairtaineéd.that the work in the forums was an

example of real teamwork whereas previously there was no teamworkiagall: e n

the greatest opponents were ready at some point to colleboegarding inter
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disciplinary art programmes whereas a year ago they woulénote n hear about
However, reality proved to be different and DT.2 who was a member of a forum

(team) assertedii To be honest, | 6m not evear swsre who

In school E subject teams meet on a weekly basis. The compensatory profit of teams
is refl ectediSuwubjEelct2 6tse awos disss t he one pl ace

get feedback on our wor ko.

Summary
School documents in all schools expriesbef in teamwork and collaboration.

Findings in this area indicate that a number of factors are involved in this issue. Staff
perceptions from school B and C emphasise the contribution or lack thereof of the
headt eacher 6s per s dinschool E stress tRespersopapand ons o f
social gains related to teamwork. Perceptions from schools A and D indicate that

teamwork and collaboration are not always as they appear in school rhetoric.

Decisionmaking procedures
The natur e of sidneakiohgisbelevedto e part df sahaool climate
because it projects on the atmosphere that prevails among staff. Schools A, B, and C

are featured by what seems to be democratic procedures and collaborative-decision

making such as a survey aimedtbget eacher sd6 feedback on schc
A, and a teachersd plenum on the Cluster Si
anal ysis of school A supports this view be
written in the plandl sétboml andashgned. 6 AHI

indicates a tendency in school rhetoric towards collaborative decis&ing.

Indeed, school C stood out in its collaborative decisnaking, and it appeared to

pertain to the liberal and cooperative climate crebie@H. CH declaredi Ev e r y

attempt is made to let people feel that decisions are made not irdawopway but

in cooperation. We do not tell teachers o6f
webd rather | isten tTisisbobanmad by imwating@alt ovi de s up|
teachers (150) to meetings on different changes, such as the integration or segregation

of the MABAR (SEN) class, or the establishment of a new regulation for school. It is
noteworthy that teachers usually show up according to thel ¢ interest: whereas
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thirty teachers came to the meeting on the MABAR, only four came to the meeting on
school regulation. However, staff members in the three schools claimed that the actual
decisionmaking is conducted by the headteacher. For exasipii,in school C

argued that teachers are made part of decisions which concern individual students but

not the management of school such as the curriculum.

In school D organisational changes resulted in changes which allowed for

collaborative decisioimaking structures. In school documents it is contendend:h e

teams are part of decisiema ki ng as the circl esindedd, | eader s
DT.1 asserted that whereas previously the Heads of (vocational) Departments took the

major decisions, now pecipants of the Forums are the decisioakers, and once a

fortnight a meeting was held between the contracted Forum management and school
management . However , r ébdegedlytgachprs mvedabn t o be
made part of decisiemaking. Infact, only the organisational counselors, DH, and

DC.3 and not even the Head®T2af Forums are |

In school E teachers are not part of the process of decisaing. EH1A Of cour s e,
this is not a totalitarian regime. | keep tryingraancing the staff in my policy. But
teachers ar e IEG.1reporieditdatteaaherd feet firugirated due to the

fact that they do not feel as part of decisinaking at school.

Summary
Findings indicate an increased awareness of democratequres in respect of

collaborative decisiomaking in schools A, B, and mostly in school C. However,

staff perceive that they are made part of decisions concerning individual students
rather than those concerning school management. Despite enablingrefuct

school D which resulted from recent organisational changes, staff perception is that
these changes are not deep. School E stood out by its overall perceptions of lack of

collaborative decisioimaking.

The learning organisation

This issue is alsolaimed to be related to climate because it determines the
atmosphere that dominates at school as regards professional development. The main

focus of interest was whether studying was voluntary or compulsory.
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In schools A and C learning was observeda@santary, whereas in schools B and E it

was observed as compulsory. AH and CH were perceived as encouraging teachers to

choose their own training and willing to support them financially in this respect.

Indeed, AH in particular was perceived as encouragaghers towards personal

devel opment, be it another degree or a sec

in school C i s r eifTlheecyt eadr ei nb ed Tn.g2 of sl ewko rbd se: t

Conversely, in schools B and E teachers and counsedarsiped iRrservice training

as imposed on them. Indeed, BH perceived her school as the ideal learning

organisation. BH herself is present in allservice coursesil| know t hi s 1 s cr
think it serves ldovever, alfiteadhefavettode presentcabire r s 0 .
service training offered by the management although they are not part of decision

making. BC.1 complainedfi BH makes teachers crTaigy with t
feeling of O6having to take nmarotr@amd esmd itom 6
school B.

However, despite resistance to the major changes it went through, school D has

functioned as a learning organisation for two years until the whole project collapsed.

Staff perceptions in school D were similar to schools @& the sense that

training is imposed, but the difference is that learning encompassed the whole school

and a new learning environment was established. Learning took place around a central

table which allowed for interaction between learners and sispesvin multiaged

groups. The principle of the learning organisation is reflected in school documents:

Aéan innovative | earning organisation wher
knowledge through a central code of creativity. This is done via lhoamang,

exploration, alternative assessment, presentation, active learning, debates, lectures,

| aboratory and field study, and projectso.

DC.3 who was one of the major participants in this change perceived the learning
processes in a very positive wdly:felt so contented to see all school staff in a

plenum once a fortnight working together. It was a body where new ideas and people
grew up, which created circles within school, and there was always room for more

ideas. Thatdés whyill ufuetleli pseco psl aed pwiotfh ttehdi sp e
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from this change. They acquired managerial experience and skills and they were
empowered and developed responsibility. In addition, school was exposed to
innovations and creativity. | truly believe that therlshops have upgraded all

participantso.

The way the learning organisation worked is described by DC.3andDE2: e r y
Head of Forum brought to the meeting with the management once a fortnight the new
ideas discussed in the Forum and the needs that opmEhe meeting functioned as a
logistic team on plan development with sharing of data and control. This structure
allowed for exchange of data between the management and staff and empowered the
Forum members to reach domains which are egtmaicular, such as Future Trends

or the Internet. Every other week a meeting was held with the plenum of all teachers
where | ectures on r eOthertteadhers; sughiascD€.2,wer e br ou
admitted that teachers participated in the plenums because the lecttges

interesting and also in order to get a credit for participation (teachers are accredited in
their salary for every 112 hours they accumulate in training courses).

Summary
Findings showed that teachersod ptercepti ons

own training courses has impact on school climate. Findings indicated that both AH

and CH contribute financially to teacherso
professional devel opment. Contrarily, teac|
that they have no freedom of choice, and training is imposed on them by school

management. This finding disagrees with the general image of school B, which is

considered to be a learning organisation with BH serving as a learning model. School

D, too, turned int@ real learning organisation two years ago.

Staff perceptions of change and resistance

Findings indicate that staff perceptions concerning the process of change were not
always compatible with those of headteache
that teachers are exhausted from changes. ATSScc h o o | iI's too much ori
towards chage and we have this feeling that we keep running after changes just to be

abl e to say t hat Similarg, B€.1 drguds that schobl suppoittish e mo .

new initiatives and projects to an extreme extent and teachers are simply tired. BO
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supports tre perceptionil f el t t hey were all simply

ti

the counselor about findings from a studen:

only interested in the bottomlinet he t est accommodati onso.

Another obvious finding was & staff perceptions within the same school are varied
and different people perceive different facts as changes. For example, AT.2 perceived
the insertion of alternative assessments, a pedagogic coordinator, subject classrooms
and school division into theeunits as the main recent changes. Upon second thought

she addeeds ptonadti nig t o st u de¢ha mostdotigeabba gogi ¢

change. AT.1 perceived changes through the insertion of TQM and computer

laboratories. Upon second thought she pointedimtiit he bi ggest change

i's that the headteacher has |l earned to

In some cases teachers had complaints about the depth of changdi &hla n g e s
this school are superficial, lacking an-depth planning. Although AH seetbshe

supportive and flexible towards change initiation, no processes of internalisation of
t hese c¢hange £C.hAprogided dn &x@mple@fdhe new school regulation

whose implementation is not subject to supervision. Similarly, CC.2 perceived the

systemasibei ng quite 6stuckd as regards change

n

ne

e mp

Furthermore, staff perceptions do not al wa:

For example, EH1 perceived the establishment of the Junior High school eight years
ago as the most important changsic h o o | because it became
the Senior High and allowed 85% of students to graduate. Conversely, EC.1

perceived school structures as stable and unyielding to change.

However, the longest list of structural changes was perceivethaokC. This

included changes in the perception of roles, such as the cancellation of the role of the
discipline coordinator, and the division of the pedagogic coordination into Exact
Sciences and Humanities. It also included physical changes suchvaggmndall,
renovation of school library and computerising school. CT.1 perceived a climate of
togetherness in the fact that all rooms on the management floor are arranged in half
circle so that role holders in the management can be more available fatleacand

keep an eye contact.
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Perceptions of change in school D were reflected mainly in school documents and
sounded quite bombastic, abstract and unclear. For example, the future physical
structure of the campus is described as follaw3: h e | space reflectsghe

complex life environments that take place in and outside of the campus. The entrance
leads to a patio with high ceiling and glass windows. The three school units stream

towards the patio and from each one of them smaller units divEngee is a

constant physical and conclemtcthelr st meod mi n ¢
defined in vague term& Our mi ssion is to train the | ear
present, t o c Albhaghdeadhdrseperdeivetthe tas thrée yaars

Aone cont i nD@I) the actimbimptemeaitation remains uncléa®© u r
aim is to become THE school of the region by going through a structural and

conceptual changeo.

Yet, the most important point to the success of change seems to besmstance to

change is handled. In most cases, there is a discrepancy between the way the

headteacher introduces change and the way resistance is handled. For example, AT.3
contendedii AH wi | | manage change Howeverimbf abéeng hi
beleves i n somet hi ng IndeeddAnh.&repartedthatwhenr e obj ect
teachers compl ained on the frequent wuse of
reactonwasit hose who do not | $ikmi Itdnlsy ploBH car gna
always have in mingossible areas of resistance and | make efforts to facilitate

change for people. For example, when | wanted to urge the best teachers into the
Cluster Project, I  addedYet Blol maietanedthat hour s
if a teacher expressessigtance to change, BH will get back at him/her. EH, too,

assertedthdtt eacher s who wil |l not apply these <c¢ch

The major resistance to change was observedhnol D which went through drastic

conceptual and organisational chasghat will be detailed in the Structures section.

DHarguediil conduct i nRgdoupvalksionaway tibat corvaysatd |

people 061 want to take you aDbBhx-hg with med
maintained that resistance was a key issue that cginin every meeting of the

Forums with school expanded management once a fortnight. D@8 6 ve been so
busy rushing forward with the change that we failed to take care of some of the
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opponents. We should have understood that drastic changes likerthase feelings
and emotions and the mental processes one needs to go through are too big to be

achieved over two years. Perhaps if we had given some more time for this change

things would have | ooked differenlingnow. | 6
to communicate, but unfortunately, half of the 55 teachers were quite determined not

to cooperate or talk. | realise now that this is the main reason for our failure. | also
realise that the conceptual change has not
Sunmar

Findings indicate that teachers and counse|
school are varied and that sometimes staff

accord. School C appeared to have the longest list of perceived changes and school D

stoal out in the vague and abstract terms in which changes are presented.

School staff express fatigue with reference to continuous change initiatives and some
of them complain about the lack of supervision measures during the implementation.

Some staff memlve perceived changes as lacking in depth and most of them

perceived headteachersé attitude towards r

school D appeared to be aware of resistance to change and its implications.

Summary of the findings on culture

The themes of culture and climate were explored via elements of school credo and
perceptions of change. As regards school credo, schools were divided into two
groups: schools A, B, and C made one group which focusses on social values and
schools D and E ade another group which focusses on future technological
education. Findings suggested that perceptions of the concept of change were not
uniform among staff. In addition, headteachers usually convey changes with caution

which is replaced by intoleranceamresistance arises.

School climate was explored via the issues of the learning organisation, teamwork and
collaboration, and decisiemaking,. The overall impression of staff members was
that BH and CH contributed to the improvement of climate in their schools, whereas

the irsertion of TQM to school A, the structural change in school E and the major
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organisational changes in school D worsened school climate. Despite positive
perceptions of climate and collaboration in school B and C and democratic procedures
in schools A, B, ad C, staff contended that important decisions were made by the
headteachers. In school D staff expressed uncertainty regarding attempts towards
collaborative decisiomaking, whereas school E stood out in the negative perceptions

of staff on this issue.

Schools B and D seemed to be the closest ones to being learning organisations.

Whereas in school B this resulted mainly from the personality of BH, in school D it

was due to the recent changes in the organisation which involved learning. However,

in schoos B, D, and E teachers feel deprived of the freedom to choose their own
training courses, whereas CH and AH all ow -

personal development.

Inclusive culture

The purpose of this section is to enhance understanding oéleavents of school
culture and climate are related to the inclusion of LDS.

School attitudes towards LDS® inclusi on

School attitudes towards inclusion was explored as part of school climate. Attitude

guestions were accumulated into one variable wigphesents attitudes towards
inclusion (Appendix 8). Cronbachdés Reliabi |
the scores of Alpha = 0.62, which is a moderate reliability score. This means that the

guestions reflect various aspects of the concept tdiddtiowards inclusion.

Differences were studied in relation to the different schools as well as to the different
populations within schools. No significant differences were detected between schools

(F(4,90) = 0.71, N.S). However, overall significant diéleces were detected between

the three populations (F(2.93)=9.64, p<.01). fust tests show a significant

difference between headteachers and teachers (p<.01) and between headteachers and

counselors (p<.01). The meaer eds heaadtlkarch &
mean is 3.95 and counselorsé mean is 3.91.
attitudes towards LDS® inclusion are | ess

teachers these being almost the same. All these findings are showndarTi#bl
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Group School| Mean S.D N Total

Teachers A 4.01 0.47 16 M=3.95
B 3.99 0.68 11 S.D=0.56
C 3.94 0.84 15 N=73
D 3.86 0.42 14
E 3.96 0.37 16

Counselors A 4.01 0.45 3 M=3.91
B 3.69 0.34 4 S.D=0.39
C 3.94 0.41 5 N=16
D 4 0.15 2
E 4.47 0.003 2

Headteachers A 3 (0] 1 M=2.92
B 3.16 (0] 1 S.D=0.52
C 3.16 (0] 1 N=6
D 3.61 (0] 1
E 2.3 (0] 2

General A 3.94 0.5 20 M=3.88
B 3.86 0.62 16 S.D=0.58
C 3.88 0.75 21 N=95
D 3.86 0.39 17
E 3.84 0.64 20

Table 4.10 Perceptions of attitudes towards LDS

Findings indicated that teachers and counselors favour inclusion because all responses

were on the positive end of the scale and tekamof both groups was close to 4. On

t he

ot her

hand,

headteacher so

atti

tudes

the exception of EH who stood out in his low score. However, it is suggested that the

mean score of 2.92 be disregarded becauseothe e adt eacher s o

atti

CH and DH appeared to have the most positive attitudes towards LDS. This was

reflected in school rhetoric. CH:Ev er y

i mportant
Similarly, BH contended
ffi

wi t h di

However

component

nlt

cul ti

i S

eso.

teacher sbo

part

atti

student

has

a place

we |

t ud

at

n tehres onnwmdc 3 * ad fmelnd $a

of

tude

school

t hat

cul

i s

ambivalent due to circumstances. AC.2 refdrio the ovemflation in assessment
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rates and wondered how come that 25% of students in school A are assessed as LDS

as opposed to 1% in developing towns, where parents are less educated and less able

to finance assessments. These inflated numberdedsula cynical approach among

some teachers. AT iiTeachers feel that most students
accommo d@thersgavesroom to suspicion. BTiRT e a ¢ h eirhad thish i n k

student made more efforts, he/she might have succeeded. Yet, whiyedoesd to

try harder when one is provided with test
willing to pay for ito?

Other staff members, such as DC.2, relate the moral aspect of attitudes towards

inclusionni School cannot pr ohasdemagaamplguesdien t o LDS
whet her schools should all owPabo§ t o regi st
teachersé attitude is their frustration fr.

not paid. CT.3 argued that as a result of this frustrdti@nlougthawareness towards

LDS has increased over the | ast THe years,
counselors in school C supported thisideAWe 6 r e not a trash bin. S
therapeutic stigma which causes a damage to our marketing. It ecctoms that

students registered to school after they had dropped out of another school and only

| ater they presented an assessmentao.

The main question that emerged from this inquiry is whether attitudes towards LDS

result from understanding or from héad a ¢ h e to néreaseithe tumber of

students entitled to get a matriculation certificate. Findings suggested that both factors

are valid. In school A, part of school attitude towards inclusion appeared to be

sending students to be assessed. Although Brgued that positive school attitudes

towards LDS result from understanding, BO, who is an external consultant, perceived

wrong attitudes at school because she observed that the emphasis is placed on the

number of LDS who improved their grades as alted their project rather than on

whether individual students improved their grades from Fail to Pass. CT.3 perceived
thathonly now people start to understand what

abilitieso.
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Summary
Findings indicated that teachers and couns

positive. However, the ovanflated numbers of LDS have led to cynicism,

skepticism and suspicion. The fact that teachers are not paid for their input added to

their feding of frustration. Moreover, the increase in the number of graduates among

LDS appeared to be a factor in headteacher:
counselors tend to focus on the quality of improvement. This might also account for

the gaps betweehte | ower headteachersd perceptions

attitudes of school staff.

In terms of implementation of attitudes, staff in school A and B perceive that school

undertakes the responsibility to help LDS, whereas staff in school C petttativbe

main assistance LDS receive is outside of school hours. In school D it is believed that

ALDS are certainly not SthbokE stoadputipthegag i ty i n
bet ween teachers and counsel ofyaadd hi gh scor

headteachero6s | ow score (2.30).

Inclusive values: catering for LDS or for excellent students

Due to the open enrolment and school marketing, schools are now facing the dilemma
of their priorities in respect of catering for excellent or gitadlents as opposed to

learningdisabled students.

Teachers in school A contended that he pol i cy of excellence r &
because the objective remains the same: increasing academic achievement for LDS

and mai nst r e a (AT.5).tCaudsebnstos theaother kamd) argued that

school has undergone a drastic change fiomot al | y i gnoring LDS to
the excel I(ACid) studentso

A study of documents of school B indicated that attempts are made to cater for the

needs of both popations. SchoolBiencour ages the freedom of ¢
and support fomdweak Isehomwmér 80strives to i
entitlement for matriculation certificate to 97% in regular classes and to 85% in the

special weak classes. Howeymterviews indicated that the emphasis in school B is

on catering for the weak populations rather than for excellent students. This finding
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has been observed during the interview with BH who has not even once mentioned

the excellent students but has stamtly referred to weak students. School staff

perceive the emphasis on weak popul ations
towards these students. For example, BC.2 claims that the 10% LDS are worth the

same attitude as t he ©®mpeamedthatthegstude®™D %. Conv.
who participate in the Cluster Subjects Model (for excellent students) get the best

teachers whereas those who cannot manage discipline in a classroom teach in the

Individual Assistance Programme. BO also noticed that schaoagement does not

like the stigma of orientation towards the weak and in the final meeting they protested

that they tend towards excellent students as well.

Similarly, school C6s documents advocate I
students alongsidetvih 6 Achi evement 6 as one of school &
school 6 s a devaryxsaadent shouwd matéarialise his/her potential while

turning the | earning process i atleeperan enri c|
study revealed anemphasisi accel er atamdi academéesost udi es w
advanced t «H,hon,pdrceiges abalance towards the two populations.

CHAiWe initiated | earning tracks for excell
Science. At the same time we do out test weak students get a full matriculation

cert i Howewert GCdl.maintainedthatt he cul ture i n this sch
the weak | earners and it IiC$2ageedthati nl y at t |
support for weak students is providedan exaggerated extentwhigls t ands i n

contradiction to educationo.

On the other hand, documents of school D a
documentsitisassertéds t udent s who excel i n under st anc
each ofgutalge s®l avn | | get the chance to study
they will be accr edi Indeed, stafbim school D eostended mi ¢ d e

that as a result of the change school is oriented more towards excellence because the
level of studiess expected to increase alongside academic subjects, and less LDS will
eventually apply for school. However, LDS are not ignored and they are well taken
care of according to staff perceptions. DH advocates that striving towards excellence

and helping weaktudents do not stand in contradiction.
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Il n school E, the count of concepts such as
0 e X ¢ e linlsahoolcddecdments was high (25). Similarly, the list of subjects in

which students can major range from the more pressdiseienceangineering;

computera echnol ogy; electronics) to the O0resto
communication, and industrial management). Indeed, twice a year school conducts a
ceremony in which o6cert i f iodeounsetorsoldimegd x cel | e
t hat siri ve towards excel | dBCAEEC2s mor e hi gh
concludesthait he topic of LD bears no significan
strong classes in each group ahiklaterone of w
popul ates t he moia, EQ.2 reported tigat i soree clagses eakhs 0 .
teacher has informally dédadoptedd a weak st
needs. In addition, students are not expelled from school on the basisgratieg,

but only on the basis of discipline or violence. ET.1 and ET.2 described projects

which address the needs of weak students and are financed by school in association

with the muni ciiwhiahlmednya dave, drd theé &rdorce project

0 SWL A MOiTwhich means ladders.

Summary
A study of school documents showed that schools B and C expressed the need to cater

for excellent as well as for weak students, whereas schools D and E clearly expressed
support for excellent students and no meritignvas made as regards LDS. School A

seemed to be ambivalent as it addresses both populations but emphasises excellence.

Perceptions in schools A and B share the view that striving towards higher academic
achievements should encompass any learner, baéhah excellent or a weak student.

Yet, due to BHO6s tendency towards weak st u:
emphasis on LDS than on excellence. In school C perceptions portray a picture of

balance with a tendency towards LDS. Findings of school CEandre quite

surprising. Whereas school documents ignored LDS, the picture of implementation

was perceived as balanced. Indeed, staff members were able to provide examples for

catering for weak students in both schools.

238



Staff perceptions of the concegtld

The knowledge or lack thereof concerning LD sets the theoretical basis for inclusion,
because it is hard to make demands on people regarding issues they are unfamiliar
with. Staff members were asked seven questions which explored their knowledge on
learning disabilities and were included in the questionnaires. The means ranged from
1 to 5 whereas 5 indicated the highest level of agreement with the statement and 1
indicated the lowest level of agreement. No combined score was given and all issues

weredealt with separately as specified in Table 4.11.

School A | School B | School C | School D School E
(N=19) (N=16) (N=20) (N=18) (N=20)
Mean| S.D |Mean| S.D |Mean| S.D |Mean| S.D |Mean| S.D

Learning 1949 114 18 1.2 1.8 1.04 193 1.3 1.73 0.87
difficulties and
learning
disabilities are
the same
Some LD are 368 1.2 462 05 471 102 444 061 4.5 0.82
more difficult to
handle than
others
Encouragement3.63 (0.83 |3 1.31 342 (146 [3.22 |1.39 3.7 1.34
and attention
make adequate
basis for
teacher
success with
LDS

learning 3.68 0.88 293 134 3.05 1.19 3.3 0.84 3.7 1.21
disabilities can
be controlled by
minimising tests
materials and
assignments

Remedial 1.73 0.87 153 091 2.09 1.04 188 1.2 2.2 1.47
teaching and
6 o +oreone

teachin
same

Gifted students| 4.52 1 463 0.67 453 1.068 4.73 0.45 4.64 0.78
might be at the
same time LDS

Table 4.11 Staff perceptions of the concept of learning disabilities
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The picture emerging from the findings is that five out of six questions were answered

correctly: staff members in all schools were right when they responded that learning

difficulties and learning disabilities are not the same; they agreed to a large exte

(with the mean of above 4 in four of the schools) that some LD are more difficult to

handl e; they al/l k n e woneoh-@¢ teaghingareeatthea | 6 t e a c |
same; they agreed that learning disabilities can be controlled by minimising tests

materials and assignments. Finally, staff members were aware of the fact that LDS

can be also gifted. However, they falsely tended to believe that encouragement and

attention make an adequate. basis for teach

In addition, participarstwere asked to address the following two epeded
guestions:

ot

Based on your experience, |list three

1]

. Try to define what | earning disabilit
The headteachersd responses below are provi
AH: i Fe at ur e s attertion ddiiciency, spelling mistakes, gaps between oral

and written proficiencies, slowness. LD are personal factors which prevent a student

from materialising his/ her full potenti al |
BH.-AFeatures of LDS arvation dificdtiesriregeting n, | ack o
organised, attempts to conceal their disability. LD are a basic deficiency in a specific
domain such as visual, auditory or |l ingui s
CH: no answers were provided by CH.

DH: no answers were provided by DH.

EH1:.ALDefrer to a motor deficiency which infl 1
EH2.A Features of LD are writing and reading
slowness, discipline problems. LD are difficulties to learn materials, memory or

inference deficiencyin.

Al t hough headteachersé answers were similal
addressed the psychological aspect of LDS.
inaccurate as motor deficiencies do not accompany all LD and do not exist in all LDS.

Attemptswere made to identify themes which kept repeating in teachers and
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counsel orsdéd answer s. Bel ow are some of t he

according to schools:

DT4:aDi fficulties I n tests, gaps between in
DT.8:fi At toredeftciency, slowness in copying from the blackboard or during a

dictation, giving up easily on tasks, difficulty to cope with large bulks of materials,

reading difficulties. LD are objective difficulties to cope with learning tasks and/or

deficiencym under st anding of written textso.

DT9A"A state in which the studentdés decipher

cannot express well what he/ she knowso.
BC1:AA student whose ability is normal. LDS
BT.7.iThere ar e sdiofff be&nt | evel

BT.1l.iHyperactivity, fears, exaggerated perf

EC2Al | | egi bl e handwriting, |l ack of fluency
EC. Stuflent s inability to internalise mat e
ETSAl nability to understand and follow verb
ET.13:A8ci al probl ems, cognitive and organi sa
CC.lAEmoti onal problems, difficulties in ret
neurol ogical basiso.

ET.100ALDS are introverts, they demonstrate a

anxietieso.

cC4anbDi fficulties in identifying the main id
not result from a | ow | . Q0.

CT.4 (a Or enieDdiifafliéc utletayc hienr )b:ecomi ng i ndepen
advantage of learning strategies. An LDS does not parfarcording to his/her

chronol ogical agebo.

CT.12 nAThe studentds gener al behaviour i s hi

behaviour o.

CT9"They need extra time and extra input on
AC2A A deficiency in the cmpactan&dminger ves syst
processes. LDS are characterised by easy di

ACL.ALDS are characterised by gaps between d
student and between the student and his/ he
AT8:AShort attentionr asgiamgo.di fficulties in p
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Staff responses seem to encompass all domains related to learning, such as
understanding, academic skills, behaviour and emotional aspects of learning. Indeed,
most staff members were able to relate the observable symptoms rather than to the
etiology (i.e. dysfunctioning of the central nerves systdmg overall conclusion is

that schools staff are familiar with the concept of LD and have the theoretical basis to
understand LDS.

Summary
The picture that emerged from the statistma@sentation and the interviews is that

school staff are familiar with basic concepts of learning disabilities. Headteachers,
counselors and teachers referred mainly to the observed symptoms of the disabilities
and less to the etiology of the symptoms wihiequires a higher knowledge of LD
related theories. Only a minority was able to refer to the etiology and demonstrated

knowledge of special education aspects.

Summary of the findings on inclusive culture

The main objective of this section was to explahether the values and attitudes
which exist in the five schools favour inclusion and which factors are part of the

process.

Findings indicated that teachers and couns.
appeared to be hi grbeptions.tTheagmatesStgap dvasolmsardedk r s 6 p
in school E. Similarities between schools were perceived more clearly than

di fferences. Despite teachersdé6 gener al pos.i
express frustration and cynicism due to the onBated numbers of students who

were assessed as LDS and due to their high input in LDS for which they are not

compensated properly. However, headteachers had the highest perceptions as regards

their satisfaction from inclusion, and the rest of the staff whtgedes were more

positive, perceived much less satisfaction.

Findings which concern oO0catering for excel]

perceptions may sometimes be incompatible with school documents. For example,
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school D and E ignore the issoELDS in their marketing brochures, although
teachers perceived a balance between catering for the two populations. Conversely,
school A whose rhetoric is to cater for both populations was perceived by staff as

emphasising excellence.

Staff in all schots demonstrated knowledge in reference to LDS which was mainly
practical and relied on symptoms which encompassed learning patterns, behaviour at
school, and emotional factors. Only few staff members showed knowledge about the

theories of learning disaltis and its etiology.

Research question 3
AHow are staff perceptions of school

related in the context of secondary

Structures

The division of responsibility

Findings imply that headteachers share the perception that they empower staff in their
schools. For example, BH assedsWh en | appoint a teacher to
big step aside and | only make sure that he/she gets all that he/she needs tatcarry o

the jobo.

However, it is EH1 who relates to this topic in depth:

Al dm in favour of empowering teachers. | 0m
decisions reached by the teams and I ém al w
The heads of the twszhool units that were chosen by me function like headteachers.

Talk to them and theyo6l!l tell you about t h:
with the most urgent matters such as the marketing of the Junior High school, the

transfer of ninth grade to Senior High School, or the initiation of new courses. My

main task, then, i s to make the right deci :
responsibility for all school matters 24 hours a day, which is becoming more and

more difficultdueton cr easi ng environmental constraint
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The perceptions of staff are different. In school A and B staff perceptions are not
unanimous. For example, AC.2 argued that middle managers are empowered to a
large extent. Conversely, AC.1 claimed thaa | | e gddlelrhapagearsiare
empowered, but actually AH holds the main sources of power which are staff
recrui t ment ATalmperceibed a ppstivesciiange since the insertion of
TQM. AT.2, on the other hand, quit her position as the manager of the Junior High

because she did not feel adequately empowered to make changes.

In school B, some staff perceived BH as a centralistic manager who needs to be

involved in everything. For example, BT.2 reported that BH gets a full report about

all staff meetings, partipates in all pedagogic committees and knows every student.

BT.1 contended that teachers are autonomous as long as there are no complaints
against them. She added that BH interferes
assignments. Other staff perceitbd division of responsibility at school as related

to coll aboration: BCthé&eiano disciglife.c@rdimeor nt ai ne d
heraemdd members of the expanded management t
performance and reporting it to BH. T®teachers understood this procedure as they

claimed they do the same with their students. BC.2, too, has the feeling that as all

ot her O6key peopled at school she can do as

Documents in school C advised tiiave s houl d e ac Wratlhenthkar r e s pon s
t hrow it o ICC.baupportecethislviewirs her.perceptioich f eel i ng of
aut onomy and Howgves stedf pemnceptionsd(e.g. CT.3) implied that

empowerment is restricted to the level of coordinators and counselors whereas

teachers do not feel empowered at all. Similarly, CT.2 complained that she feels

supervised at every step she makes and needs to account for her performance. She

al so feels that counselorsdé status has bee
CT.3 whois the coordinator of MABAR class claimed she feels empowered to reach

decisions regarding individual students although these decisions are restricted to

educational matters and not to budgetary ones.

The division of responsibility in School D and E ched@s a result of changes at
school. In school D the management which previously comprised DH and his deputy

now comprises five members who meet once a week. The new school structure and
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role division seem to be very complicated from school documentseyasdmprise

circles within circles according to teams, themes (languages) and age groups. Each

Head of Forum and its members meet with the management once a fortnight. The

expanded management now includes DH, his deputy, DC.3 as a major consultant, the

Heads of Forums, and the managers of three school units. This managerial body

should function as one Ol eading teambd that
management. Indeed, under this new structure people are supposed to feel empowered

to carry out taskdyut unfortunately they could not always operate their teams due to

resistance. DT.1 perceived the new structure through the eyes of the previous Heads

of Departments that now hadfiod o0 what t hey considered to b

and be supervisedyp a Head of Forum who was wusually |

School E went through change regarding the division of responsibility. EC.2 recalls

t hat years ago the concept of &émiddle mana:
not update staff on school matterseTdreation of middle managers such as age

group coordinators and counselors created a clear hierarchy towards teachers and a

strict discipline towards students. EC.1 argued that during the last two years there is

an alleged empowerment because age groopdinators function mainly as

6di scipline supervisorsé. This view is sup
does not consult anybody. She gets a full report on each weekly subject team meeting.

EC.1 concluded that no one apart from EH2 is truly empedvby EH1 who

practically holds school budgets so all decisions are confirmed by him.

Summary
Findings advised that headteachers, and mainly EH1 perceive themselves as

empowering school staff. In schools A and B staff perceptions seemed to be varied. It

is noteworthy that perceptions of empowerment in school B were related to

collaboration. Perceptions in school C indicated that teachers feel much less
empowered than émiddle managersd such as c¢
the latest organisatiahchanges resulted in major changes in the division of

responsibilities which led to staff disputes and failure to operate the new role division.

I n school E the concept of Omiddle manager
perceptions demonstratétht EH1 and EH2 hardly empower school staff and control

school life entirely.
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School curriculum

School curriculum is believed to be an important aspect of school structures because it
reflects school attitude towards change as well as school credo.alin@omt of the
enquiry was to see whether schools offer a standardised curriculum or Individualised

Programmes to students.

Findings clearly indicate that all school s
students which comprise a varied setatof subjects. BH basic assumption is that

students love to study subjects which interest them and therefore it is important to

come up with more curricular initiatives.
which operates in the Junior High Schootl amcompasses an irvdisciplinary

curricular variety which mainly relates to Humanities, Social Studies and Sciences.

The unique feature of this model is its relatedness to moral dilemmas and the core

value of responsibility. In school C students arerm two clusters of subjects out of

which they need to choose two to four subjects. The courses are varied and unique.

For example, Cinema, Law, Business Management, National Security Studies,
Biotechnology, Human Resources, and Environmental StudiesolS&htoo, offers

unique subjects such as Communication, International Relations, Translation Skills.

School D outstands all others because it exposes its curricular choices in its peculiar
terminol ogy of Ol anguageso.curBcallmdiavihi cadc umen:
operates in the diThereéhandudgeedvieammend
linguistic languages, the language of creativity, the language of design, the language

of sciences, the language of the Internet, the languagerkétimg, the language of

cultures, the language of Maths, the language of negotiation, the language of bridging,

and body languag®/ost of the unique subjects are related to Art: Business

enterprise, Photography and Video, Advertising, Journalistic Ptagtbg, Graphic

Design, Costume Design, Sculpture, ThRBBmension design, Visual Media

production. Learners can use school facilities beyond formal hours.
School E, too, offers I EPs but it is done

ScienceEngneering, Computers and Technology, Electronics, Social Sciences, and

Industrial Management.
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Summary
Findings indicated that all schools are mal

menus6 among students. School vduesst ood out |
School E stood out because it does not offer individual courses but orlapreed
l earning tracks. I n school D speci al 0l ang!

are related to Art.

Channels of communication

This issue was investigated because it is contended that the channels of
communication that are used in school reflect the nature of its culture and climate

because they are related to 6how things ar .

Findings suggested that all schools holditeacr s @ pl enums whi ch ai m &
school staff about school issues twice a year. However, these meetings are pre

planned by headteachers and do not provide an opportunity to express opinions or

discuss school matters. In addition, staff of schools And,C perceived an open

door to the headteachers. Another finding implied that schools developed varied

channels of communication, the most popul a

The paragraphs below specify some of the unique channelsdrfférent schools:

BH uses | etters to express satisfaction or
Indeed, some time ago she sent letters to all teachers as she felt a loosening in

t e a ¢ h edissipiine.dnelividual talks are mainly held for néga feedbacks. In
addition, BH pa-theyteeadr otuatl ktshée wiietnhd every t ea
perceptions (e.g. BT.1, BT.2) were that the flow of information is hierarchical and
6tdpwnd and is achieved vi thedgedgrouppor s i n t ea
subject coordinator. CH has introduced this year the email system by which teachers

are updated on school matterswegkly n or der to incr(@d.se their
However, CT.1 admitted thatt hi s system doesmét wor k beca:
s u p e r vin additom @omputer screens were placed at school entrance and near

the teachersdé6 room so that students and st

school schedule.
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School Cébs documents | eavedwdasonaf mpression t |
responsibility and hierarchies are greatly emphasised. For example, when a student

wishes to move from one subject to another teachers will be informed only (in bold

letters) by the pedagogic coordinator, although this could have been daneanity

by the homeroom teacher or the age group coordinator who are usually more

accessible to specialist teachers. Also, accountability procedures are channeled from

the homeroom teacher via the age group coordinator to school unit manager.

The channks of communication in school D result from and reflect the organisational

changes. A study of school documents indicated that the main channel of

communicationisia constant fl ow of DObhagraesth@ihween t h
the last two years commuaaition was enabled via the Forums in which teachers could

express themselves. However, school E stood out as teachers and counselors

perceived no direct channels for communication at school. BCT2her e i s no
dialogue between management and staff, omhpoaologue. What features culture in

this school are formal relationships between management and teachers and between

teachers and students. There is no open door for teachers. Communication is held via
hierarchical channels. Yet, it is perceived that EH@stto keep her door open to

~

student so.

Summary
Findings suggested that the most popular channels of communication in schools are

circulars in teachersodo boxes and plenums h
B, and C perceived an open doohtadteachers, whereas staff of school E perceived

no dialogue with school management. In school D vertical and horizontal Forums

were established to allow for communication. It is noteworthy that the most creative

channels were observed in schools B araltilbugh school C was featured by formal

procedures.

Summary of the findings on school structures

An attempt is made below to put together all aspects of structures that were explored
in this research according to staff perceptions: staff empowermerttuséas of

change and stability, school curriculum, and channels of communication.
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Findings implied that schools are making efforts to enhance Individualised

Programmes and Ospeci al menuso6 in school C
communicaton n schools are circulars in teachers
twice yearl y. It seems that teachers and c
school are varied and that sometimes staff

accord. Gaps werébserved between headteachers and staff perceptions as regards
empowerment. Whereas headteachers perceived themselves as empowering school

staff, teachers and counselors6é percepti on:

Staff in schools A, B, and C perceived an open door toteaelders, whereas staff of
school E perceived no dialogue with school management. It is noteworthy that the

most creative channels of communication were observed in schools B and C.

The picture that was formed of school D as a result of the organisatiaraje is

that of vagueness. It stood out in the abstract terminology that was used in respect of

school aspects and the bombastic design which ended up in total failure. However, the

bi ggest gaps between headteachdodatvedn percept |
staff perceptions which expressed limited empowerment were observed in school E.

In addition, this is the only school where learners are not offered the freedom to

choose their courses but must commit themselves to structured learning tracks.

Inclusive structures

This section provitdeashr pepoepesoéns hat &édbwo
for its students as regards their accessibility to the standard curriculum and to school

life.

SEN structures

The investigation of SEN structures encompassed all the structures that exist at school

in favour of SEN students, part of which can fit LDStobBl8s wor ds refl ect ¢
reality:n St udent s whose parents can afford extr
f a s tTabte d.12 attempts to bring together data concerning SEN structures in all

schools.
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A class for al The Support] Special MABAR
3“chance | System Education
. ~ classes
(60706) class for
autism,
emotional
and mental
problems
School A J J J
School B J J J
School C J J
School D J
School E J

Table 4.12 SEN structures in the five schools

Clearly, the Support System is offered in all secondary schools as part of the

municipality, and MABAR classes exist in most of them. These structures address

LDS as part of the group of slow | earners |
thesense hat they do not c o 8gffpéarceptiondimsehodB i al 6 el
(e.g. BC.2; BT.2) doubt the efficiency of the Support System for LDS as it is not

delivered by teachers who have training on LD. In addition, BO argues that no writing

skills are provided for LDS in this framework. In schoah@ 60 MABAR students

have a special coordinator and a special counselor. Pedagogic meetings as regards

them are held separately although they are integrated in mainstrgaﬁn classes for most

subjects. CT.3 argued that each MABAR class consists of 20 studgmswhom

60% are assessed as LDS and teachers in mainstream complain of a mismatch

between class work and the support hours which are separate.

The picture of SEN structures in school E appeared to be diffdbeming the
interview EH1 made no maanh of SEN structures and seemed to be unfamiliar with

this concept. Although ET.2 postulated that in each class 30% of the students are
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assessed as LDS, school counselors pictured poor inclusion.fEQ.h:t i | ei ght ye:
ago there was no counseling syst#mschool because EH1 did not believe in it. Even

now school does not empl oy Se&oopdsegooh ol ogi st
provide any Or e meidTihael 6r etceoantninei nndga ttioo nLsD S:or r
remai n on EtChe pa pSeheat wll aotl apeniagain the MABAR class

because school gets more money for students in the technological tracks than for

those in the SEN claskloreover, ET.1 argued that the message with reference to

SEN structures is ambiguous. On the one hand, school atadsnts to take

matriculation tests in winter whereas internal secondary schools adhere to summer

dates only. On the other hand, support hou
(extra) hours and are not made part of their salary, a fact which doescoorrage

teachers to take them.

Summary
The most common SEN structures in schools are MABAR classes and the Support

System. Some schools have other structures such as class 07 in school A or SEN class
in school B. Yet, the needs of LDS are not meh#st classes because they are

meant to address the needs of all weak students. School E stood out as it does not
provide any SEN structures after the MABAR class was called off.

Inclusive curriculum

Attempts have been madeptibnsofipadusvee nt headt ea:
curriculum for LDS. The two questions were combined into one variable (Appendix

8) to represent headteachersdé perceptions,
within school responsi bi |l iLDSyandt5oneadttaai | or 6 a

high tendency towards meeting curricular needs of LDS.

Table 4.13 provides the findings on this i
overall tendency to provide an inclusive curriculum was below the average mean of 3

except for he headteacher of school C (mean=3.3). School E had the lowest score of

headt eacherés perception (mean=1.8). These
not perceive that it is their responsibil i
School A| School| School| School | School
N=1 B C D E
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N=1 N=1 N=1 N=2
Mean Mean | Mean | Mean Mean
School 2.6 2.7 33 2.5 1.8
should
6t ai |l
special
curriculum
to meet
LDS needs
Table 4.13 Headteachersoéo atti
Similarly, Table 4.14
represents counselorsoé perceptions of
School A | School B| School C| School D | School E
(N=3) (N=4) (N=5) (N=1) (N=2)
Mean | S.D Mean | S.D | Mean | S.D Mean | S.D | Mean | S.D
1.1 find the 2.33 0.57 2.66 0.57 | 2.20 1.30 | 4 0 1.00 0.0
curriculumof this
school reasonably
flexible towards LDS
2. LDS are provided| 1.66 0.57 3.00 1.15 | 2.40 151 | 2 0 1.00 0.0
with adequate
support byschool
3. School counselory 2.66 152 | 3.75 05 | 360 |1.14 |5 0 1.00 | 0.0
play a major role in
decisions regarding
learning
support for LDS
4 St uden|3.00 173 |3.00 |00 |275 |150 |35 0.7 | 3.00 | 282
are taken into
consideration
regarding support
Overall mean of 2.41 3.10 2.73 3.6 1.50
satisfaction from the
implementation of
curricular inclusion
5. School is 4.33 057 |[366 |057|375 |1.50 |3 0 3 2.82
responsible for
6tail orin
curriculum for its
LDS
Table 4.14 Counsel orsodé perceptions of
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C 0 U n swrricublum.sTheses a t i

wer e -4odilectedr v e d

findings were presented separately and were also given an overall score of

satisfaction, whereas 1 meant dissatisfaction from the present curricular inclusion and

5 meant satisfaction. Clearly, the least satisfaction was reflected amamggetors in

school E and the highest level of satisfaction was observed among counselors of

school D. The overall impression was of dissatisfaction (in three of the five schools

counsel

or so

| evel

of

satisfact iFgwelwas

represented objection to LDS curricula and figure 5 represented a tendency towards

LDS. Findings indicated that counselors tend to favour inclusive curricula (all

responses have the mean of 3 and above). It might be concluded that although

schods D and E demonstrated the average mean of 3, it might be argued that all

schools indicated that counselors favour an inclusive curriculum for LDS. These

findi

ngs

demonstrated

perceptions. Table 4.15pe sent s

teacher so

a

di

screpancy

School A
(N=15)

School B
(N=11)

School C
(N=14)

School D
(N=15)

School E
(N=15)

Mea | S.D
n

Mea | S.D
n

Mea | S.D
n

Mea | S.D
n

Mea | S.D
n

1.1 find the
curriculum of
this school
reasonably
flexible
towards LDS

2.53 | 0.7

4

3.00 | 1.15

8

3.21 |13

1

273 | 1.2

2

260 |11

5

2.LDS are
provided with
adequate
support by
school

2.40

3.35 | 0.92

2.73

2.86

2.60

3. Teac
views are
takeninto
consideration
regarding
learning
support for
LDS

2.46

290 | 1.37

2.80

2.53

2.46

Overall mean
of satisfaction
from the

implementatio
n of curricular

2.46

3.08

291

2.70

2.55
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inclusion

4. Schools 3.15 |09 |3.63 |1.36 |3.86 |1.2 |253 |1.3 |3.00 |14

responsible for 8 4 0 6

‘tailoring a

curriculum for

its LDS

Table 4.15 Teacherso6 perceptions of i ncl u:

Similarly to counselors, teachers had to respond in respect of two foci: the level of
satisfaction from the present situation and favouring or objectimgliasive

curricula. The first issue was presented via questiedisvlhich were presented

separately but were also given an overall score of satisfaction, whereas 1 meant
dissatisfaction from the present curricular inclusion and 5 meant satisfaction. The

highest overall mean of satisfaction seemed to be in school B whereas the lowest level

of satisfaction was expressed by teachers
level of satisfaction regarding inclusive curricula in their schools appearedaab

(means range from 2.46 to 3.08).

The second issue was reflected via questidviast teachers tended to think that it is
school responsibility to O6tailordéd a curric
except for school D with the mean of 2.53). However, similarly to counselors, a

di screpancy was identifeadhbesivepaer bepti en:

The interviews yielded similar results as there is no special curricula for LDS in
mainstream classes in any of the schools. However, curricular flexibility was

observed in schools A, B, and C which provide English and MathsGamguters in

school C) at differentiated levels starting from the minimal level of 3 credit points,

thus allowing for LDS to fit into school curriculum. Indeed, this system addresses all
weak students via curricular flexibility from which LDS can profitgsl. For

example, all weak students in school B including LDS get extra support by the
Support System and are exempt from the Cluster Subjects Model in the Junior School.
In addition, in schools A and C LDS are exempt from a second foreign language

(usudly French or Arabic) and instead, they get extra help in reading comprehension
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skills. School C, in particular, provides extra help for the matriculations. CH argued
that instead of three groups in English (the usual 3, 4, and 5 credit points) there are
three groups within the 3 credit points group: a group for MABAR students, another

group for LDS and a group for mainstream students. Practically it means an additional

support of nine hours per week. CT. 1, who

view ard asserted that last year school approved of 1 and 2 points for the weakest of

MABAR students in order to allow students to graduate with a diploma.

School E does not offer curricular flexibility but slow learners fit in easy learning
tracks. Further, ibffers the abovementioned support projects such as SOULAMOT or
TNOUFA. Conversely, school D does not offer extra support for weak students. DC.1
contendedi Most of our students could fit in

mainstream classes istoosmallt mai nt ai n a MABAR cl asso.

Summary
Findings from the interviews indicated that schools A, B, and C make efforts to

provide extra support and curricular flexibility for weak students. However, this
flexibility does not address particularly the specialdseef LDS but refers to all slow
learners at school. The most enhanced curricular flexibility was observed in School C.
This finding accords with the statistical description. In addition, these schools offer
English, Maths and Computers at varied lev@thool E provides support projects

but not a curricular flexibility, and school D provides neither support nor flexibility as

regards curriculum.

The general impression was that teachers and counselors were not satisfied with the
level of inclusivity of he curriculum. The highest perceptions were observed in
schools B (teachers and counselors) and D (counselors). The lowest perceptions were

observed in school E (counselors) and A

MA E

(t

towards inclusive curriculumve r e mor e positive than headt e:

D and E whose attitudes were the lowest, attitudes resided around the mean of 3.

Test administration

One of the major complaints of teachers in their handling of LDS was the fact that

they find it had to cope with special test accommodations, such as extra time for oral
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testing, and a special room for students who are entitled to get extra time in tests.

Teachers and counselors were asked to relate to four issues (Table 4.16). Responses

ranged fromt o 5

wher eas

figure 1

represented

requirements regarding LDS and figure 5 represented perceptions of extra efforts and

tasks. Figure 3 represents the average mean for all issues.

Factors
associateq
with test
for LDS

School A

(N=19)

School B

(N=15)

School C

(N=20)

School D

(N=18)

School E

(N=18)

Overall
mean

Mean| S.D

Mean| S.D

Mean| S.D

Mean| S.D

Mean| S.D

Teachers
often
have to
remain in
class
during
recess

3.83 |15

3.64 | 1.27

3.5 1.82

417 |1.33

417 | 1.28

3.86

Teachers
have to
split
every test
into 2-3
sessions

418 | 1.1

3.16 | 1.33

3 1.59

3.23 | 1.34

264 | 1.49

3.24
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Teachers | 3.94 [1.1 |28 16 |33 1.7 | 2.8 1.2 |29 1.5 | 3.18
are

required
to put up
a special
test for a
single
student

Teachers | 3.66 | 1.58]| 2 1.41|13.47 [ 161193 |1.38|2.41 |1.54|2.69
often
haveto
record a
test for a
single
sudent

Table 4.16 Factors associated with test administration for LDS

Findings suggested that teachers perceived the first, second and third issues as a

burden (with aroverall mean of 3.86, 3.24 and 3.18 respectively). However, it is
contended that teachersd tendency to compl
LDS is marginal (most means did not exceed 4). Staff in schools D and E (and two

cases in school B) tendégkss towards complaints, perhaps because schools did not

provide these accommodations. Conversely, perceptions in schools A and C were

observed as the most consistent.

CH described a shortage in rooms for LDS who need extra time, and an enormous

time input in LDS who need to be tested orally. CH is well aware of the fact that the
increasing numbers of LDS puts an enormous pressure on tedchesr haps t he
problemisthda t her e ar e Yét,sahoohemploys alumvBrsity student

who comes especially on Fridays when there is no school to test LDS orally. Despite

efforts, CT.1 described a chaotic situation in the implementation of test

accommodations for LDS. CH h&al quit her room a number of times to allow a

teacher to test a student orally or give LDS the extra time they need.iCIT.3:t est ed a
student one day in a warehouse because no room was available. When we finally got

there, there was no electric acconaation for tape recorders which the student

needed for her test 0.
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The situation is encapsulated by EGiZT e ac her s

wi t h

Summary

Mo s t

tesed during the breaks. Teachers also perceived as difficult the need to put up
special tests for LDS and to split tests for them, but the levels of complaints seemed to
be marginal as they revolved the average of 3. There were less complaints about

recordirg a test, perhaps as this test accommodation is usually restricted to tests in

LDSo.

of teacher so

foreign languages.

Re-design of staff training towards inclusion

Tabl es 4.
both cases questions waverked out on a scale of 0 to 4, when O represented no

training and 4 represented four courses or more. All other figures represent two to

three courses.

17

and

4. 18

compl ai nt s

presented

do

not

dwel

have

teachers

School A
(N=2)

School B
(N=4)

School C
(N=5)

School D
(N=2)

School E
(N=2)

Mean| S.D

Mean| S.D

Mean| S.D

Mean

S.D

Mean| S.D

How many
in-service
courses on
LD has
school
offered?

1 1

2.25 | 0.95

15 1

0

0

05 |07

How many
in-service
courses on
LD have
you
attended?

0.66 |1.15

1.75 |15

1.4 1.34
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How many
in-service
courses on
LD have
you
attended
during your
studies?

1.66 | 0.57

3 1.15

2.4 1.14

1 141

1 1.14

How many
courses on
LD have
you
attended ?

1.33 | 1.15

2.5 191

2.2 1.64

05 |07

Tabl e

4. 17

Counsel orsbo

perce

ptions

School A
(N=16)

School B
(N=11)

School C
(N=15)

School D
(N=15)

School E
(N=16)

Mean| S.D

Mean| S.D

Mean| S.D

Mean| S.D

Mean| S.D

How many
in-service
courses on
LD have
you been
offered by
school?

06 |0.82

1.2 |0.78

1.46 | 0.74

0.46 | 1.06

1.42 | 1.08
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In how
many
in-service
courses on
LD have
you
participated?

0.31

0.79/0.9 |0.94

1.4 1.29|0.4

0.73| 0.5

0.81

In how
many
courses on
LD have
you
participated
in the course
of your
studies?

0.93

1.06| 1.6 1.8

2.26 | 1.86|0.86

13 | 1.12

1.62

In how
many
courses have
you
participaited
on the issue

of LD ?

0.62

0.71]1.45 | 1.57

2.33 | 2.02|0.6

1.24] 0.93

1.48

Tabl e

4 .

18 Teach

er so

perceptions

of

t heir

An overview in respect of the four questions disclosed that both counselors and

teachers had very little training as regards LDS. School D and E demonstrated the

lowest scores on LD training. Conversely, school B had the highest mean scores of

counset @airsiong

and

school

C had

t he

hi ghest

outside of school. However, discrepancies were observed between counselors and

t eacher so

perceptions in

school

B wher eas

noteworthy that een the highest scores were not far above the average score of 2.

However, the picture that emerged from Tables 4.17 and 4.18 contradicted findings

from

t he

i nter vi

e WS . For

exampl

€,

issue of LDS is not atlleon the list of school priorities although AH received the

highest score on inclusive vision (Table 4.3). AT.3 pointed out that as opposed to

other topics such as computérs o
S upi niot it aetaicvhes r tsdAT @oaddnesseduhe h

and i

t

pedagogicaspedii Teac her s

organi sed

did not
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Counselors Otransl atedd LDS reality to us
know what LD means norcantheyreadassessit s of t WM@Iiwasteet udent s
only staff member who recalled an introductory lecture on LD that was given at

school five years ago and was followed by a training course which lasted over six

sessions in which 50 teachers participated. These ienefindings are consistent

with Table 4.17 but they do not accord the relatively high perceptions of AH on

training (Table 4.8).

BC.2 could tell about a lecturer who provided guidance to each subject team

separately concerning LDS, and another workshop on the topic organised by the

counselors. BC.2 reported another training course for all the teachers who work with

the Support Syste that took place last year. However, the main problem in school B

as regards training is presented by BOf e ac her s are simply fed uj
fact, they have never bee@0 whdchnearad a speci:
external consultant peztved exhaustion on the part of the teachers and lack of

motivation to receive guidance and training in this respect. BO contended:

ACounsel ors do not know more than teachers
them has ever read a whole assessment. Besshould be exposed to different

teaching methods that suit different learning and cognitive profiles. If teachers gain

more knowledge they wil/ be more Thesec cessf u
findings do not accord with the high perceptioh®8H (Table 4.8) but they seem to

accord with the average staff perceptions in Table 4.18.

Although CC.2 reported compulsory-gervice training on LD last year, it was not
mentioned by any of the teachers. This appeared to be consistent with the low
perceptions that both teachers and counselors expressed (Table 4.17 and 4.18) and

with the average perception of CH in this respect (Table 4.8).

DC.1 commented that teachers had a long training on LDS followed up by shorter

sessions which were initiated bye headteacher and the counselors, and added that

DH has awareness of this issue. These cl ai
(Table 4.8) but they did not accord with the low staff perceptions in Table 4.18. All

parties in school E perceived a defwitin-service trainingon LD.EC.Zil 6 m not a
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0remedi al 6 teacher and | cannot provide te
accommoddBhi ®nslbai m i s consistent with EH1

Table 4.8 as well.

Summary
Overall findings sggested that counselors and teachers had little training on LD in

the course of their career, whether it was during their studies or in courses offered by
school. In school C and B perceptions were relatively high. Schools D and E
demonstrated the lowesbains el or sd perceptions of traini

demonstrated the | owest teachersd percepti

SEN support staff

Part of the enquiry on structures aimed to clarify to what extent headteachers
perceived the issue of SEN suppstaff as necessary. This information was provided
via Table 4.19 and Table 4.20 which offer

(the first question in Table 4.20 was inversed to match the scale).

Table 4.19

School| School| School|{School | School

(N=1) | (N=1) | (N=1) |(N=1) | (N=2)
Mean | Mean | Mean | Mean | Mean
The level of 1 4 4 4 2
SEN support
staff
headteachers
provide for
handling LDS

Headteachersdé perceptions of support staff

257



School ASchool ESchool ¢ School|School H
D
(N=1) | (N=1) | (N=1) | (N=1) | (N=2)
Mean | Mean | Mean | Mean | Mean
LDS are 5 5 5 4 5
taught by
mainstrean
teachers

LDS are 1 5 5 4 2
taught by
special
education
teachers
A SEN 1 5 5 5 3
coordinatot
isin charge
of LDS
interests

Table42Headt eachersé6 perceptions of suppc

It might be observed that school C and school B employ SEN staff more than the
other schools whereas school A advocates mainstiegehing for LDS. Similarly,
BH, CH and DH were the highest on the &6sup|

Perceptions in school E were also low regarding SEN support staff.

Findings from the interviews widnbwasst aff ac:
reflected in both Tables. AT&AHu man resources are the same
mainstreans t udent s and this makes the inclusion
also accorded in respect of school C and B because teachers of the MABAR classes

usually emonstrated some orientation towards SEN students or went through

training courses on LDS. Perceptions in school E revealed low levels of support staff

and this accords, too, with the descriptive statistics. However, there seemed to be a

mismatch in schdd: findings from the interview indicated frustration among staff.

For example, DC.2 argued: St udent s go through the whol e
are not provided with professional support
learning strategies tbypass their difficulties. Test accommodations are certainly not

t h e a nHeweeer, statistical findings created an impression of high perceptions

as regards support staff at school (Table 4.19, 4.20).
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Summary
In most schools headteachers and staffesged similar views. Schools A and E

appeared to be the lowest concerning provision of SEN support staff and . Schools B
and C deploy mainstream teachers who have had some training on LD or who simply
demonstrate an orientation towards LDS. A mismatchokasrved in school D

where headteachersdé perceptions were high .

The pedagogic committee

This section explored the extent to which the pedagogic committee which comprises
all teachers is involved with the implementationasfttaccommodations. Table 4.21
reflects differences between schools in respect of two questions. On the se&lelof 1
represented disagreement and 5 represented agreement.

School A School B | School C | SchoolD | School E
(N=19) (N=16) (N=20) (N=18) (N=20)
Mean| S.D |Mean| S.D |[Mean| S.D |Mean| S.D |Mean| S.D

Pedagogic 3.94 0.97 4.4 0.63 4.23 1.22 4.6 0.74 4.47 1.12
committee can
veto test
accommodations
resulting from
assessments
Shouldagap be| 2.84 1.1 2.71] 1.1
detected betwee|
the stuo
actual functioning
and assessment
recommendation
the pedagogic
committee make;
sovereign
decisions

3.2 137 218 1.22 3.35 1.11

€

Table 4.21 School sé perceptions of pedago:

Findings illustrated that the pedagogic committee does not apply its right to modify
test accommodations which result from assessments. The fact that means in the first
guestion range from 3.94 to 4.66 and in the second question they range from 2.18 to

3.3 indicates a general policy of namtervention. However, it also shows that



schools are willing to intervene to some e

functioning and the outcome of the assessment.

The interviews allowed for the conclusidrat teachers are not at all involved in

granting test accommodations. Furthermore, BC.1 and BC.2 maintainédithit

school were to decide on it thendedwoul d be
schools B and D test accommodations are determyeddessments. AC.1 asserted

that when AH is dissatisfied with the extent of accommodations, the student is sent to

be reassessed. However, in school C counselors take the initiative to decide on oral

or written tests or to expand on existing accommodatidhis is done in cooperation

with the student on the basi s fiosfc hdopoill ot 6 t .
committee which decides on test accommodations consists of the psychologist, the

counselor, the pedagogic coordinator and the manageraf®en Hi ghin School 0.
school E, too, test accommodations are decided on at school mainly because students

come from low socigeconomic backgrounds and parents cannot afford to send them

to be assessed (EC.1).

Summary
Statistical findings and findings frothe interviews seemed to be congruent as both

reflect schoolsé tendency to avoid interfe
especially seen in schools B and D. However, in the rest of the schools counselors

interfere only when the need arises, eithespand on test accommodations or in

case of economic difficulties. Interviews demonstrated that teachers are not involved

in the process.

Accountability and monitoring procedures

Procedures of accountability and supervision were investigated as fleetprbcess
of inclusion. All questions were constructed to one scale in which figure 5 reflected
equal extent of accountability for LDS and mainstream students and figure 1 reflected

differentiated levels of accountability (Table 4.22).
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School A | School B School ¢ Schml D School E
(N=19) (N=16) (N=20) (N=18) (N=20)
Mean| S.D |Mean| S.D [Mean| S.D [Mean| S.D | Mear] S.D

Accountability 3.1 148 35 15 2.75 148 3.61 1.61 4.1 1.44
procedures
regarding
mainstream
and LDS are
the same

Table 4.22 Staff perceptions of accountability procedures regarding LDS

Findings suggested that apart from school C schools tended towards undifferentiated
accountability in respect of LDS and mainstream students. School D and E reflected
the least diffeentiated accountability for LDS whereas school C tended towards extra

measures of accountability.

Albeit school D had the highest perceptions of undifferentiated accountability

according to Table 4.22, monitoring procedures were not always consistent with this

picture. Indeed, DC.1 who is in charge of LDS in school this year asserted that the

whole pocessisorderlyanit eachers know exactly what i s
When a student returns from assessment, teachers, parents and the student sign a form
which clarifies his/her test accommodations. Thus, it is ensured that all parties are
informed. h case of a problem, it is the student
the three necessary factors in the monitoring system which exist at school: having a
professional in charge, having all parties informed, keeping a fall@mWw eachers

(e.g. DT1), too, expressed satisfaction from the monitoring procedure. In addition, all
sevengraders are assessed at school to detect problems in reading comprehension.

They are then sent over to be assessed outside of school.

The same mismatch was observeddna®l C. Despite perceptions of differentiated
accountability of LDS (Table 4.22), staff seemed to be critical of the efficiency of
monitoring procedures. CT.2 arguédT eac her s supervise t hemsel

s ki | AT tldimedthat in many cases studdrave to stand up for their rights
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and that counselors do not do much more than informing teachers of LDS at the outset

of the year. Both teachers concludedfhat o s uper vi si on system

Summary
The results of this exploration indiea that schools have a marginal tendency

towards undifferentiated accountability as regards LDS and mainstream students.
However, school C was perceived the highest in its tendency towards LDS
accountability whereas school E was perceived as the lowtss irespect.

Conversely, findings concerning monitoring the process showed that school D was
perceived by the entire staff as applying high levels of supervision in respect of LDS

whereas in school C staff expressed doubts in this respect.

S ¢ h o ondisgff aésassments

The only school which initiated igervice assessments for students was school A.

Last year 15 students were assessed at a low cost and school received ten per cent of
the cost of each assessment. AH intends to carry on with thatiireti All other

schools were not involved in assessments, although two of the schools, D and E are
part of a Net of schools with an assessment centre.

Summary of the findings on inclusive structures

This section attempted to explore elements that aasgeckto the structural responses
schools provide for LDS as perceived by school staff. The exploration comprised
SEN structures, inclusive curriculum, the involvement of the pedagogic committee,
SEN support staff, accountability and monitoring procedasa®gards LDS, staff

training on inclusion, funding of assessments and test administration.

Findings indicated that the most common SEN structures at school are MABAR
classes and the Support System. Yet, it is noteworthy that these structures are made
for weak students regardless whether they are LDS or not. Similarly, schools A, B,
and C provide curricular flexibility for slow learners but they do not address LDS
needs in particular. Conversely, school D and E do not provide curricular flexibility
regardng weak students. The fact that schools do not offer real inclusive curricula for

LDS is also reflected in the policy of namvolvement of the pedagogic committee.

26z



Indeed, schools are trying to avoid interference in test accommodations. Thus,

teachers & not involved in the process of pre, while and after assessments.

The general picture that emerges is that there is no SEN support staff in the schools,
and even in school B and C where perceptions were the highest, support staff only had

a minimal traning. Similarly, mainstream staff had very little training in the course of

their career

Perceptions in most schools (apart from school D) demonstrated that no supervision is

applied by school management on the process of inclusion, and that acciayntabil

procedures for LDS and for mainstream students are similar. As regards assessments,

apart from an initiative in school A, schools are not involved in funding assessments.
Teachersé complaints regarding their handl |
acording to the statistical findings, and mostly focussed on the need to stay with LDS

during breaks and to make special tests.
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Chapter V

Analysis and Discussion of the Findings

Introduction

The present research has explored school leadership, culture and structures in the

context of inclusion of LDS in mainstream secondary schools in Israel. This aim was

obtained by investigating how leadership is related to inclusive leaddnskp,

culture is related to inclusive culture, and how school structures are related to

inclusive structures. The Discussion chapter will review the main findings of the

research and evaluate the extent to which they have addressed the research questions.

It will also attempt to interpret and integrate results within the context of theoretical

and empirical literature. Finally, suggestions will be made with reference to practical

i mplications of the management othe LDS6 i nc|

area.

It is worthwhile mentioning at the start of this chapter that the main body of research
as regards inclusion does not relate specifically to LDS but rather to SEN in general,
and therefore findings will be embedded within the literature gatition. The main
contribution of the present research is the fact that it explores the relationship
between managerial elements and inclusive elements, while attempting to see whether
the level of inclusion can be predicted by managerial elements. Fuhéetudy

intends to investigate possible relationships between leadership, culture and structures

after the completion of a separate study of each of these elements.

Research question 1
AHow are staff perceptionsadershpschool

related in the context of secondary

School leadership

The first finding of Leadership indicated gaps between perceptions of headteachers

and school staff regarding leadership foci. Findings suggest that headship
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demonstrateddih people and task orientations. The statistical presentation towards
peopleorientation appeared to be marginal (around the average of 3) indicating that
headteachers tended to respond to people and tasks at the same time. Indeed, most
headteachers (AHBH, CH and DH) seemed to be aware of the importance of the

human factor in management as a means of achieving their tasks. A mismatch

between the high statistical score and low staff perceptions was observed in school E,

and it might be accounted fordyH1 6 s det achment MfE&HmMI School
more involved i n the achldienoseworthwtbat | d t han i
school staff tended to perceive that the focus was placed on students rather than on
teachers concernieg.thkbi sohcegitngfcoobeopol
negated byexisting literature because no differentiation is made in the literature

between teachers/students foci as part of pempdmted leadership.

The second issue of foci is related to the issue of Ishgemanagement. Most

headteachers (except EH) considered themselves as leaders for change rather than
managers although they were observed as ca
Similarly, current literature contends that educational effectivenessistraate a

synergy out of ¢6éleading professional rol es
and management as a complex gestalt and t h
Hall, 1996; Law, 1999; Morrison, 1998; Hodgkinson, 1991, Glatter, 1997).

Theoetical findings in this area are also consistent with empirical evidence (Ainscow

and Southworth, 1996).

Findings of this study are consistent with the literature on the topic of leadership

management. For example, BH demonstrated traits that were absethe literature

as Ol eadershipd6 traits, such as perseveran
decisionmaking ability, opermindedness (Adair, 1983) and effective communication

skills (Clarke, 1994; Rosener, 1990). However, her succesadmtgchanges

resulted from her ability to sustain change via her managerial skills, such as
monitoring teachersd performance (e.g. dur |
channels (e.g. individual eraf-yeartalks). Conversely, CH also possessedas®f

openness to new ideas, sensitivity and subsidiarity (Bestham, 1997) but failed

to sustain change perhaps as a result of a deficit in managerial competences, such as
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monitoring teachersd performance.inghe el em
considering Oattitudes towards staffd. It
perceived attempts on the part of the headteacher to treat teachers with respect and

openness. This tendency is congruent with

fulfilment of tasks is dependent on people.

The abovementioned finding is consistent with the models offered in the literature.

The models of Everard and Morris (1990), and Blake and Mouton (1978) advocate

that leadership styles result from differentrdoi nat i ons of OGOpeopl ed al
exampl e, BH woul d besodavtienggodr ivsiead tahse &Hrrosht!|
60Te-dmi ven managementdé via the second, as s
people and for tasks. Conversely, EH1 and EH2 would becatd¢gs ed as OFi ght i
strategiesd via tdhme vfeinr sntanmgeenle namd vd Bad kb e

their main interest lies in task achievement.

Further, the importance of transformational leadership for headteachers (Sergiovanni,

1990; Senge, 1993vas confirmed in the present research. This could be seen in CH

whose | eadership | ooked pale in comparison
be seen in DH who seemed to have lost his power after the structural changes had

taken place becausgaff did not perceive these changes as resulting from his

visionary leadership, but rather as artificial changes. However, the exploration of

EH16s | eadership helped in drawing the con:
must be combi-oedewi ahi 6péopbebecome effect.
appeared to be a leader with vision and clear educational ideas who failed to motivate

school staff to look beyond their limited interests when a change was about to take

place because of hiack of peopleorientation. The result of this communication

deficit was staff resistance.

On the other hand, BH proved to be an inspirational and visionary leader (Mitchell

and Tucker, 1992) who was focussing on the
06gettingedbh(gcgsdwwel | and Spinks, 1992) . |t
succeeded in 6getting things doned because

result of the combination of peopbeientation and transformational leadership
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enabled BH to focus on the figactional elements and achieve school improvement.
These findings are consistent with Bass and Avolio (1994) who advocate that an
optimal leadership profile exhibits both transformational and transactional elements of
| eader shi p. | ndemleklemeBtdisérse as$ thedbasis forcher addlity 10

carry out transactional elements.

However, whereas empirical findings from the literature indicated a gap between what

vision symbolises in theory (e.g. Kouzes and Posner,1996 ) and its reduced

effectiveness in reality (e.g. Foreman, in Middlewood and Lumby, 1998), findings

from the present study supported the importance of vision combined with people

orientation. As claimed above, this was mainly seen in BH whose high input in people

and personality &its made her successful in recruiting staff towards changes. On the

other hand, DH who was not perceived as a visionary leader, failed to recruit staff
towards the organisational changes which ¢
down. These findingdemonstrate that staff expect headteachers to possess visionary

skills and more than that, they see the deficit in visionary skills as causing a damage

to school improvement.

The O6human aspectdé of | eader shi mshipss al so | |
between three leadership elements that appear in the literature: Trait, Contingency and

Style. Findings indicated that leadership style is determined to a large extent by the
headteacherés personality. Foinstwlena mpl e, as
applications for registration, school D went through drastic structural and conceptual

changes that were conducted by external consultants. As a result, school staff
perceived a major shift in DHOsasl eader shiop
centralistic and was now perceived as more sharing and paxogieed. However,

interviews made it clear that staff were not sure to what degree this change was

internalised by DH and how soon he will re:

He adt e ac h e rasdfouhdrtoamatchstheiwadtitudes towards staff. In schools
where staff perceived headteacherds attitu
his/her traits in this way (e.g. school A). Conversely, in school E where staff

percei ved heuaddetse aacsh enresgéa ta tvtei,t EH1 and EH20s
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perceived negatively. Findings from this research support the literature which

provides endless trait o6recipesd for effec
1996b), and in particular vision, sensitivisubsidiarity and creativity (West

Burnham, 1997; Hall, 1998). The importance of Trait was mainly observed in BH

who managed to create a O0shared visiond ami
in the past no other headteacher succeeded in the enmamcof commitment

towards school, and staff work was featured by chaos. Indeed, BH-$laaped the

work patterns in school B but has not changed her leadership style due to the

circumstances that had prevailed prior to her arrival. Similarly, CH deratet a

totally different style than T although school contingencies remained the same.

However, school contingencies were also observed as a factor in leadership. Indeed,

each of the schools is featured by special contingencies as specified in Appendix

For example, the departure of T, the previ
vacuumé. To6s controver si alincohraer apcetaecre fnua d ea n
| e ss otoy Isey oSimilarty, DH 6hanged his attitudes towards staff and his

manaement style because contingencies made him realise that school will close

down unless a drastic change is conducted.
consistent with the literature (e.g. Stoll and Fink, 1994). It might as well be

contended thadll headteachers are currently captives of their environment (Hallinger

and Heck, 1996) mainly because of school competition and parental involvement.

Findings seemed to be inconsistent with He]
because this model claimed that the leader forms his/her approach on the basis of

wor kersdé personal and professional mat ur it
critique against tis model is that it offers four different approaches towards different

workers whereas data emerging from this research did not indicate differentiated

attitudes towards staff by the same headteacher in a given school. This gives reason to

believe thatleder shi p approach is determined by Tr

maturity which is part of school contingencies.

't might be concluded that this stwdy supp:
fit theorydo (1993) andathedriesenteyrae Toas, Stylel 9 78 ) t h
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and Contingency and reflect that leaders need to shape their environment as well as

being shaped by it.

Headt e ac her sadleagers of chamme were explored in the light of
ScheinrmanandBeRer et z6 (rl 9®f3)06rde svyp sn DVi-nvaenda gleeradd, e r s
and Oliemadeéeras or sb. Findings demonstrated th
|l ndeed, most headteachersdé profiles compri
were Or esponsi wetbattheg encoeraged staffito initiate changes.

AH, BH and CH in particular were willing t
experiences. Headitneiatcihaetrosr swoe rien Otl heea dseernss e t
with their own initiatives. For exang AH initiated the TQM, DH initiated major

structural and conceptual changes and CH initiated the project of school
computerisation. I n addmanager déadhetbbes s
they followed the Ministry initiatives. This trend walso observed as regards the

topic of inclusion.

The literature on change expresses a consensus on the relationship between effective
leadership and improvement. Findings of the research deduce that all headteachers

perceived their role as leaders étvange and improvement although this tendency

took different forms in the respective schools. For example, EH focussed on future
technological changes whereas CH emphasised new curricular subjects. AH
introduced TQM to i mpr ov ®H mpeeavpdceadgesaper f or m.
Oneeedi ngo. Findings indicated that all scl
in Appendix 7. However, headteachers of schools A, B, C, and D advocated gradual
implementation of change whereas EH was the only headteachadwitiibed that

fisometimes drastic changage required Yet, all headteachers were perceived as

intolerant towards resistance to their initiatives. This might account for the reason for

the dissatisfaction expressed by school staff in refereriogptementation of change

(AT.3,BO, CC.1).

Apart from headteachersé willingness to co:
which relies on the litetature was made as regards how changes were carried out by

school leaders. AH, for example, took thadevhen he inserted the TQM but it
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appeared that he failed to set the context and communicate the need for this change to
school staff (Duignan and Macpherson, 1992). The result was bitterness and
resistance. It could be argued that DH failed in leadiagrthjor change process

because of his inability to maintain a balance between change and continuity
(Pettigrew and Whipp, 1993). Indeed, school D went through drasticugturing

which left no reminders of the old structure. Similarly, when EH1 inditlte shift

from an elite technological school to a comprehensive school, he failed to provide
opportunities for teachers to develop personal understanding of the meaning of
change (Duignan and Macpherson, 1992), and chose to impose his view on staff

clam ng It haknowi what is best for school 0.

Indeed, the concept of change was observed as part of management in all schools. Not
only do headteachers acknowledge that part of their role is leading change, but they
have already adopted some necessary betwis/such as giving feedbacks (Duignan

and Macpherson, 1992). Nevertheless, the more complicated competences mentioned
by Pettigrew and Whipp (1993) have not been applied yet. Thus, AH had not
adequately assessed the environment before he decided todettbd TQM.

Similarly, DH has not weighed his chances of success while implementing the drastic
changes.

Yet, interviews with school staff showed that teachers and counselors were aware of

changes mainly when they related to them personally. For exaieabders in school

A were unaware of the TQM unless they were affected by the results. Teachers in

school D became aware of the major organisational changes only when it affected

their status such as in the case of the previous status of Heads of Rep&artm

According to Fergusonbdés (1982) o6éparadigm cl
new forms of insight were achieved to facilitate understanding among staff, the true

meaning of change was not acquired. Another interpretation can be that of Ferguson

(1982) and Clarke (1994) according to which when change is too gradual it leaves

people unaware of its occurrence. However, the changes in schools A, B, D, and E

were not observed as too subtle, yet they
it seemdhat the first explanation which is related to developing insight accounts

better for this situation.
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It is noteworthy that teachers had subjective interpretations when they were asked

about major changes in their schools. This finding is consistentivatblaim in the

|l iterature of the &6édsubjective meaning of c|
with Bushodés (1995) subjective model . | ndee
emotions that accord with the literature. For example, teachers iol gcliwat had to

be subject to appraisal as part of the TQM perceived anxiety (Marris, 1975) and

threats to seleésteem (Judson, 1991). Staff in school D expressed mainly anger and

insecurity and some started a search for a new identity (career) (M888, 1

Reactions to change seemed to depend on how drastic changes were. In case

expectations were high and demanding such as in the case of school D where people

had to give up their positions, the typical reaction was antagonism ©r non

commitment (Hars, 1987). However, as headteachers were usually aware of the need

to be more collegial, reactions never reac|
al., 1976). The main strategies that headteachers used while facing resistance were

coercion and obligain (Macmillan, 1978; Thompson, 1993), although they perceived

themselves as acting via negotiation and support (ibid.).

Most headteachers perceived their way of leading changes as incremental. However,
the analysis proves that this statement was aantigghly true. Johnson (1993) states

that incremental change addresses the human dimension, the contingencies and the
processual factors of change. However, findings demonstrated that although schools
A, B, C, and lately D were peopfecussed rather thamly taskfocussed, the human
dimension was hardly taken into consideration as decisions were being made. Thus,
CH decided on a shift to a fivday-week despite staff resistance, AH inserted TQM
despite staff objection, and DH proceeded with the orgaomsdtchanges despite the
increase in staff resistance. However, changes were carried out with reference to
contingencies: EH introduced a Junior High School because of the decrease in the
number of students, and BH auyripglbieakslduess uper vi

to the lack of discipline teachers demonstrated when she took up the headship.

In addition, decisions were made fast without allowing for the incremental growth and

achievement of consensus (Clarke, 1994). For example, CH imposedfthe ghi

271



five-dayweek in a way that shocked school staff. This line of thought accords with

Morrison (1998) who asserts that the basis of incremental changes-ieiong

planning and recruitment of all staff members. Indeed, on the one hand, headteachers
were trying to demonstrate a continuous openness to change, but on the other hand
they managed change in a 6downstreamd way
typical to the Japanese model of change. The changes were neither built on phases

and stages aome researchers argue they should (e.g. Bush and Coleman, 2000), nor

did they involve all staff (Morrison, 1998).

This ambiguity can be also seen in the fact that headteachers demonstrated a gradual

and graceful style in conveying change which consistaeddividual talks, tolerance

and patience. For example, DC.3 perceived that strategies for change encompassed

support, participation, involvement, communication and education, and believed that

the initiative failed because the change was appliedasto HHowever, discrepancies

were perceived between headt e athrbaenmingd ef f or |
way and their Orevengeful 6AYespomawe ia fcalsl
autonomy wuntil you st arThuséndipgsathesameg your f
time match and contradict the literature on change which advocates strategies such as
empathy, persuasion, reassurance and understanding while coping with change rather

than coercion, and obligation (e.g. Judson, 1991; Strebel,.1996)

Throughout the research school staff kept |
enoughoé while being coerced towards differ.
with the literature on the emotional aspect of chamgéing. Indeed, different

researchrs specify a long list of feelings that are involved in the process of change

such as threats to sedfteem, loss and anxiety, stress and loss (e.g. Walton, 1997).

Of course, the most cleaut example in this study is school D, where the previous

Headsof Departments that were substituted by Heads of Forums and were deprived of
their positions used the ter misteleampy of 061
However, teachers in the rest of the schools expressed feelings of hurtfulness when
decisionsvere made for them such as the example of school A where the TQM was

imposed by AH. On the basis of the examples that were introduced by teachers it

might be agreed that headteachers administer change while using strategies from the

27z



t wo ends of( 1M&d@mi lalna@nd$sompsonds (1993) sca

coerciond as wel | as o6communication and ed:!

Yet, staff perceptions were more consistent with Harris (1987) whose description

ranged from 6antagonisticbéen®dd Otthan cwimmh t Anc

et al. (1976) whose description was more a
i nternalisation of change6o. Finally, it |
mat ched the most Opositivedhetémedheyof t hese m
resided in the middle of the range which e
of o6l et it happend or O6bacceptance of the r.

account for this phenomenon is that when teachers do not feel tochomidtom the
change they do not wish to become too much involved in resistance, mainly for
personal interests. However, once they feel threatened (such as in school D) they tend

towards the more extreme end of i6eafnG.agoni s

However, the feeling teachers conveyed during the interviews was exhaustion from

too many changes and afeelingthave keep r unni (ATg3). &histiser chang
congruent with Ferguséns ( 1982) O6pendul um changed by w
approach is abandoned in favour of another. In some cases (school A) they felt that

not enough efforts were put on the internalisation of these changes, or that no

supervision measures were appliech(®l C).

Summary of the discussion of leadership

The analysis has confirmed the duality of leadership roles in the schools investigated,
as it comprises people and task orientation, and headteachers are both managers and
leaders. Similarly, transformatal elements of headteachers combined with people
orientation are likely to result in carrying out of transactional tasks, and Trait appears
to contribute to leadership style alonside with Contingency. This conclusion is
consistent with researchers sushHandy (1993), Myers (1995) and Hall (1998) who
introduce integrated models which comprise Trait, Style and Contingency. They
maintain that leaders respond to environmental constraints via their born traits and

eventually this determines their leadersstiyle.
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The analysis as regards the management of change has revealed a complicated reality.
Changes in schools are usually introduced in a collegial although not an incremental

manner as headteachers claim they are. Reactions to change involve emadtions an

subjective interpretations both on the part of headteachers and staff. This highlights

the i mportance of the role of headteachers
inclusion is considered to be an implementation of change, the next section will

explorehow leadership elements enhance or inhibit inclusion.

Inclusive leadership

The following section explores elements of school leadership which are related to the

process of inclusion.

The research confirmed the ar ghoolent that hi
activities contributes to his/her capability of leading change regarding SEN inclusion

(e.g. MendeaMorse, 1991). For example, BH was observed as highly involved in all

levels of school activities and participated in all training courses and pedagogi

meetings. Indeed, she managed to recruit staff towards inclusion and changed the

climate in school B. Conversely, EH1 was perceived as minimally involved and

failed to overcome resistance concerning the shift from a vocational to a

comprehensive school.

Findings match with Avissarodés (1999) cont e
professionally developed headteachers are, the less they incline towards inclusion.

Indeed, EH1, who is the most senior headteacher in the five schools (45 years in
education)waskbser ved as the | east O6inclusived hec
professionally developed (a lecturer at the university with a Ph.D). Thigolusive

attitude towards LDS can be accounted by the fact that policies of inclusion are

relatively new (fromihe | at e 80s) an dfashiagnel eduaationabistsi t 6 mor
such as EH1.

The first element of inclusive leadership that was explored in the present study is
6inclusive Vvisiono. Findings of school B w

to elements of guidance, direction and support were consistent with the literature
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(Lipsky and Gartner, 1998; Sommefeldt, 2001; Smith, 1996). Indeed, the highest

vi sion score of oO0inclusive visiond was mar |
restoftt  schools indicated that O6inclusive Vvis
increase the level of entitlement for matriculations in school A, to school budget in

school C, and to the lack of personal involvement in school D. Yet, it might be argued

thats endi ng students to be assessed, for exar
LDS6 inclusion in school A. This finding a
regarding his perception of inclusive vision (4.83). Similarly, it might be asserted that

staff perception of CHO6s inclusive vision
addition, CHOG6s relationship to budgets cou!
familiar with the school systeryet and feels pressed by budgetary issues. This

assumpta al so accords with CHG6s high score (4

Findings concerning O0support for teachers |
counsel orsdé perceptions are much | ower tha
perceived in school A where AH perceivednti e | f as &édoing the best
felt pressured and frustrated due to the overload and high input with LDS for which

teachers are not adequately compensated. The rest of the headteachers did not refer
specifically to LDS in their responses. Thesaliings could indicate that
headteachersé tendency towards inclusion a:
ensure their willingness to provide the actual support that is expected by staff.
Headteacherso high per ce pignothimgsvromyfintheiuppor t |
attitudes, but rather in the O6putting into
support. Staff dissatisfaction from the level of inclusion supports Scruggs and
Mastropierioés (1996) paatonship lzetween successfidt t her

inclusion and the management of support.

The analysis indicates that in school B and D whesseiwice training is compulsory,
staff received training on LD. Conversely, in schools C and A wheserwice

training was notompulsory, headteachers perceived training on LDS as intuitive and
did not initiate courses. In school E no training was offered. However, findings
appeared to be surprising in respect of school D. Despite the fact that DH was not

involved dnadgtli ehdwboknd to be | ow in 6inc

27¢






