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ABSTRACT

This research explored the understandings and perceptions of teacher
leadership in the Year 8 classroom, as expressed by teachers and students at a
Catholic school, and the relationship between this leadership and boys’ academic
motivation. The researcher assumed that the classroom is an organisation (Cheng,
1994) where all teachers, perhaps even unknowingly (Crowther, 1996), exercise
leadership and, furthermore, that this leadership results in positively influencing boys’
willingness to learn. The research was targeted at Year 8, the first year of high
school in South Australia, because academic motivation is considered most

problematic during and after transition into high school (Maehr & Midgley, 1991).

The research was interpretivist, with symbolic interactionism as the theoretical

perspective. The methodology adopted was case study, and data were collected using:

a) Focus group interviews with eight members of the Year 8
‘core’ teaching team on issues pertaining to teacher leadership
in the classroom and how this positively influences boys’
academic motivation.

b) A survey questionnaire about academic motivation, distributed
to thirty-nine specially identified Year 8 students.

c) Interviews with five key Year 8 student informants about
teacher leadership and its imapct on boys’ academic
motivation.

Data were analysed using a “general analytic strategy” (Yin, 1994, p.102), which
included the adoption of a method of “successive approximation” (Neumann, 1997,

p.427).



Five categories of teacher leadership in the Year 8 classroom were identified:
service; authenticity; transformation; empowerment; and community. The research
also established that each category involves an array of qualities that help teacher
leaders strengthen relationships in the classroom, and a set of actions that enable
teacher leaders to help boys complete classroom tasks. Further, results indicate that
by strengthening relationships and supporting boys to complete tasks, teacher leaders

positively influence boys’ academic motivation.

In addition, the research presents a framework for understanding and
discussing the relationship between teacher leadership and boys’ academic
motivation. This framework draws attention to the relational qualities and task
specific strategies in each category of classroom leadership that positively influence

boys’ academic motivation.
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CHAPTER 1

THE RESEARCH DEFINED

1.1 Introduction to the Research

The fact that classroom teachers are able to have enormous influence over
their students’ academic, social and cultural development is largely unchallenged. So,
too, is the concept that teaching is a complex, powerful and responsible profession.
Teachers, then, have a significant role to play in classrooms, in schools, and in

education per se. Yet, is this role leadership?

Given Gardner’s (1986) assessment nearly twenty years ago, that “leading and
teaching are often synonymous, (because) both the teacher and the leader exert
influence and create inspiration in their followers” (p.16, brackets added), teacher
leadership is not a new idea. The tendency, however, seems to be to differentiate
between teaching and leading based on the roles that teachers fulfil beyond the
classroom, in that teacher leadership is, essentially, leadership of other teachers.
Following this view, it seems that, in spite of the fact that the classroom is where
teachers may be most influential, responsible and authoritative, they are considered to
be simply teaching. Is it necessary, or even accurate, to draw such a distinction
between teaching and leading? That is to say, is the work that teachers do, and the

influence that they have over students in the classroom, actually leadership?

The aim of this research is two fold. Initially, it is to explore the
understandings and perceptions of teacher leadership in the Year 8 classroom, as

expressed by teachers and students at a Catholic school. A subsequent aim is to



explore the relationship between this leadership and boys’ academic motivation.
Central to the inquiry are three assumptions. These are:
1. The classroom is an organisation and, as such, “may be studied and managed
by theories of organisation and management” (Cheng, 1994, p.7);
2. All teachers, perhaps even unknowingly (Crowther, 1996), undertake
leadership in the classroom organisation; and
3. Part of this leadership includes positively influencing boys’ willingness to
learn.
The research is targeted at Year 8, the first year of high school in South Australia,
because academic motivation is considered most problematic during and after

transition into high school (Maehr & Midgley, 1991).

The motivation for this research also has two distinct, but related, elements.
The first goes back to 2001 when I read Crowther’s (1996) address on the topic of
teacher leadership. Certain elements struck a chord with me. The most intriguing
was the notion that only some teachers are leaders. Crowther (1996) lamented:
“Perhaps some of the teachers with whom we work are already exercising leadership
in ways that confirm the integrity of important cultural values, even if we haven’t

recognised that leadership and perhaps they haven’t either” (p.7).

When | considered this idea, | immediately asked: “why only some?” After
all, in any classroom situation, teachers are seen by their students to be the people ‘“in
charge’, or “in authority’. Does this not suggest that, in actual fact, teachers are
leaders, at least in the eyes of their students? Moreover, if and when change needs to

be implemented, or curriculum altered, or pedagogy improved in the classroom,



formally appointed school leaders and parents seem to consider teachers to be the

people ultimately ‘responsible’ for ensuring that this change actually occurs. So, do
formally appointed school leaders and parents acknowledge that classroom teachers
are leaders? Surely if they did, the idea that only some teachers are leaders, and not

all teachers, would appear nonsense.

It was at this point that another aspect of Crowther’s (1996) address became
apparent, and made me think again. Perhaps students do view their teachers as
leaders. Yet, given that leader is a title rarely bestowed on the classroom teacher, it is
also conceivable that students just think of their teachers as exactly that: as teachers.
More striking still, was the realisation that it is little wonder that some parents and
formally appointed school leaders do not associate classroom teaching with
leadership, when some teachers themselves may not think that what they are doing in
the classroom is actually leadership. Thus, it is the “why only some” that first

inspired me to focus this research on teacher leadership in the classroom.

The words spoken by an ACU lecturer, Ron Toomey, at a tutorial in 2003,
provided the second element of motivation for this study. | had been grappling for
some time with the idea that, although teacher leadership was a worthwhile topic, it
was not solely what | wanted my inquiry to be about. | wanted to explore what
teachers could do with their leadership in the classroom, or how they could approach
the notion of leadership, so that they are better able to influence their students’
development. It occurred to me that, ultimately, teachers want their students to learn.
Thus, | began to formulate a research proposal that addressed the relationship between

teacher leadership and students’ learning. As | fumbled for the terminology, Toomey



breathed life into the study. Knowing that | wished to conduct a case study at my own
work place, a Catholic boys’ school, he paraphrased my disjointed thoughts this way:
“s0, you’re essentially exploring that magic in the classroom, between teacher and
student that inspires a boy to want to learn” (Toomey, R., personal communication,

April, 2003).

The imagery of there being some sort of magic connection in the classroom
between teacher and student strongly appealed to me. In addition, Toomey’s use of
the word inspires immediately sharpened the focus of the proposed inquiry, for even
though teachers want students to learn, they cannot learn for them, and nor can they
hope to include everything in the curriculum. What they can do, however, is
encourage students to want to learn. For that reason, making, or creating, magic in
the classroom seems an ideal goal of teacher leadership. The motivation for this

research, therefore, is the desire to find out how teacher leaders can make that magic.

1.2 The Research Site

The research site for this case study is Christian Brothers College, Wakefield
Street, Adelaide. It is a Reception to Year 12 Catholic school for boys in the Edmund
Rice tradition, with a population of about 950 students. A background discussion of

the case study school is contained in Chapter Two, “The Research Context”.

1.3 Identification of the Research Question
The research question comprises three related parts. What do Year 8 teachers
and students understand by the concept of teacher leadership in the classroom? How

do Year 8 teachers, in their role as classroom leaders, positively influence boys’



academic motivation? And what aspects of teacher leadership influence boys’

academic motivation?

1.4 Purpose of the Research

The purpose of the study is to explore Year 8 teachers’ and students’
understandings and perceptions of leadership in the classroom, and how such
leadership might positively influence boys’ academic motivation. The keystones to
this purpose are the beliefs that the classroom is an organisation (Cheng, 1994) where
all teachers bring to bear leadership, and that a fundamental component of this

leadership is to positively influence their students’ academic motivation.

1.5 Design of the Research

The methodology underpinning the research is case study. As mentioned, the
case study school is Christian Brothers College, Adelaide, which was researched in
order to better understand the relationship between teacher leadership and boys’

academic motivation in the Year 8 classroom.

Data collection methods used in the case study included:

a) Focus group interviews with eight members of the Year 8 “core’
teaching team on issues pertaining to teacher leadership in the
classroom and how this positively influences boys’ academic
motivation.

b) A survey questionnaire about academic motivation, distributed to
thirty-nine specially identified Year 8 students.

C) Interviews with five key Year 8 student informants.



Two focus group interviews were conducted with eight members of the Year 8
‘core’ teaching team, who teach the Year 8 Home Rooms in ‘blocks’ of time. The
focus group interviews generated teachers’ self perceptions of leadership in the
classroom, and its relationship to academic motivation. During the focus group
interviews, teachers developed a shared understanding of what boys’ academic
motivation ‘looks like’ in the classroom and, based on this understanding, identified
students who demonstrated, or appeared to possess, academic motivation. This
resulted in a group of specifically identified Year 8 students, which was then invited
to complete a survey questionnaire. Within this group, staff also highlighted five
particular students, one in each Year 8 class, whom they considered to be the most
highly motivated in the Year level. The survey questionnaire and key informant
interviews created students’ perceptions and understandings of their teachers’
classroom leadership and its subsequent influence on students’ willingness to learn.
For convenience, the survey questionnaire was “group administered” (Lavery, 2003,

p.88). Teacher and student participants were all volunteers.

1.6 Significance of the Research
The significance of the study rests on a conviction that teacher leadership in
the classroom and its influence on boys’ academic motivation make a difference in
schools. Establishing and developing the leadership potential of classroom teachers is
fundamental to the profession. Accordingly, it is expected that the present inquiry
will have three specific implications for the teaching profession, as it:
1. develops and affirms a notion that classroom teaching is, essentially,

leadership;



2. generates a language and framework for discussing and understanding
classroom leadership; and
3. concentrates on the manner in which such leadership influences boys’

academic motivation.

Teacher leadership is an emerging theme in today’s scholarly literature. Yet,
the focus seems to be on how such leadership can be encouraged, with the purpose of
transforming school leadership beyond traditional, hierarchical models (Bucknor &
McDowelle, 2000; Childs-Bowen, Moller, & Scrivner, 2000; Shen, 2001). School-
wide leadership is certainly important and relevant, but such a focus does little to alter
the perception that leadership is something that teachers engage in quite separately
from teaching. By centring this research on teachers’ classroom leadership, it is
hoped that the study will fill an apparent gap in the literature, and add to the discourse
about ways of understanding, encouraging and applying leadership in Australian

classrooms.

Leithwood and Riehl (2003) assert that a necessary part of leadership is
creating conditions that help positively influence intrinsic motivation. In following
this view, it can be argued that a facet of classroom leadership is to seek to positively
influence students’ academic motivation. Further, this stance makes a case for the
importance of providing teachers with a means to understand how this might be
achieved. A review of the literature reveals that the relationship between teachers’
classroom leadership and boys’ academic motivation is understudied. Thus, the

present inquiry may go some way towards addressing this lacuna in the field.



1.7 Limitations of the Research

This research has several limitations. The most significant is that the study
rests on a premise that the classroom is an organisation, “where the teacher is often
assumed to be the leader and students the followers” (Cheng, 1994, p.1). There are
strong arguments against the notion that teachers are classroom leaders, many of
which contend that teacher leadership requires an out of class component, such as
leadership of other teachers (Barth, 2001; Crowther, Hann, & Andrews, 2002; Gullatt,
1995; Harris & Muijs, 2002; Katzenmeyer & Moller, 2001). While the researcher
acknowledges in the literature review the existence of this counter opinion, greater
emphasis has been placed on literature that supports the belief that teachers exercise
leadership in the classroom organisation, so as to advance scholarly debate about
teacher leadership. This “strategic choice’ also enables the researcher to explore the
influence of teacher leadership on boys’ academic motivation in the Year 8
classroom. Nevertheless, the decision to largely ignore the possibility that classroom

teaching is not really leadership does limit the study.

Limitations also surround the process used in the research to identify student
participants, the number of participants in the study, and the assumption that teachers’
classroom leadership actually influences boys’ academic motivation. Eight members
of the Year 8 teaching team participated in the focus group interviews. These
teachers were asked to identify, during the focus group interviews, those Year 8
students whom they believed possessed, or demonstrated, academic motivation. This
exercise produced a list of forty-one students, thirty-nine of whom agreed to complete
the survey questionnaire, which was “group administered” (Lavery, 2003, p.88).

From the group of thirty-nine, teachers then nominated five students to participate in



key informant interviews. Although this process is an acceptable way of choosing a

sample for a case study, it does generate limitations.

Clearly, the eight teachers would have selected students based on their various
interpretations of the definition of academic motivation. It may have been the case,
therefore, that some teachers selected students who were socially agreeable to their
idea of teaching, or boys who exhibited high levels of achievement or, just as
significantly, boys whose academic motivation was completely independent of
teachers’ classroom leadership. The existence of these possibilities is a limitation of
the study as, in some cases, academic motivation seems unrelated to teacher
leadership and, furthermore, where a relationship can be established, it is not possible

to accurately categorise academic motivation as either intrinsic or extrinsic.

It is important to note, also, that the study is not meant to be an exploration of
the relationship between teacher leadership and the academic motivation of highly
motivated and/or high achieving boys, which the student selection exercise might
suggest. The process of student selection was adopted so that the ‘sample” would
contain only academically motivated boys. There was no guarantee, of course, that
such motivation was dependent upon their teachers’ leadership, but the researcher
believed that if, in fact, there was a clear relationship between the chosen students’
academic motivation and teacher leadership, then academically motivated boys would

be best able to discuss and reflect upon this link.

Nonetheless, the original list of forty-one students represents only 27.33% of

the Year 8 cohort. An obvious question is, what is happening to the other 72.67% of



students, who experience the same classroom leadership? While this question is
addressed in more depth in the section on “Strengths, Weaknesses and Validity of the
Framework” in Chapter 6, it is clear that the resulting framework, which is presented
as a means of understanding and discussing the relationship between teacher
leadership and boys’ academic motivation in the Year 8 classroom, does not extend to
all Year 8 students at the case study school. Moreover, given that a few students
make references in the survey questionnaire and key informant interviews to little, if
any, link between teacher leadership and boys’ academic motivation, the framework

is valid for only some of the Year 8 student participants.

Finally, as with any qualitative research, the role of the researcher is a
potential limitation. To this end, proper case study protocol was followed,
particularly Burns’ (1994) recommendations. These include creating relevant
questions, listening effectively, being flexible, clearly understanding what is being
studied, and being open minded when analysing data. A further limitation is the fact

that case study methodology does not lend itself to drawing generalisations.

1.8 Definitions
1.8.1 Year 8 student

In South Australia, a Year 8 student is a person who is in the first year of high
school. More particularly, at the case study school, a Year 8 student is a boy
approximately aged between 12 and 13 years. Thirty-nine Year 8 boys participated in

the study.
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1.8.2 Year 8 key student informant

A key informant is a person whose insights may help the researcher better
understand the phenomenon under study (Patton, 1990). Further, a “key informant is
particularly knowledgeable and articulate” (p.263). In this case study, five Year 8 key
student informants, one from each Year 8 class, were nominated by Year 8 teachers
during the focus group interviews, on the basis that they demonstrated, or appeared to

possess, a high degree of academic motivation.

1.8.3 The classroom as an organisation
For the purposes of the research, it is asserted that the classroom is an

organisation (Cheng, 1994) or “a group of learners” (Wilcox, 1997, p.1), where the
teacher is the leader (Cheng, 1994; Guisinger, 2002) or the leading learner (Groome,
1998). Cheng (1994) states that “a class of students and their (leader) are in nature a
small organisation that may be studied and managed by theories of organisation and
management” (p.7, brackets added). Thus, the study explores teachers’ and students’
understandings of teacher leadership and its influence on boys’ academic motivation,

as it pertains to an individual classroom organisation.

1.8.4 Leadership

Leadership is a difficult concept to define and, as the literature review
highlights, the myriad of definitions offered merely adds to the complex nature of
leading and leadership. In fact, Burns (1978) noted that “leadership is one of the most
observed and least understood phenomena on earth” (p.2). Nonetheless, three
definitions provide a sound basis for understanding and discussing leadership in this

study.
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Leithwood and Riehl (2003) believe that two functions, “providing direction
and exercising influence” (p.2), are at the core of most definitions of leadership. As
far as they are concerned, “leaders mobilise and work with others to achieve shared
goals” (p.2). This definition has three implications:

e Leaders do not merely impose goals on followers, but work with others
to create a shared sense of purpose and direction.
e Leaders primarily work through and with other people. They also help
to establish the conditions that enable others to be effective.
e Leadership is a function more than a role. (p.2)
Thus, according to Leithwood and Riehl (2003), leadership is functional and,

moreover, may be “carried out in many different ways” (p.2), by various people.

Kouzes and Posner (2002) argue that leadership is, first and foremost, a
relationship “between those who aspire to lead and those who choose to follow”
(p.23). The success of this relationship depends on a leader’s credibility, which is the
“foundation of leadership” (p.32). In turn, Kouzes and Posner define credibility as
“do(ing) what you say you will do” (p.38, brackets added). Ultimately, leaders can
achieve this by being honest, competent, inspirational and forward looking (Kouzes &

Posner, 2002).

Wilcox (1997) offers a third definition, based on the assertions that
“leadership is a set of skills that anyone can acquire” (p.1), and that the prime aim of
leadership in a learning group is to ensure that the group functions effectively.
Accordingly, Wilcox (1997) contends that learning groups have two objectives: “to

complete learning tasks (and) to maintain positive and effective relationships among
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group members” (p.1, brackets added). That is to say, “leadership consists of actions

that help the group to complete its tasks successfully and maintain effective working

relationships among its members” (p.1).

These three definitions provide a useful frame of reference for conceptualising

leadership in this study. In so doing, they draw attention to four particular aspects of

leadership:

leadership requires leaders to provide direction and exercise influence
S0 as to achieve the objectives of a group (Leithwood & Riehl, 2003;
Wilcox, 1997);

leaders work with, and through, others to establish shared goals and to
create conditions that allow a group, and individuals within the group,
to function effectively (Kouzes & Posner, 2002; Leithwood & Riehl,
2003; Wilcox, 1997);

leadership of a group consists of actions that help the group to
complete its tasks (Wilcox, 1997); and, finally,

leadership is a relationship and, as such, necessitates that leaders are
credible and spend time developing and sustaining group relationships

(Kouzes & Posner, 2002; Wilcox, 1997).

These four aspects feature in Chapter 3, “Literature Review”.

1.8.5 Academic motivation

Academic motivation is a psychological construct which, for the purposes of

this study, is defined as “want(ing) to learn, lik(ing) learning-related activities, and

believ(ing) school is important” (Brown & Keith, 1998, p.1, brackets added).
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Academic motivation is the inclination, or impetus, to learn in the classroom which,
according to Vallance (2002), is a phenomenon generally accepted as “pivotal and
essential for successful learning” (p.1). Consequently, for the purposes of this study,
a boy who demonstrates, or appears to possess, academic motivation is defined as one
who “want(s) to learn, like(s) learning-related activities, and believe(s) school is

important” (Brown & Keith, 1998, p.1, brackets added).

1.9 Outline of the Thesis

The thesis comprises six chapters. Table 1.1 provides an overview of the

structure.

Table 1.1 Overview of the structure

Chapter 1 The Research Defined

Chapter 2 The Research Context

Chapter 3 Literature Review

Chapter 4 Research Plan

Chapter 5 Presentation and Analysis of Research
Chapter 6 Review and Conclusions

1.9.1 Chapter outlines

Chapter 2, “The Research Context”, presents four contextual considerations,
which contribute to an understanding of this exploration of the relationship between
teacher leadership and boys’ academic motivation in the Year 8 classroom. These

four considerations are the Catholic school since Vatican 11, the background of the
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research case study school, boys’ learning, and the researcher’s role and involvement

in the study.

Chapter 3, “Literature Review”, examines literature in four main areas. The
first is organisational leadership, where five leadership practices and ten commitments
to leadership are outlined to provide a framework for understanding and discussing
effective leaders and leadership. The second is Christian leadership and leadership in
a Catholic school, where the leadership of Christ and the manner in which it is
embodied in the leadership approaches in Catholic schools are reviewed. The third
area of literature focuses on teacher leadership, and helps to generate a notion of the
classroom as a small organisation where all teachers are leaders, and where part of
their leadership is to positively influence boys’ academic motivation. The final
section includes literature on motivation generally and boys’ academic motivation.
Overall, this literature review attempts to generate an explanation of the dichotomy
between intrinsic and extrinsic motivation, to define boys’ academic motivation, and
to present various aspects of teacher leadership influencing boys’ academic
motivation in the classroom. Chapter 3 concludes with a rationale of the way the

literature review informs this research.

Chapter 4, “Research Plan”, details the approach to data collection and
analysis. The theoretical framework of the research, including epistemology,
theoretical perspective and case study methodology, is explained. Data collection
methods and the research participants are described. The trustworthiness of the

research is argued, together with references to the credibility, transferability,
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dependability and confirmability of the study. Ethical considerations and limitations

of the research are presented, and a research design summary concludes the chapter.

Chapter 5, “Presentation and Analysis of Research”, details the research
findings in four sections. Section one outlines teachers’ perceptions and
understandings of the concept of teacher leadership in the Year 8 classroom. Section
two contains teachers’ perceptions and understandings of the relationship between
teacher leadership and boys’ academic motivation. Section three summarises
students’ perceptions and understandings of teacher leadership and its relationship to

academic motivation and section four compares teachers’ and students’ views.

Chapter 6, “Review and Conclusions”, presents the results of the inquiry, in
the form of answers to the three research questions. A conclusion to the research
details how the research may address a perceived lacuna in the literature on teacher
leadership and its relationship to academic motivation. Finally, Chapter 6 outlines

some possible implications of the research for the profession.
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CHAPTER 2

THE RESEARCH CONTEXT

2.1 Introduction

The purpose of this study is to explore the relationship between teacher leadership and
boys’ academic motivation in the Year 8 classroom. Three assumptions underscore this
purpose. Firstly, the classroom is an organisation (Cheng, 1994). Secondly, teachers are
leaders within their respective classroom organisations. And thirdly, teachers, as leaders, are

responsible, at least in part, for positively influencing their students’ academic motivation.

In this chapter, four contextual considerations, which contribute to an understanding
of this study, are discussed. Context is essential in that it helps to situate action in research
within a wider historical spectrum, and provides an avenue through which meaning can be
correctly conveyed (Dey, 1993). Thus, qualitative research is context-specific (Wiersma,

1995). Table 2.1 outlines the four considerations.

Table 2.1

Four contextual considerations

First Consideration The Catholic school since Vatican 11

Second Consideration The background of the research case study school
Third Consideration Boys’ learning

Fourth Consideration The researcher’s role and involvement

The four contextual considerations situate the research in the wider historical spectrum

(the Catholic School since Vatican I1); characterise the charism, identity and environment of
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the Catholic school involved in the study (background of the research case study school);
outline current trends in boys’ learning, the ways boys’ learn and the classroom practices that
improve their learning (boys’ learning); and clarify the role of the researcher in the case study

school and his involvement in the study.

2.2 The Catholic School since Vatican 11

The Second Vatican Council (1962-1965) was a “Pentecost” (Congregation for
Catholic Education, 1998, par.21) for the Catholic Church. Prior to it, the Church “could be
described predominantly as inward looking, anti-world, defensive, highly stratified and rule
oriented” (Lavery, 2003, p.15), and the Church placed strong emphasis on the authoritative
law of God as expressed in Canon law (Rowland, 2003). Vatican Il, however, through its
major catalytic calls, ressourcement, to return to the original traditions and foundations of the
Church, and aggiornament, to bring the Church into the present day (Nichols, 1999),

generated a new direction for Catholicism (Lavery, 2003).

The Council paved the way for a moral theology that centred on the value of the
human person (Rowland, 2003) which, in turn, underpinned its teaching on Catholic schools.
“The person of each individual human being, in his or her material needs, is at the heart of
Christ’s teaching: this is why the promotion of the human person is the goal of the Catholic
school” (John Paul I, 1991, par.4). Furthermore, the teachings of Vatican Il recognised a
need to be ecumenical (Paul VI, 1965, par.16), based on an openness to learn and reform
(Ludwig, 1995) and, because of its commitment to a “communal ecclesiology” (Groome,
1998, p.189), expounded a communal rather than hierarchical approach as the predominant

model of the Church (Groome, 1998).
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Through the Council’s Declaration on Christian Education, the notion of community
became synonymous with Catholic schools. In addition, the Council’s assertion that the
development of the full human person is possible only through relationships with other human
beings within a community (McLaughlin, 2001), forged an inextricable link between
community, the Catholic school and the Church’s new direction, namely to enable “each man
(sic) to grow in humanity...(and) become more a person” (Paul VI, 1967, par.15, brackets
added). The Congregation for Catholic Education (1998) advanced this link, by explaining
that the “educating community” in a Catholic school “(is) constituted by the interaction and
collaboration of its various components: parents, teachers, directors and non-teaching staff”
(par.18, brackets added), and functions, primarily, “to further the objective of a school as a

place of complete formation through interpersonal relations” (par.18).

The Congregation also restated that the Catholic school has a “fundamental duty to
evangelise” (par.3), which is embedded in the larger mission of the Church (Congregation for
Catholic Education, 1982) and based on Jesus’ mission (Paul VI, 1975). Importantly,
responsibility for the development of community and the fulfilment of the school’s primary
duty to evangelise rests largely with teachers (Congregation for Catholic Education, 1998),
who “fulfil a specific Christian vocation and share an equally specific participation in the
mission of the Church” (Paul VI, 1965, par.8). As far as the Congregation for Catholic
Education (1998) is concerned, teachers are significant role models for students in their search
for, and acquisition of, knowledge, truth and values. Teachers must be “competent” and

“may be a reflection, albeit imperfect but still vivid, of the one teacher” (par.14).

The concept of a Catholic school as a community, characterised by interaction and

collaboration, informs the literature on leadership in a Catholic school which is reviewed in
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Chapter 3. More particularly, the inherent responsibility for the creation of an educating
community and the ultimate fulfilment of its evangelical mission, largely shouldered by
teachers, provides both a rationale for focusing this exploration on teachers and a foundation
on which to build a broader understanding of teacher leadership in the classroom at a Catholic

school.

2.3 Background of the Research Case Study School: Christian Brothers College,
Adelaide (CBC)

The case study school was established in 1878 and is situated on Wakefield Street in
Adelaide, South Australia. It is an R-12 school for boys on two campuses, with a population
of about 950 students. The school was founded by the Christian Brothers and, since the
creation of the Christian Brothers’ new charter in 2004, is referred to as a Catholic school in
the Edmund Rice tradition. CBC, like all Edmund Rice Schools, “exists as part of the
evangelising mission of the universal Catholic Church...and the mission and communion of
its local Church”, and offers “a distinctive educational philosophy”, based on *“an authentic
expression of the charism of Blessed Edmund Rice” (The National Planning Committee for
Schools Governance, 2004, p.5). Thus, to put CBC into context, it is first necessary to
examine the charism of Blessed Edmund Rice and the cultural characteristics that are present

in a Catholic school in the Edmund Rice tradition.

Blessed Edmund Rice, an Irish Catholic, founded the Lay Order of the Christian
Brothers in Waterford, Ireland in 1802. His charism, or gift “carried out on behalf of the
Christian community in response to a call of God” (The National Planning Committee for
Schools Governance, 2004, p.4), was to liberate and empower the poor by providing them
with an education (Christian Brothers College Vision Statement, 2002). Today, this charism

finds expression in eleven cultural characteristics that define the spirit and mission of a
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Catholic school in the Edmund Rice tradition. These characteristics, which form the basis of

Christian Brothers College’s own Vision statement, are summarised in Table 2.2.

Table 2.2

The cultural characteristics that give expression to the charism of Edmund Rice in a Catholic
School in the Edmund Rice tradition

e Holistic education: integrated development occurs through quality teaching and
learning;

e Spirituality: each person’s story is unique and sacred,;

e Faith in action: each person is called to respond out of a personal relationship with
God;

e Community: a school forms a distinctive community;

e Pastoral care: the dignity of each person as a child of God is at the heart of pastoral
care;

e Service of others: service of others is integral to being a follower of Jesus;
e Being just: justice is integral to the vision of the Kingdom;
e At the margins: Edmund Rice, following Jesus, sought out the marginalized;

e Compassion: compassion is central to the life and teaching of Jesus and to the
spirituality of Edmund;

e Stewardship: God’s gifts are to be shared justly and used wisely, as exemplified by
Edmund; and

e Reflective practice: reflective practice leads to personal and communal growth. (The
National Planning Committee for Schools Governance, 2004, pp.7-11)

An understanding of the charism of Blessed Edmund Rice is relevant to this research
because it draws attention to the distinctive educational mission that gives CBC its reason for
being. Using this as a backdrop, it is now possible to characterise CBC’s unique identity and

environment.
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CBC is situated on two campuses: a Junior School (Reception- Year 7) and a Senior
School (Year 8- Year 12), both on Wakefield Street. The Senior School is nominally divided
into three further sections: Secondary Middle Schooling (Years 8 and 9), the Senior
Transition Year (Year 10), and the Senior Years (Years 11 and 12). Because of its central
location, strong tradition and reputation, CBC draws its student population from a variety of
metropolitan and near rural areas. Moreover, this population is extremely diverse, with 58%
of students from a non-English speaking background (NESB), 9.3% of students classified as
having special needs, and 22% on School Card and a further 15% on the borderline (Non
Government Schools Registration Board, 2004). Eligibility for the School Card Scheme is
dependent on whether the combined family income falls within the School Card income
limits. In 2004, the combined family income threshold for one dependent child was $27, 257
per annum. The income threshold rises in increments to $30, 233 for families with five
dependent children, and a further $700 per child beyond that. At CBC, families who are
eligible for School Card automatically receive a fifty percent reduction in school fees. The
Year 8 enrolment is approximately 150 students, of which one third comes from the Junior
School, and is broken into five mixed ability Home Rooms, each of approximately thirty

students.

A stated aim of the school is to prepare “students for active involvement as members
of the human community, bringing a practical knowledge, appreciation and celebration of
Catholic faith and spirituality to bear upon the events of life” (Christian Brothers College
Vision Statement, 2002, p.3). CBC has a strong tradition of academic excellence, and
students and staff at both campuses participate in a range of co-curricula and service
activities. These include sporting teams, band, music lessons, drama productions, chess,

debating, St Vincent de Paul, the Duke of Edinburgh’s Award, Christian Service Learning and
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the Student Action Group. CBC is currently identified by the Commonwealth Government
as a Boys’ Education Lighthouse School, for its successful implementation of boys’ education
programmes. As a result, the school provides leadership in the teaching of boys to four

partner schools in the Adelaide cluster.

CBC offers an extensive senior curriculum, incorporating both South Australian
Certificate of Education (SACE) subjects and Vocational Education and Training (VET)
modules, which can be studied from Year 10 onwards. The Secondary Middle Schooling
curriculum (Years 8 and 9) and the Junior School curriculum are structured within the
confines of the South Australian Curriculum Standards and Accountability Framework
(SACSA), ranging from Standard 1 in Reception to Standard 5, which should be achieved by,

if not before, the end of the first Semester of Year 10.

The Secondary Middle School adopts a particular approach to teaching and learning,
underpinned by the premise that each is most effective when conducted within a strong and
authentic relationship between teacher and student. The Christian Brothers College
Secondary Middle Schooling Information Handbook and Diary summarises the significance
of relationships in Middle School classrooms:

The learning programme in the Secondary Middle School will be particularly sensitive
to the developmental needs of adolescents in Years 8 and 9. To this end, the
development of an environment based on healthy working relationships, responsibility
and cooperation will be a major goal. As a consequence of this, students in the
Secondary Middle School should be better able to make a stress free transition from

primary school to the Secondary Middle School environment. (p.3)
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To enable relationships to flourish, CBC has adopted a ‘block’ timetable in the Secondary
Middle School, which facilitates fewer teachers being responsible for significant portions of
the curriculum. At Year 8, each Home Room has two pastoral care teachers who teach five
curriculum areas. This equates to five out of eight of the daily lessons, in two ‘blocks’ of
time. Special Advisory Groups, or pastoral care lessons, are held for eighty minutes, two
times per Term, to support relationship building within the Secondary Middle School. There

Is also a ten-minute administration period each morning and afternoon.

The focus on relational learning (Otero, 2000) has been complemented by a series of
pedagogical changes aimed at improving young adolescents’ educational outcomes, interest
and engagement in the middle years of schooling. These include the specific teaching of
thinking skills and cooperative learning strategies after the style of Kagan (1999), the
incorporation of theme weeks, most notably city week, NAIDOC week and Science week,
and the development of teaching teams, which are able to plan together and, in some cases,
team teach. At Year 8 level, the two teaching teams are organised around the two “‘blocks’ of

time.

2.4 Boys’ Learning

Since the case study school is an all boys’ College, it follows that this research should
be centred specifically on boys’ academic motivation, and not that of girls, or of students in
general. As a result, an appreciation of the state of boys’ education appears useful to this

research.

Further, a growing body of recent literature that examines the significant differences

between boys’ and girls” achievement, attitudes to school and learning styles (Martin, 2002;
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Vallance, 2002; Victorian Association of State Secondary Principals, 1998), coupled with that
which warns against assuming that motivational factors apply uniformly across the genders
(Gilligan, 1993; Pintrich, Roeser, & de Groot, 1994), seems to indicate, even more strongly,
that an understanding of the current trends in boys’ learning, the way boys’ learn and the
teaching practices that improve their learning is crucial to situating the action in this particular

study.

The report by the House of Representatives Committee (2002), Boys: Getting it Right,
reveals alarming concerns about the state of boys’ education in Australia. The report found
that retention rates for boys are significantly lower than for girls. In South Australia in 2000,
all schools’ data showed that the retention rate for girls was 71.8%, but only 59.2% for boys.
In non-Government schools, the retention rate for girls was 90.6%, and 79.3% for boys
(Education and Training Committee, 2002). It is also outlined in the report that boys have
lower academic achievements, particularly in literacy-based subjects.

Boys do not perform as well as girls in each aspect of literacy - writing, reading,
viewing, speaking and listening. Gender differences are greatest for the expressive
modes of writing and speaking, and least for the receptive modes of reading, listening
and viewing. Also, boys typically comprise about two thirds of all students referred to
reading recovery programmes in Australian schools. (Education and Training

Committee, 2002, p.8)

Boys are over-represented in learning support and behavioural management
programmes in schools, where almost 80% of suspensions and exclusions are boys (Education
and Training Committee, 2002). In general, suspension rates rise in Year 8, peak in Year 9

and then plateau in Year 10 and, according to the report, “suspensions and expulsions appear
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to be closely correlated to boys’ disengagement from school” (Education and Training
Committee, 2002, p.8). Boys, too, are less likely to go to University. In 1999, women
accounted for 55.6% of all higher education commencements, and 54% of total enrolments,

with the gap widening each year (Education and Training Committee, 2002).

As a result of these concerns, the Committee believed that it was time to address “the
assumption that girls have urgent educational needs to be addressed and that boys will be all
right” (p.xvi). Rather, in the Committee’s opinion, “change is essential” (p.xvii). Similar
concerns were raised in the Victorian Association of State Secondary Schools Principals’
report (1998), Improving the School Performance of Boys, in which curriculum choice was
identified as a contributing factor. The report argued that some boys in schools aim too
‘high’ and choose traditional subjects like Higher Mathematics and Science, rather than
studies that place greater emphasis on literacy, which soon results in them experiencing
declining success and disengagement (Lillico, 2003) and, ultimately, exacerbates boys’
underachievement in literacy skills (Chandler, 2004). Conversely, others choose too ‘low’,
which leads to an over-representation of boys in courses that channel into post school
vocational options “that will experience the greatest decline in employment over the next
decades” (Chandler, 2004, p.338). The corollary of this is that boys, again, are under-
represented in courses that expose them to necessary skills, like personal communication,

emotional intelligence and health (Chandler, 2004).

Chandler (2004) further enunciates the concerns about boys’ learning, by drawing
attention to several generalisations that help to explain why some boys, particularly during the
middle years of schooling, may experience attitudinal disengagement or demonstrate anti-

learning or disruptive behaviours in class. Chandler (2004), extending the work of Lillico
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(2003), argues that a combination of the following key factors often underpins boys’ attitudes

to learning. These key factors or generalisations are outlined in Table 2.3.

Table 2.3

Key factors or generalisations that help to explain why some boys experience attitudinal
disengagement or demonstrate anti-learning or disruptive behaviours in class

e Boys lack accurate self-knowledge about their abilities and usually set unrealistic
expectations for themselves in the classroom.

e Boys are driven by a desire to succeed and a fear of failure. Often, when failure
occurs, it is then very difficult to resurrect motivation.

e Boys sometimes possess a pragmatic and narrow view of what is educationally useful
and relevant.

e The peer group provides boys with their primary source of reference. Often, the peer
group plays a role in maintaining an anti-learning culture. The peer group may not be
supportive of attitudes conducive to high academic achievement.

e The broader cultural messages available to boys do not tend to place value on positive

approaches to learning. (Chandler, 2004, pp.339-340)

Of course, this may well be a simplistic view, given that these factors refer to some
boys (Pallotta-Chiarolli, 1997) but, nonetheless, there seems to be “a growing disaffection on
the part of a broad range of boys, not all of whom fit the stereotypical boy “at risk’” (Trent,

2001, p.6).

According to Trent (2001), it is easy to “catastrophise” (p.1) boys’ educational
problems, particularly in light of the exponential growth in media interest in the topic. She

continues: “claims that there is a crisis, that there is an adversarial girls versus boys
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competition in terms of measured achievement are not only wrong but ...dangerous” (p.2).
In fact, Trent (2001) argues, girls have been outperforming boys since 1977, and that some,
although a smaller number, have always outperformed them. Similarly, since 1977, the
retention rate for boys has been less than that for girls, although she does concede that the
situation has worsened since 1992, because “more and more boys from across the socio-
economic spectrum” (p.3) have failed to complete Year 12. In Trent’s (2001) opinion,
admittedly a cynical one (p.3), it was “when the children of the powerbrokers began to walk

away from education, there was deemed to be a “crisis”” (p.3).

As far as this research is concerned, when the gap between boys’ and girls’ retention
rates began to widen is largely irrelevant. So too is the fact that there is a gap at all, whether
it refers specifically to retention rates, or academic achievement, or representation in learning
support programmes, or any of the many comparisons that exist within the narrow either/or
debate about boys’ education that has featured in newspaper headlines and editorials (Trent,
2001). Intruth, “it is unhelpful to set up a binary opposition between the schooling of girls
and that of boys, according to which if one group wins, the other loses” (Epstein, Elwood,
Hey, & Maw, 1998, p.4). What is relevant, however, is that boys are not staying at school for
as long or achieving as well as they once did (Commonwealth Government, 2003). This may
or may not be a crisis but, either way, it is difficult to find fault in Head’s (1999) summation.
Looking at the evidence which confronts us of so many young men suiciding (sic),
being suspended from school, in trouble on the streets and struggling to achieve at
school, any sensible person would have to conclude that young males are in
considerable difficulty. (p.4)

West (2000) rightly points out that not all young men are in trouble. Yet, he contends, there

are “sufficient... to cause concern” (p.1).
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Out of all of this, it can be established irrevocably that some boys “are under
performing in literacy, achievement, motivation, retention and school completion” (Martin,
2002, p.1) compared with their predecessors. Since this is not new, it is a worrying trend,
given that the figures seem to be increasing (Nelson, 2004; Trent, 2001). More importantly,
the apparent correlation between boys’ education and some of the difficulties in larger
society, such as men’s health, sport, relationships, violence, crime and changes in the
workplace (Victorian Association of State Secondary Schools Principals, 1998; West, 2000),
has led researchers, educators and politicians to generate a series of reports and
recommendations committed to improving educational outcomes for boys (Commonwealth
Government, 2003; Education and Training Committee, 2002; Martin, 2002; Slade & Trent,
2000; Trent 2001). The main thrust of recent research has been to identify boys’ needs and,
in turn, how schools and teachers can better meet their needs (Chandler, 2004;
Commonwealth Government, 2003; Martin, 2002; Vallance, 2002). Whether this has been in
response to a crisis is a matter of conjecture. Nonetheless, the research has come “in
response to the overwhelming need and interest in the important area of boys’ education”

(Nelson, 2004, p.1).

Recent boys’ education data have identified that boys and girls learn differently
(Chandler, 2004; Lillico, 2003; West, 2000). More important, however, has been the
realisation that it cannot be assumed that boys are a homogeneous group and, therefore, all
learn in the same way, or that “boys’ and girls’ needs are always different” (Martin, 2002,
p.1). This understanding lends itself to a more comprehensive approach to boys’ education
reform, inclusive of the needs of girls, based on the development of “a more active
curriculum, more lessons which are more structured, and raising the quality of teachers”

(West, 2000, p.5). Such an approach has gained considerable momentum of late, as
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evidenced by the promise of the Australian Government Minister for Science, Education and
Training, Dr Brendan Nelson, that “absolutely nothing will be done that in any way threatens
the long overdue progress of girls” (Nelson, 2004, p.4), and Martin’s (2002) assurance that his
four general “principles for assisting boys” (p.2) will also assist girls. To this end, it seems
that a way forward in the boys’ education debate is to focus on an annunciation of the
particular ways some boys learn (Chandler, 2004), and to develop more inclusive teaching,
learning and assessment practices that support both boys and girls (Bradford, 1999; Martin,

2002).

The Commonwealth Government, through its Boys’ Education Lighthouse Schools
Programme, has generated ten guiding principles for success in educating boys, which it
views as a way to “inform the development and implementation of ongoing programmes to
improve the education of boys in schools” (Commonwealth Government, 2003, p.4). These
guiding principles provide a useful framework, which houses a discussion of the way some

boys’ learn, and the inclusive teaching and learning practices that have proved useful.

2.4.1 Collect evidence and undertake ongoing inquiry on the issue, recognising that
schools can do something about it

The fact that schools can do something about boys’ learning is at the core of Stage
Two of the Commonwealth Government’s Boys’ Education Lighthouse Schools Programme,
as evidenced by its decision to announce that 51 Lighthouse Schools will undertake, during
2004 and 2005, a collection of interrelated action research projects designed to identify
teaching and learning practices that support boys (Nelson, 2004). But, what does this really

mean for schools? Moreover, what should schools do to improve boys’ learning?
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In general terms, schools need to set about “building proactive, optimistic and
effective school cultures” (Martin, 2002, p.2). This can be achieved through the formation of
“a school staffing structure and mix that sends appropriate messages to students” (Martin,
2002, p.2), in conjunction with the development of peer support, tutoring and mentor schemes
(Chandler, 2004). Furthermore, schools must value student input into policies (West, 2000),
recognise and reward learning achievement and academic excellence (Lillico, 2003), and,
significantly, ensure that subjects focus on the acquisition of both practical and academic

skills (Cortis & Newmarch, 2000).

2.4.2 Adopt a flexible, whole school approach with a person and team responsible
Schools must ensure that their approaches are based on a common vision that finds
expression in all facets of its operation, including teaching, learning and assessment,
behaviour policies and rewards programmes (Commonwealth Government, 2003). To this
end, it is recommended that schools employ a teaching and learning coordinator, whose prime
responsibility is to ensure an inclusive and consistent approach to education, which benefits

both boys and girls (Bradford, 1999).

2.4.3 Ensure good teaching for boys, and all students in all classes

Boys learn teachers and not subjects (Biddulph, 1995). Whilst this is a generalisation
that may not ring true for all boys, it does highlight the importance of teachers and teaching,
particularly for some boys. This notion is explored in Slade and Trent’s (2000) study, What
the boys are saying, where their sample of boys suggests that concerns relating to boys’
education have little to do with a crisis of masculinity, difficulties with literacy and numeracy,
or peer pressure which manifests itself in negative attitudes towards learning. Instead, the

boys in Slade and Trent’s (2000) study lay blame squarely at the feet of teachers who, they
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believe, are, among other things, boring, disinterested and set on making learning as irrelevant
as possible. This supports Atkinson’s (2000) assertion that students’ classroom motivation is

dependent, to a large extent, on teachers’ own levels of interest and motivation.

“Good teachers” are able to develop strong and supportive relationships with students
(McGoran, 2001; Otero, 2000), are fair and consistent and regularly prepared to offer praise
(Slade & Trent, 2000, p.15), reflect on current practice and use a range of inclusive teaching
practices (Commonwealth Government, 2003). This range of teaching and learning practices
should include tasks that promote active learning (Vallance, 2002) and develop high order
thinking skills (Baylis, 2004). Further, generically speaking, tasks completed for assessment
purposes should be “closed, single concept, structured, experiential and information dense”
(Chandler, 2004, p.341). Moreover, assessment should be supported by examples of good
work, a set of clear and precise instructions, attainable short and long-term goals and

periodical monitoring and checking (Lillico, 2003).

2.4.4 Be clear about the kinds of support particular boys require

Because boys are not a homogeneous group and, in some cases, may not necessarily
have needs different from those of girls (Martin, 2002), it is imperative that schools do not
adopt a one size fits all approach to boys’ education. Thus, through inclusive teaching
practices, enhanced by a differentiated approach to the curriculum, boys and girls can both be

given opportunities for success (Tomlinson, 1999).

2.4.5 Cater for different learning styles preferred by boys

Inextricably linked with the notion of a differentiated curriculum, is the realisation that

teaching and learning need to incorporate a vast array of strategies, including those that
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research suggests will enhance boys’ engagement and learning (Commonwealth Government,
2003). Vallance’s (2002) study identified relevance and physicality as particular aspects of
teaching and learning that motivated boys in the classroom. Similarly, some boys enjoy both
cooperative and individual learning activities (Kagan, 1999), tasks that are challenging
(Rinne, 1998), and those that “provide them with a degree of involvement in decisions about
content and opportunities to negotiate their learning as a valued stakeholder” (Commonwealth

Government, 2003, p.6).

2.4.6 Recognise that gender matters and stereotypes should be challenged

Blair (2000) believes that young people, both in and out of school, take on new
behaviours of adolescence in order to position themselves as gendered among their peers.
Through their demeanor, from the way they dress, act, move and talk, boys are continually
constructing their versions of masculinity. She notes that because each particular
construction is an outcome of social interaction and a reason for engaging in interaction, boys,
in particular, tend to ridicule those within their own gender who do not clearly conform to the

sets of standards they construct as necessary parts of masculinity.

To alleviate this problem, Martin (2002) recommends that schools adopt a gender
equity framework. In his opinion, the Gender equity strategy helps schools and teachers to
both address destructive gender stereotypes and to enlighten teachers about the “typical”
(Galley, 2002, p.1) male adolescent behaviours that have hitherto been discouraged in
classrooms. Such behaviours are movement and argumentative questioning, which are
legitimate learning approaches for some boys (Galley, 2002). The Gender equity strategy
incorporates five aspects for schools to investigate:

e Understanding gender construction;
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e Curriculum, teaching and learning;
¢ Violence and school culture;
e Post school pathways; and

e Supporting change. (Martin, 2002, p.2)

2.4.7 Develop positive relationships, as they are crucial for success

Boys need to experience a range of healthy and positive relationships with their
classroom teachers, so that teaching and learning can be supported and improved (McGoran,
2001). Similarly, boys must “feel that there are people in the school who care about (them)
and (their) development” (Commonwealth Government, 2003, p.6). Just as importantly,
there should be a strong connection between the home and school, particularly in terms of

shared values (Schools Council, 1993).

2.4.8 Provide opportunities for boys to benefit from positive male role models from
within and beyond the school

Scholars such as Burn (1999), Biddulph (1995) and Fletcher (1995) have long been
advocating that boys need positive male role models. Their assertion has been, and continues
to be, that if there were better relationships between fathers and their sons and more male
teachers, then boys would encounter fewer problems. To some extent, this argument is still
alive and well today, in that the Howard Government is proceeding with plans “to offer 500
scholarships worth $2000 each to attract more men into primary teaching” (Nelson, 2004,
p.2), because “such role models provide inspiration and support for young boys seeking to
develop their own understanding of how to become an effective adult male in the community”

(Commonwealth Government, 2003, p.6).
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Historically, however, there has been strong opposition to the notion that boys need
explicitly male role models, as evidenced by Slade and Trent’s (2000) study, in which boys
indicated that this was not an issue, Ryan’s (1997) assertion that absent fathers and few male
role models is not an underlying cause of the problems boys are encountering, and Pallotta-
Chiarolli’s (1997) sobering assessment that some boys with absent fathers are doing well, and

others, with fathers, are not.

Chandler (2004), although supportive of positive male role models from within the
school, warns “guest role models work less well” (p.340). On another note, Martin (2002)

contends that a gender balance in school staffs would be a positive step forward.

2.4.9 Focus on literacy in particular

Given that “14 year old boys are doing worse in literacy tests than they were 25 years
ago” (Nelson, 2004, p.1), it is not surprising that improving boys’ literacy is a critical aim for
schools and teachers. Interestingly, literacy levels for males actually drop through the
transition from primary to secondary schools (Rowe, 2000), and the “median level of
competency does not improve as much for males as for females throughout high school”
(Cortis & Newmarch, 2000, p.8). It has been suggested that in order to improve boys’
literacy levels, schools should develop and promote an effective library (Martin, 2002), and
teachers should engage in whole language teaching, coupled with specific instruction in
phonics (Commonwealth Government, 2003). Just as importantly, boys need to be exposed

to a range of different literacies, especially multimedia (Commonwealth Government, 2003).
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2.4.10 Use information and communication technologies (ICTs) as a valuable tool

Many boys, especially those who are underachieving at school, enjoy the use of ICTs
in the classroom (Commonwealth Government, 2003). There is evidence to suggest that
quality ICT can “expand students’ skills and assist students with academic difficulties”
(Martin, 2002, p.3) which may be due, in part, to the feelings of immediacy, relevance and
practicality that boys experience with their use (Vallance, 2002). 1CTs also support a shift

towards more learner-centred pedagogies (Commonwealth Government, 2003).

2.5 The Researcher’s Role and Involvement

The researcher occupies the role of Director of Middle School at Christian Brothers
College, Wakefield Street, Adelaide, which involves responsibility for the development of
staff in middle schooling pedagogy and for the welfare of students in Years 8 and 9. In
addition, the researcher is an instrument in data collection in the study. Thus, his role in the
case study school, and his involvement in the case study per se, contributes to the context of

the research.

As Director of Middle School, the researcher leads a team of twenty teachers who are
the Home Room, or core, Middle School teachers. The twenty teachers are divided into two
Year level teaching teams of ten. These meet regularly together as a Middle School team
and, on occasions, both formally and informally, as Year level teams. The meetings have
various foci, including administration, curriculum, pedagogy and student welfare. The
researcher participated in the case study with eight of the ten teachers comprising the Year 8
teaching team, in two focus group interviews. This provided insights into how the school and
the group functioned and, more importantly, valuable experience of ways to engage the group

in discussion.
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However, while the group was used to working together and discussing ideas, it was
more accustomed to the researcher as the team’s leader, rather than as researcher, which may
have impacted on the group’s responses. Similarly, the student participants may have found
difficulty discriminating between the dual roles of Director of Middle School and researcher.
Thus, because of this already existing relationship, the student participants’ comments may

have been more reserved and/or less descriptive than may have otherwise been the case.

2.6 Conclusion

In this chapter, four considerations, which contribute to the context of the research, are
addressed: the Catholic school since Vatican Il; the background of the research case study
school; an understanding of boys’ learning; and clarification of the researcher’s role in the
case study school and his involvement in the study. Informed by these four considerations,
and given the purpose of this particular study, a review of literature on organisational
leadership, Christian leadership, leadership in a Catholic school and boys’ academic

motivation is presented in Chapter 3.
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CHAPTER 3

LITERATURE REVIEW

3.1 Introduction

Since the purpose of this research is to explore the relationship between
teacher leadership and boys’ academic motivation in the Year 8 classroom at a
Catholic school, it seemed necessary to examine the literature in four areas. These
were (i) the general field of organisational leadership, (ii) Christian leadership and
leadership in a Catholic school, (iii) teacher leadership, and (iv) motivation generally

and boys’ academic motivation.

In this chapter, the literature on organisational leadership examines five
leadership practices and ten commitments to leadership that provide a framework for
understanding and discussing effective leaders and leadership (Kouzes & Posner,
2002). The literature on Christian leadership and leadership in a Catholic school is
centred on the leadership of Christ (Sofield & Kuhn, 1995), and the manner in which
it is embodied in the leadership approaches in Catholic schools (Benjamin, 2002;
McLaughlin, 2001). The literature on teacher leadership helps to shape a notion that
the classroom is a small organisation where all teachers are leaders (Cheng, 1994;
Gardner, H., 2000a; Gardner, J., 1986; Leithwood & Riehl, 2003; Wilcox, 1997), and
where part of their leadership is to positively influence boys’ academic motivation
(Guisinger, 2002; Leithwood & Riehl, 2003). Literature on motivation generally and
boys’ academic motivation examines the dichotomy between intrinsic and extrinsic
motivation (Deci, Koestner, Ryan & Cameron, 2001; Dev, 1997; Hanson, 1998;
Samson & Challis, 1999; Scherer, 1999; Shia, 1998), defines boys’ academic

motivation (Brown & Keith, 1998), and outlines various aspects of teacher leadership
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that influence boys’ academic motivation in the classroom (Goleman, 1996; Houser &

Frymier, 2000; Kerssen-Griep, 2001; Otero, 2000). The structure of the remainder of

the literature review is outlined in Table.3.1.

Table.3.1 The structure of the literature review
3.2 Conceptual Framework

3.3 Organisational leadership
e Model the way

e Inspire a shared vision

e Challenge the process

e Empower others to act

e Encourage the heart

e Be credible

3.4 Summary

3.5 Christian leadership and leadership in a Catholic school
e Christian leadership
e Leadership in a Catholic school

3.6 Summary

3.7 Teacher leadership

e Teachers as leaders

e Teachers as leaders in the classroom organisation
e Teacher leadership and boys’ academic motivation

3.8 Summary

3.9 Motivation and boys’ academic motivation

e The intrinsic/extrinsic dichotomy

e Boys’ academic motivation - implications for this study

e Developing boys’ academic motivation

e The impact of high school transition on boys’ academic motivation

3.10 Summary

3.11 Conclusion
e Characteristics
e Implications for this research
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3.2 Conceptual Framework

The four themes, (i) organisational leadership, (ii) Christian leadership and
leadership in a Catholic school, (iii) teacher leadership, and (iv) motivation and boys’
academic motivation, are all connected. Together, they form the conceptual
framework that supports this exploration of the relationship between teacher
leadership and boys’ academic motivation in the Year 8 classroom at a Catholic

school.

The literature on organisational leadership outlines major developments in the
field and provides a model for conceptualising leadership in this study. The literature
on Christian leadership and leadership in a Catholic school helps to locate the study
within its context, and creates a platform on which to build a notion of teacher
leadership in a Catholic school. The literature on teacher leadership then attempts to
generate a rationale for categorising all teachers as leaders in their classrooms, and
identifies a link between leadership and boys’ academic motivation. Finally, the
literature on motivation and boys’ academic motivation further develops this link and
addresses aspects of teacher leadership that influence boys’ academic motivation in
the classroom. These themes, as well as their relationship to each other and to the

research topic, are outlined in Figure. 3.1.
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Fig.3.1 Conceptual framework of the literature
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“Leadership is one of the most observed and least understood phenomena on

earth” (Burns, 1978, p.2). Terry (1993) refers to it as an enigma, and believes that

constant efforts over many decades to define leadership have merely generated a set

of contradictions. He summarises some of these contrasting views as follows:

Some theorists believe that leadership is inherently unethical; others, inherently

ethical. Some view leadership as clearly distinct from management and

expertise; others view the difference as at best blurred and, on reflection, not

important. Some believe leadership can be taught; others say it is caught.

Some rest their definitions on traits, others on situations, organizations or

politics. (p.8)
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Because of the complexity of leadership, there is no single definition (Yukl,
cited in Leithwood & Duke, 1999, p.45). However, two essential questions persist:
“what exactly is leadership, and how can we come to understand it better?”” (Richmon
& Allison, 2003, p.32). In order to do so, it seems useful to consider some of the

major developments that have occurred in the field over time.

Early leadership research focused on the ‘great man’ theory (Stogdill, 1974).
That is, some people were simply born to lead or, put another way; only a few ‘great’
people were capable of leading others to greatness (Kouzes & Posner, 2002). This
evoked interest in ‘trait’ theory (Yukl, 1998), where leaders had various traits that set
them apart from others, and ‘behavioural’ theory (Hallinger & Hausman, 1987),

where leadership was defined as a set of behaviours.

These proved inconclusive, leading to other characterisations. These included
‘situational’ leadership (Yukl, 1998), which was an approach that depended upon the
situation the leader confronted, an examination of the various ‘styles’ that leaders
employed (Stodgill, 1974), *‘moral’ leadership (Sergiovanni, 1992) and ‘authentic’
leadership (Terry, 1993), where the combination of ethics, authenticity and spirituality
is paramount. It led also to approaches such as ‘exchange’ leadership (Yukl, 1998) or
‘transactional’ leadership (Sergiovanni & Starratt, 1993), which required
“compromising among leaders and followers” (Schultz, 2001, p.6). The notion of
‘exchange’ was further explored in particular theories, such as ‘transformational’
leadership (Burns, 1978), where leaders are able to transform groups “in ethically and
morally uplifting ways” (Schultz, 2001, p.7), and ‘servant’ leadership (Greenleaf,

1977), which calls leaders to serve the groups they lead.
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In order to make sense of these and other views of leadership, Richmon and
Allison (2003) created “three broad theoretical approaches to understanding
leadership” (p.43). In their view, “leadership is understood either (sic) as a function
of the individual, as a function of the interaction between individuals or as a function
of the situation which may or may not be located within a formal organisation” (p.43).
These categories are a useful means of drawing together some of the literature, but in
highlighting the fact that leadership theories favour one quality over another, they also

reinforce the complexities of leading and leadership.

Because of the complex and sometimes confusing nature of the topic of
leadership, for the purposes of this study, the model of leadership developed by
Kouzes & Posner (2002) has been adopted. Kouzes and Posner (2002) argued that
five leadership practices, ten commitments and the notion of credibility emerge from
the many theories of organisational leadership, as the fundamental principles of
effective leadership. These principles provide a framework and background for

conceptualising and discussing leadership in this study.

The five practices, ten commitments and four elements of credibility are now

discussed.

3.3.1 Model the way: find your voice by clarifying your personal values, and set
the example by aligning your actions with shared values

For leaders to be successful, they must model the type of behaviour that they
expect from others (Kouzes & Posner, 2002). Inextricably linked with this, are the
notions of ‘walking the talk’ and consistently connecting what is done to what is said,
and what is said to what is done (Kouzes & Posner, 2002). Kouzes and Posner (2002)

believe that leadership is continually evolving and can, and should, be improved. To
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this end, leaders need to be constantly aware of ways to set the example, and to ensure
that their actions articulate not only their own values but also those that are shared by
their followers. To do this effectively, they must first know what they believe.

Kouzes and Posner (2002) refer to this as clarifying personal values.

These personal values are the principles by which decisions are made and
actions taken. They need to be clearly articulated and transparent, because it is only
by remaining true to these principles that leaders are authentic. Kouzes and Posner
(2002) define authentic leadership as “leading others according to the principles that
matter most to you” (p.52). It requires leaders “to be true and real to themselves, and
in the world” (Terry, 1993, p.151), and it is authenticity that ultimately guides actions.
Terry (1993) continues:

Authenticity informs and directs actions; action grounds authenticity in life.
The abstract and the concrete are joined in authentic action. Without
authenticity, action drifts. Without action, authenticity remains idle conjecture

and wishful thinking. (p.138)

Leaders do not do this in isolation. To lead people from ‘what I believe’ to
‘what we believe’, leaders must recognise that they are involved in a partnership, and
that they too are called to serve (Greenleaf, 1977). The concept of servant leadership
Is a critical aspect of “‘modelling the way’ because it incorporates commitment to other
people, as well as a vision built upon shared values that can encourage other people
within the organisation to be servants themselves (Greenleaf, 1977; Kouzes & Posner,
2002). Ultimately, service and a commitment to shared values promote a common
language, enable leaders to “build on agreement” (Kouzes & Posner, 2002, p.78), and

benefit both the individuals within the organisation, and the organisation itself.
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3.3.2 Inspire a shared vision: envision the future and enlist others

One of the most important leadership practices is to ‘dream’. Leaders need to
imagine an exciting future for the organisation, and then lead the organisation towards
that dream. However, this is not a sole journey: all people within the organisation

need to share the vision (Kouzes & Posner, 2002; Treston, 1994).

A vision enables everyone to see more clearly where the organisation is
heading, and gives focus and meaning to what people do. Duignan (1997) contends
that it allows people to “focus on the bigger picture while helping them understand
and appreciate their role in bringing it about” (p.6). When all in the organisation
share the vision, people are able to “move beyond focusing on self, skills and

techniques to a more holistic appreciation of organisation and work” (p.6).

According to Kouzes and Posner (2002), to move from *‘my vision’ to ‘our
vision’, leaders need to “communicate their hopes and dreams so that others clearly
understand and accept them as their own” (p.159). This can be achieved by adhering,
as closely as possible, to the following action steps: (a) get to know your constituents,
(b) find the common ground, (c) draft a collective vision statement, (d) expand your
communication skills, (e) breathe life into your vision, (f) speak from the heart, (g)
listen first and often, and (h) “hang out” (Kouzes & Posner, 2002, p.170). These steps
can make it possible for leaders to generate enthusiasm and motivation amongst
members of the organisation, and gain from them a commitment towards a common

purpose.
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3.3.3 Challenge the process: search for opportunities to improve, generate small
wins and learn from mistakes

“Leaders venture out. Not one person claimed to have achieved a personal
best by keeping things the same” (Kouzes & Posner, 2002, pp.16-17). Within Kouzes
and Posner’s model, leaders seek to change and improve organisations, often by
listening to others and by supporting their ideas. They are aware of the risks, yet they
continue the search anyway, usually by plotting various steps along the way that
provide opportunities to celebrate small wins. Just as significantly, leaders learn from
their mistakes, so that they are not repeated. In other words, leaders seek to transform

organisations.

Transformational leadership often incorporates four qualities: charisma,
inspiration, intellectual stimulation and individualised consideration (Dubrin &
Dalglish, 2003). The aim of transformational leadership is to move people beyond
their self-interests for the good of the organisation (Bass, 1997), by:

e Appealing to followers’ values and their sense of higher purpose.
Transformational leaders articulate the problems in the current system and
have a compelling vision of what a new society or organisation could be.
This new vision is linked to both the leader’s and the followers’ values.

e Reframing issues so that they are aligned with the leader’s vision and the
followers’ values.

e Operating at a higher stage of moral development than their followers.
Their vision often appeals to the followers’ end values. End values are the
ideals by which a society or organisation should strive to live, and include

justice, freedom, equality. (Dubrin & Dalglish, 2003, p.76)
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Bass and Stedimeier (1998) add to the discourse about transformational
leadership, suggesting that the “best of leadership is both transformational and
transactional” (p.3). Transactional leadership includes contingent reinforcement.

Followers are motivated by the leaders’ promises, praise and reward. Or, they
are corrected by negative feedback, reproof, threats, or disciplinary actions. The
leaders react to whether the followers carry out what the leaders and followers
have ‘transacted’ to do. (Bass & Stedlmeier, 1998, p.2)
While there is a tendency to differentiate between transformational and transactional
leaders, Bass and Stedlmeier (1998) contend that most leaders portray “a range of
leadership that includes both transformational and transactional factors. However,
those we call transformational do much more of the transformational than the
transactional” (p.3). This view complements that of Waldman, Bass and Yammarino
(1990), who argue that “transformational leadership augments the effectiveness of

transactional leadership; it does not replace it” (p.384).

However, certain authors (English, 2000; Gronn, 2003) have identified
concerns about transformational leadership. English (2000) argues that the
relationship between leader and followers is best conceptualised as “leader does to
them and for them, never with them as co equals” (p.17), a notion referred to by
Gronn (2003) as heroic individualism.

A corollary of transformation in the field of leadership is the notion that a hero
figure will “turn around’ a poorly performing or under performing organisation.
This popular shorthand rhetoric attests to the presumed potency of individually

focused, transformational style leadership. (p.17)
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In the case of the UK Government’s Fresh Start scheme for failing schools, the
increasing number of resignations by Principals charged with the responsibility of
improving schools infers that “transformational heroism may well have outreached its

capacity to deliver on the officially sanctioned expectations” (Gronn, 2003, p.17).

Nevertheless, Kouzes and Posner (2002) view transformation as an important

part of leadership. “Leaders don’t have to change history, but they do have to make a
change in *business as usual’” (p.194). Thus, by experimenting with various ideas,
effective leaders actively seek change, and embrace failure.

Leaders guide and channel the often-frenetic human motion of change toward

some end. When things seem to be falling apart, leaders show us the exciting

new world we can create from the pieces. Out of the uncertainty and chaos of

change, leaders rise up and articulate a new image of the future that pulls the

organisation together. (p.224)

By adopting and advancing the attitude that failure is something that is a
necessary part of success, leaders can turn the stress and angst of transformation into
an adventure, and ultimately create an environment in which followers can become

leaders themselves (Kouzes & Posner, 2002).

3.3.4 Enable others to act: foster collaboration by promoting cooperative goals
and building trust, and strengthen others by sharing power and discretion

Leadership is a team effort (Kouzes & Posner, 2002). In order for dreams to
be realised, leaders must engage everybody in their organisation in a positive manner.
This is possible if leaders encourage collaboration, build trust and empower their
constituents. Collaboration “is the critical competency for achieving and sustaining
high performance” (Kouzes & Posner, 2002, p.242) and in today’s technologically
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advanced world, it underpins organisational success (Kouzes & Posner, 2002).
Collaboration, with its basis in the “identification, release and union” (Sofield &
Juliano, 1995, p.11) of people’s talents, is also an integral component of Christian

leadership (Sofield & Juliano, 1995; Sofield & Kuhn, 1995).

At the core of collaboration is trust. “Trust involves people’s performance in
fulfilling obligations and commitments...acting with integrity...being honest in one’s
words and consistent in one’s actions...and demonstrating concern for others” (Shaw,
1997, pp.30-32). It is not something that leaders can leave to chance: they must
actively seek to create a climate of trust (Kouzes & Posner, 2002). This is possible by
trusting others, being open to influence, making one’s self vulnerable and listening to
people’s needs and desires (Kouzes & Posner, 2002). Ultimately, this leads to
interdependent relationships within the organisation and helps to empower

constituents, enabling them to take the lead in certain initiatives.

3.3.5 Encourage the heart: recognise contributions by showing appreciation for
individual excellence, and celebrate the values and victories by creating a spirit
of community
Leaders must show appreciation for the contributions that people make to the

organisation by linking rewards with performance. Kouzes and Posner (2002) argue
that leaders need to make the following commitments when it comes to recognising
the excellence of individuals:

e Be creative about rewards

e Make recognition public

e Provide feedback en route

e Be aPygmalion

e Foster positive expectations
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e Make the recognition presentation meaningful
e Find people who are doing things right

e Don’t be stingy about saying thank you (p.349).

It is essential for leaders, however, to ensure that each of these is supported by
genuine care and respect for an individual’s work, so that individuals realise that their
efforts are appreciated. This way, success depends on the efforts of many, rather than
just a few. Inevitably, this builds team spirit and a sense of community, and generates

a means by which the organisation can achieve its vision (Kouzes & Posner, 2002)

3.3.6 Credibility is the foundation of leadership

Leadership is primarily about the relationship “between those who aspire to
lead and those who choose to follow” (Kouzes & Posner, 2002, p.23). The practices
and commitments outlined by Kouzes and Posner (2002) must be accompanied by the
following four characteristics for the leader to be successful: honesty, competence,
inspiration, and an ability to look forward (p.24), which together are referred to as
credibility, which is the “foundation of leadership” (p.32). Credibility is defined
simply as “do what you say you will do” (Kouzes & Posner, 2002, p.38), which links
directly to the practice of modelling the way. Essentially, credibility, or modelling the
way, positively influences followers’ attitudes and increases loyalty both inside and

outside the organisation.

3.4 Summary
The review of the literature on organisational leadership focused extensively
on the five practices and ten commitments to leadership (Kouzes & Posner, 2002).

These five practices and ten commitments incorporate modelling the way through
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authentic behaviour (Terry, 1993), inspiring a shared vision, and challenging the
process through a notion of transformational leadership characterised by four factors:
charisma, inspiration, intellectual stimulation and individual consideration (Dubrin &
Dalglish, 2003). The importance of enabling others to act through collaboration
(Sofield & Juliano, 1995), trust (Shaw, 1997) and empowerment, and encouraging the
heart by recognising excellence and fostering community are also conveyed. Finally,

the significance of credibility to leadership practice is acknowledged.

The literature on organisational leadership appears relevant to this research
because it provides a framework for understanding and discussing leadership,
especially the notions of authentic and transformational leadership, the importance of
a shared vision, collaboration, trust and empowerment, and the benefits of rewarding
excellence and developing community. These issues will be further explored in this

study.

3.5 Christian Leadership and Leadership in a Catholic School

The five practices and ten commitments to leadership (Kouzes & Posner,
2002) create a background understanding of leadership that informs this research.
Since the aim of the study is to explore teacher leadership within a Catholic school,
where “Jesus is the indispensable model for Christian leaders” (Sofield & Kuhn,
1995, p.33), it is necessary to examine leadership as modelled by Jesus, both for
Christian leaders in general, and leaders in a Catholic school in particular. The

notions of Christian leadership and leadership in a Catholic school are now addressed.
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3.5.1 Christian leadership

Jesus is the model upon which Christian leadership is based. His life, actions
and teachings speak “to all believers who serve as leaders; (they) shape the way in
which they understand their roles and act as people who can transform the world”
(Sofield & Kuhn, 1995, p.33, brackets added). According to Sofield and Kuhn
(1995), what separates the Jesus model of leadership from others is “his all-abiding

and foundational belief in God’s love” (p.33).

Loughlan Sofield is an internationally recognised author on ministry and
personal development. He co-authored the book, The Collaborative Leader with
Donald Kuhn, a specialist in leadership development. In Cieslak’s (2003) paper, ‘An
Overview of Leadership’, in which he compares “the thoughts of two experts - one
writing from a secular viewpoint and the other writing from a religious perspective”
(p.1), Cieslak (2003) refers to Sofield and Kuhn (1995) as “experts” (p.1) on
leadership from a religious perspective. In particular, Cieslak (2003) makes reference
to Sofield and Kuhn’s (1995) “list (of) the characteristics that a good leader should
have” (Cieslak, 2003, p.1, brackets added), which offers a clear model of Christian

leadership.

In fact, Sofield and Kuhn (1995) present two models of Christian leadership
for leaders to follow. The first is a model of Jesus’ leadership, while the second is a
model of Christian leadership. The models provide a useful basis for understanding

and discussing Christian leadership in this research.

Sofield and Kuhn’s (1995) model of Jesus’ leadership, based on His life and

teachings, entails eleven “characteristics and behaviours” (p.34). Jesus was: “a
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listener; responsible in a loving way to what he heard; a creator of vision; authentic;
compassionate; forgiving; straight forward; generative; inclusive; empowering; and a

person of integrity” (pp.34-36).

“Christian leadership is essentially living as Jesus did” (Sofield & Kuhn, 1995,
p.36). Heisler (2003) believes that this entails three things: “commitment to a cause
or goal, the personal character of the leader, and the extent to which the leader has
real compassion for his or her followers” (p.1). Jesus’ commitment to the mission of
human redemption given to him by his Father is the perfect example of passionate
application to a cause. Similarly, Jesus’ own strength of character, through his
uncompromising integrity and denunciation of ‘hypocrites’, reinforces the notion that
effective leaders need character and credibility (Heisler, 2003; Kouzes & Posner,
2002). Thirdly, the many examples of Jesus’ compassion throughout the gospels
provide a guide for Christian leaders. Sofield and Kuhn (1995) refer to Jesus’
commitment to other people in this manner: “His whole life was characterised by
compassionate responses to those who experience pain of mind, body, or soul” (p.35).
Sofield and Kuhn’s (1995) model for Christian leadership also detailed similar
characteristics. Christian leaders:
listen; establish a vision; respond to the alienated and marginated; expand the
concept of ministry; collaborate; support the gifts and ministries of the laity;
respond to the needs of the Christian community; support the influencers of
values; are people of integrity; are generative; are compassionate; and
communicate hope and joy. (pp.37-39).

The models of Jesus’ leadership and Christian leadership are illustrated in Figure.3.2.
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Fig.3.2 Jesus’ leadership and Christian leadership
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3.5.2 Leadership in a Catholic school

“The mission of the Church has ultimately to be the same mission of Jesus”

(McLaughlin, 2001, p.2). Since Catholic schools exist to promote the Church’s

mission (McLaughlin, 2001), then leadership within a Catholic school aims to

embody the Jesus model, which Benjamin (2002) contends, “radically determines

how leaders in Catholic schools shape and influence learning in their schools” (p.83).

Such leadership incorporates authenticity (Duignan, 2002), transformation (Treston,

1998), service (McLaughlin, 2001) and community (McLaughlin, 2001), which

together form a notion of leadership in a Catholic school that informs this study.
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Authentic leadership (Duignan, 2002), is “based on personal integrity and
credibility, trusting relationships and commitment to ethical and moral action”
(p.175), and is a key leadership principle within Catholic schools. It is closely related
to spiritual leadership, or the “reaffirming (of) enduring core values such as respect
for the individual, tolerance of divergence, high personal conduct and commitment to
renewal” (Duignan, 1997, p.2), whose development rests very much with leaders of
Catholic schools. Spirituality is a characteristic of all of humanity (McLaughlin,

2001), and is inextricably linked with the vision of Catholic education.

The relational and community aspects of Catholic schools naturally lend
themselves to transformational leadership (McLaughlin, 2001), which is a necessary
part of Catholic education (Kelly, 2002; McLaughlin, 2001; Treston, 1998). Mulligan
(1994) states: “To be the conduit of the Church’s social teaching, to propose a critical
education with the purpose of transforming society - this is an authentic and credible

raison d’etre for Catholic education” (p.78).

Service is an essential element of leadership within the Catholic school
(McLaughlin, 2001), as it embodies the leadership of Christ: “For the Son of Man
himself did not come to be served but to serve” (Mark 10: 44). Benjamin (2002)
argues that “the Catholic leader is one who ministers to others in a spirit of service,
draws inspiration and strength from Christ, is able to share that inspiration with

colleagues and draw them into active cooperation” (p.82).

Finally, the relational nature of leadership (Kouzes & Posner, 2002) and the
sense of community that prevails in Catholic education (Congregation for Catholic

Education, 1998), demand a communal approach to leadership. While individual
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roles within the school should be respected, “the community dimension should be
fostered” (Congregation for Catholic Education, 1998, p.20) above all else. Catholic
schools are essentially organisations for relationships (Duignan, 1998) and as such,

leadership should be empowering and participatory (Benjamin, 2002).

3.6 Summary
The literature on Christian leadership and leadership in a Catholic school
focused primarily on the leadership model that Jesus provides and its relevance to
leadership in Catholic schools (Benjamin, 2002; McLaughlin, 2001). Christian
leaders are called to:
listen; establish a vision; respond to the alienated and marginated; expand the
concept of ministry; collaborate; support the gifts and ministries of the laity;
respond to the needs of the Christian community; support the influencers of
values; be people of integrity; be generative; be compassionate; and

communicate hope and joy. (Sofield & Kuhn, 1995, pp.37-39).

The leadership in Catholic schools is inspired and shaped by the life and teachings of
Jesus, and the traits of Christian leadership. It is described as authentic (Duignan,
2002; McLaughlin, 2001), transformational (Mulligan, 1994; Treston, 1998), servant

(Benjamin, 2002), and communal (Congregation for Catholic Education, 1998).

The scholarly literature on Christian leadership and leadership in Catholic
schools is significant to this research, as it locates the study within its context, and
creates a platform on which to build a notion of teacher leadership in a Catholic

school, where all teachers are perceived to be leaders.

56



3.7 Teacher Leadership

The third, and pivotal, theme that informs this exploration is teacher
leadership. Despite Crowther’s (1996) lament that “no matter how significant (the)
work (of teachers) may be in our communities and in our way of life, they are unlikely
to be construed as leaders” (p.2), teacher leadership is now an area of interest to
researchers, principals and teachers. This increased interest has coincided with recent
attempts to move on from the ideology of authority-based leadership (Crowther, Hann
& Andrews, 2002). The notion of teacher leadership as it is defined in the literature is
outlined in this section (Barth, 2001; Gullatt, 1995; Harris & Muijs, 2002;
Katzenmeyer & Moller, 2001), and the concept of teacher leadership in the classroom
is discussed (Cheng, 1994; Gardner, H., 2000a; Gardner, J., 1986; Guisinger, 2002).
The critical link between teacher leadership in the classroom and its influence on
academic motivation is also identified (Guisinger, 2002; Leithwood & Riehl, 2003).
While the literature suggests that there are recent studies in the area of teacher
leadership, the idea of teacher leadership in the classroom seems to be understudied.
Similarly, its relationship to academic motivation also seems to be a lacuna in the

literature.

3.7.1 Teachers as leaders

Currently, a dichotomy is evident in the literature on teacher leadership. Some
commentators suggest that an integral element of teacher leadership is out of class
involvement as leaders of other teachers, of curriculum, of learning, or even in
developing budgets (Barth, 2001; Gullatt, 1995; Harris & Muijs, 2002; Katzenmeyer
& Moller, 2001). Consequently, this infers that the title of teacher leader applies to
only some teachers (Lieberman, Saxl & Miles, 2000). Others contend that the term

‘teacher’ is synonymous with ‘leader’, and that classrooms are small organisations in
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which every teacher is a leader (Cheng, 1994; Gardner, H., 2000a; Gardner, J., 1986;

Guisinger, 2002).

Harris and Muijs (2002) believe that teacher leadership incorporates three
main areas: the leadership of other teachers; the leadership of developmental tasks
that are fundamental to improved learning and teaching; and the leadership of
pedagogy through the formulation and modelling of effective forms of teaching. They
suggest that “teacher leaders lead within and beyond the classroom, they identify and
contribute to a community of teachers and influence others towards improved
educational practice” (p.2). Leithwood and Riehl (2003), and Crowther, Hann and
Andrews (2002) identify with this description, and argue that service to the profession
and to other teachers, collaboration with other teachers and the formation of a shared
vision are critical aspects of teacher leadership. Teacher leaders need to “work
effectively as members of instructional teams” (Gullatt, 1995, p.1) and “share and
possess qualities of leadership in the school” (Lieberman et al, 2000, p.16). As far as
Lieberman, Saxl and Miles (2000) are concerned, “synonyms for teacher leader are

‘effective teacher’, ‘good teacher’, and ‘role model’” (p.16).

The tendency to discern between ‘teacher as leader’” and ‘teacher’, based on
qualifiers such as ‘good’ and “effective’ (Crowther, 1996; Gullatt, 1995; Lieberman et
al, 2000), is at the heart of the dichotomy evident in the literature. Elements of this
can be traced to Crowther’s (1996) groundbreaking address on the position of teacher
leadership in the field of educational leadership, which clearly differentiated between
teachers and teacher leaders. In attempting to account for the under representation of
teacher leadership in literature in the field of leadership, Crowther (1996) offers the

following two reasons. First, educational administration theorists may have failed “to
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recognise the full leadership dimensions of the work of some classroom teachers”
(p.7) and second, “the outstanding professionals themselves” may have insisted “that
their prime interest (was) not to lead, not to manage, but to teach” (p.7, emphases
added). Crowther’s (1996) references to ‘some classroom teachers’ and ‘outstanding
professionals’ intimate that only some teachers — namely those who are ‘outstanding’

- are leaders.

As such, the use of adjectives like ‘some’, ‘outstanding’, ‘effective’ and
‘good’ (Crowther, 1996; Lieberman et al, 2000) in definitions of teacher leaders
naturally infers that not all teachers are leaders, because not all teachers are effective
or good. Similarly, the inclusion of the notion of leading beyond the classroom
(Katzenmeyer & Moller, 2001) in any definition suggests that those teachers who do
not lead beyond the classroom are not leaders in any sense. Authors such as Crowther
(1996), Lieberman, Saxl and Miles (2000), and Katzenmeyer and Moller (2001)

inadvertently raise the question, what is the difference between a teacher and a leader?

Gardner’s (1986) reflection on leadership indicates that there is no difference.
“Leading and teaching are often synonymous. Both the teacher and the leader exert
influence and create inspiration in their followers” (p.16). Since “leadership is the
process of persuasion or example by which an individual (or leadership team) induces
a group to pursue objectives held by the leader, or shared by the leader and his or her
followers” (Gardner, 2000a, p.16), all teachers are leaders, at least in their respective
classrooms. The potential to persuade that teachers posses, infers that ‘teacher’ and
‘leader’ are synonymous (Gardner, 1986; Guisinger, 2002), although ‘teacher’ is not
necessarily synonymous with “effective leader’ or ‘good leader’, as these qualifiers

are dependent upon other factors.
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It is interesting to note that some teachers themselves may not be aware that
the work they are doing is actually leadership (Crowther, 1996). “Perhaps some of
the teachers with whom we work are already exercising leadership in ways that
confirm the integrity of important cultural values, even if we haven’t recognised that

leadership and perhaps they haven’t either” (p.7).

By referring to the work of several teachers, Crowther (1996) offers a link
between the work of classroom teachers and that of leaders in organisations, and
identifies, in particular, three theories of organisational leadership that are applicable
to teacher leadership. These are: transformational, educative and strategic leadership.
More specifically, Crowther (1996) suggests that teacher leaders:

e Show commitment to values and to making a better world

e Enjoy levels of trust in their communities

e Are dependable

e Treat others with dignity and respect

e Are confident and enthusiastic

e Are confident, assertive and proactive communicators and are able
to develop relationships

e Are enthusiastic and optimistic. (pp.5-6)

This link is strengthened when the classroom is examined as a small
organisation, “where the teacher is often assumed to be the leader and students the
followers” (Cheng, 1994, p.1). In adopting this view, it is possible to shape a notion

that leadership is inclusive of all classroom teachers.
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3.7.2 Teachers as leaders in the classroom organisation

The classroom is an organisation (Cheng, 1994) or *“a group of learners”
(Wilcox, 1997, p.1), where the teacher is the leader (Cheng, 1994; Guisinger, 2002) or
the leading learner (Groome, 1998). Cheng (1994) states that “a class of students and
their (leader) are in nature a small organisation that may be studied and managed by

theories of organisation and management” (p.7, brackets added).

In any learning group, there are “at least two basic objectives: to complete
learning tasks, and to maintain positive and effective relationships among group
members” (Wilcox, 1997, p.1). Leadership within a group has two functions: to
“provide direction and exercise influence” (Leithwood & Riehl, 2003, p.2). It
requires: “flexible behaviour; the ability to diagnose what behaviours are needed at a
particular time in order for the group to function most efficiently; and the ability to
fulfil these behaviours or get other members to fulfil them” (Wilcox, 1997, p.1). This
leadership invariably falls upon the teacher, whose actions help the group to achieve
its goals (Leithwood & Riehl, 2003), and “maintain effective working relationships
among its members” (Wilcox, 1997, p.1). This requires the teacher to be trustworthy
and authentic (Houser & Frymier, 2000; Younger & Warrington, 1999). Inextricably
linked with this, is the teacher leader’s ability to positively influence boys’ academic

motivation.

3.7.3 Teacher leadership and boys’ academic motivation in the classroom
Establishing the conditions that help positively influence boys’ academic

motivation is a necessary part of leadership (Leithwood & Riehl, 2003). Guisinger

(2002) suggests that to be effective leaders, teachers must “create a good learning

environment, empower their students, maintain classroom discipline, and motivate
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students” (p.iv, emphasis added). This can be best achieved by teachers and students
working together to create a shared sense of purpose and direction, particularly in
terms of “student learning, including both the development of academic knowledge
and skills and the learning of important values and dispositions” (Leithwood & Riehl,

2003, p.2).

Fundamental to improving boys’ academic motivation is the belief that boys’
willingness to learn increases when their interest increases (Brown & Keith, 1998;
Scherer, 1999). This can also be achieved through the use of extrinsic methods
(Conger, 1999), although their long-term effect on intrinsic motivation is felt to be
problematic (Gardner, 2000b). This debate is expanded upon in the fourth theme,
where a specific definition of academic motivation is also presented, to help to

sharpen the focus of the study.

Because of the significance of leadership in illuminating the research problem,
the following questions evolved as a focus for the research.
e What do Year 8 teachers and students understand by the concept of
teacher leadership in the classroom?
e How do Year 8 teachers, in their role as classroom leaders,

positively influence boys’ academic motivation?

3.8 Summary
The literature on teacher leadership highlighted two contrary views. Some
scholars believe that only those teachers who are ‘good’ or “effective’ and lead

outside of the classroom are leaders (Barth, 2001; Gullatt, 1995; Harris & Muijs,
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2002; Katzenmeyer & Moller, 2001), while others argue that ‘teacher’ and leader’ are
synonymous, and the classroom is an organisation in which all teachers are leaders
(Cheng, 1994; Gardner, H., 2000a; Gardner, J., 1986; Guisinger, 2002). Irrespective
of the dichotomy, teacher leaders need to serve others, collaborate and develop a
shared vision, whether it is with other teachers or with their students in the classroom,
or both (Crowther et al, 2002; Leithwood & Riehl, 2003). Studies of group leadership
generate the view that the classroom is a small organisation where leadership can be
transforming, educative, strategic, authentic and communal (Crowther, 1996; Houser
& Frymier, 2000; Leithwood & Riehl, 2003; Younger & Warrington, 1999). The
studies of group leadership also help to shape a notion that leadership is inclusive of
all teachers (Cheng, 1994; Leithwood & Riehl, 2003; Wilcox, 1997). Finally, the
concept is raised that an element of teacher leadership is creating and contributing to
an environment that positively influences academic motivation (Guisinger, 2002;

Leithwood & Riehl, 2003).

The literature on teacher leadership is significant to this research in several
ways. First, the literature establishes the understanding that the classroom is an
organisation in which all teachers are leaders (Cheng, 1994; Gardner, H., 2000a;
Gardner, J., 1986; Guisinger, 2002). Second, the literature highlights that teacher
leadership can include the following characteristics: service, collaboration, vision,
transformation, education, strategy, authenticity and community (Crowther, 1996;
Guisinger, 2002; Houser & Frymier, 2000; Leithwood & Riehl, 2003; Wilcox, 1997;
Younger & Warrington, 1999). Third, a link is developed between classroom
leadership and boys’ academic motivation (Guisinger, 2002; Leithwood & Riehl,

2003) that will be explored in this study. Thus, a more thorough understanding of
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motivation in general and academic motivation in particular, seems necessary.

Literature on motivation and academic motivation is now examined.

3.9 Motivation and Academic Motivation

In this study, the relationship between teacher leadership and boys’ academic
motivation in the Year 8 classroom at a Catholic school is referred to as that ‘magic’
connection between a teacher as leader and a student that inspires him to want to
learn. In order to explore this relationship, or “‘magic’ connection, it is necessary to
review the literature on motivation and academic motivation. Firstly, the dichotomy
between intrinsic and extrinsic motivation is explained (Deci, 1971; Deci et al, 2001;
Hanson, 1998; Scherer, 1999; Wentzel, 1997). Secondly, the notion of academic
motivation, which is an integral part of this study, is outlined (Brown & Keith, 1998;
Vallance, 2002; Wentzel, 1998). Thirdly, aspects of teacher leadership that influence
boys’ academic motivation in the classroom are raised (Houser & Frymier, 2000;
Lillico, 1998; Otero, 2000; Younger & Warrington, 1999), and finally, the impact of
high school transition on boys’ academic motivation is discussed (Eccles & Midgley,

1989; Maehr & Midgley, 1991; Simmons & Blyth, 1987).

3.9.1 The intrinsic/extrinsic dichotomy

Intrinsic motivation has been defined as “participation in an activity purely out
of curiosity...the desire to engage in an activity purely for the sake of
participating...(and) the desire to contribute” (Shia, 1998, p.2). Conversely, extrinsic
motivation “refers to motives that are outside and separate from the behaviours they
cause; the motive for the behaviour is not inherent or essential to the behaviour itself”

(Shia, 1998, p.2). Intrinsic motivation is evident when students engage in an activity
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for its own sake and not because of any extrinsic reward. Alternatively, extrinsic

motivation is evident when students complete tasks for a reward (Dev, 1997).

It is proposed that extrinsic rewards impact negatively on students’ academic
motivation (Deci et al, 2001; Scherer, 1999). Although rewards are designed to
positively stimulate motivation, they can, on occasion, undermine self-motivation and
persistence to learn (Deci et al, 2001). Gardner (cited in Scherer, 1999) agrees,
suggesting that extrinsic tools have only a short-term effect.

Some people use the word behaviourist to describe a regimen based on rewards
and punishment. I’m not one of the individuals who avoids rewards or
punishments in all cases; but grounding one’s teaching in such ‘schedules of

reinforcement’ can’t work in the long run. (p.2)

Instead, Gardner (cited in Scherer, 1999) proposes that classrooms that adopt a
constructivist approach to learning ultimately have the largest positive impact on
students’ academic motivation. A behaviourist class “focuses on the answers and
tries to shape responses until they resemble a prototype” (p.2). On some occasions,
and especially for some students, the correct answer - or the reward that invariably
comes with that answer - can help to increase intrinsic motivation, at least for a time.
However, it is not a suitable long-term prospect. Conversely, a constructivist
classroom encourages students to “continually try out ideas and practices for
themselves, (to) see where they work and where they prove inadequate” (p.2). By
creating an environment that allows students to think and construct their own models
of understanding, the constructivist classroom makes learning appear much more
enjoyable. Hence, it enables students to “come to learn because they have a desire to

learn, not because someone is giving them an A or an M and M” (Scherer, 1999, p.2).
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The alternative view is that extrinsic motivational tools, such as goal setting,
learning contracts, peer led activities and reward programmes, can have positive
effects on students’ academic motivation (Hanson, 1998; Wentzel, 1997). The key to
positively influencing academic motivation, particularly at the middle school level, is
for teachers to use extrinsic tools in conjunction with attempts to generate intrinsic
interest in the topics being studied, until students experience increased academic
motivation (Hanson, 1998). This can be achieved by simply creating a safe, caring
and comfortable classroom environment that enables students to have fun, to feel that

they belong, and to have some control over what they are doing (Wentzel, 1997).

Samson and Challis (1999) contend that incentives are essential to reward “the
attainment of specified goals to a satisfactory standard” (p.15), or students will not
cooperate to their full potential (Badaracco & Ellsworth, 1989). This is called a
“necessary transaction” (Conger, 1999, p.2) between leader and subordinate.

“Leaders not only structure activities and demonstrate concern for their subordinates.
They also put in place appropriate goals and incentives...as a transaction or exchange
between a leader and his or her subordinates” (p.2). Importantly, the student must feel
that the reward is commensurate with the effort that he or she has put in (Badaracco &
Ellsworth, 1989). Samson and Challis (1999) actively support the behaviourist view,
believing that positive behaviour must be reinforced, while “unacceptable behaviour
(should be) flushed out and (properly) managed” (p.15). Reinforcement should be
done openly, and in as many forms and for as many reasons as possible, so that a clear
culture can be established (Kouzes & Posner, 1999). Teachers as leaders should find
ways to reward every student - for completing homework, trying hard at band,
attending sports practice, or for positive actions, so as to reduce discipline

infringements and, eventually, to transform the culture of the school (Groome, 1998).
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3.9.2 Boys’ academic motivation - implications for this study

Academic motivation is the inclination or impetus to learn in the classroom
which, according to Vallance (2002), is a phenomenon generally accepted as “pivotal
and essential for successful learning” (p.1). “A child who is academically motivated
wants to learn, likes learning-related activities, and believes school is important”
(Brown & Keith, 1998, p.1). Consequently, for the purposes of this study, a boy who
demonstrates, or appears to possess, academic motivation is defined as one who
“want(s) to learn, like(s) learning-related activities, and believe(s) school is
important” (Brown & Keith, 1998, p.1, brackets added). In turn, this study attempts
to explore the ways in which Year 8 teachers, as leaders, positively influence boys’

academic motivation in the classroom.

Vallance (2002), in his research in a boys’ school, provides an insight into a
significant factor that positively influences boys’ academic motivation and, as such,
his research is relevant to this particular study. Vallance (2002) identified physicality
as an aspect of boys’ classroom learning that has a positive influence on academic
motivation. He contends:

It is clear that students like doing things rather than abstract learning. The
physical operations of learning are firmly bound into how students learn. Itis
further argued that the common cry of boys: ‘what is the use of this?” is part of

the appeal to relevance that physicality immediately satisfies. (p.10).

The influence of physicality on boys’ academic motivation will be further explored in

this research.
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3.9.3 Developing boys” academic motivation

Teachers as leaders must have highly developed communication skills that, in
turn, foster healthy relationships built on solid communication, and facilitate the
successful management of behaviour (Houser & Frymier, 2000; Lillico, 1998; Otero,
2000). Each of these traits positively influences boys’ academic motivation (Younger
& Warrington, 1999). Similarly, caring teacher leaders impact positively on boys’
academic motivation (Wentzel, 1997), as do those teachers who are enthusiastic and
motivated (Atkinson, 2000; Patrick, Hisley, & Kempler, 2000) and those who appear

friendly and relaxed (Younger & Warrington, 1999).

When teachers successfully use interpersonal communication activities that
address the immediate needs of their students, they encourage students’ active
involvement in learning and, consequently, positively influence their academic
motivation (Kerssen-Griep, 2001). Teachers as leaders can also impact positively on
boys’ academic motivation by incorporating strategies such as constructivism (Fullan,
1993; Groome, 1998; Rinne, 1998), empowerment (Bradford & Cohen, 1998;
Duignan, 1997; Loader, 1997), life-long learning (Gardner, 2000b; Smith, 1995) and
emotional intelligence (EQ) into students’ learning (Goleman, 1996). Furthermore,
boys’ academic motivation will be positively influenced if teacher leaders abandon a
compartmentalised approach to the curriculum and move more towards a curriculum
that is skill based (Scherer, 1999), where learning and doing (Binney & Williams,

1997) and learning and feeling (Goleman, 1996) are integrated.

68



3.9.4 The impact of high school transition on boys’ academic motivation

The transition from primary to middle or high schools often has a more
profound impact on student academic motivation than adolescence itself (Maehr &
Midgley, 1991). This is due mainly to a combination of changes in teaching strategies
or leadership methods between primary and middle or high schools, and the different
context and environment (Eccles & Midgley, 1989; Maehr & Midgley, 1991;
Simmons & Blyth, 1987). The ramifications of declining academic motivation after
transition into middle or high schools may continue for many years, and can have a
lasting effect on a student’s overall academic and social development (Maehr &
Midgley, 1989). Because secondary schooling in South Australia begins in Year 8,

this would seem to be the most pertinent year level to target in this research.

Because of the major relevancy of these issues in illuminating the research
problem, the following question evolved as a focus of the research.
e What aspects of teacher leadership influence boys’ academic

motivation?

3.10 Summary

The literature on motivation and academic motivation drew attention to the
dichotomy between intrinsic and extrinsic motivation (Shia, 1998). Intrinsic
motivation is evident when students engage in an activity for its own sake and not
because of any extrinsic reward, while extrinsic motivation occurs when students
complete tasks for a reward (Dev, 1997). This review established that, while some
theorists argue that extrinsic rewards impact negatively on students’ academic
motivation (Deci et al, 2001; Scherer, 1999), others believe that extrinsic motivational

tools can have positive effects on students’ academic motivation (Badaracco &
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Ellsworth, 1989; Hanson, 1998; Samson & Challis, 1999; Wentzel, 1997). Academic
motivation was defined and its significance to improved classroom learning was
explained (Brown & Keith, 1998; Vallance, 2002; Wentzel, 1997), and aspects of
teacher leadership influencing boys’ academic motivation were presented (Houser &
Frymier, 2000; Lillico, 1998; Otero, 2000; Younger & Warrington, 1999). Finally,
the review drew attention to the significant impact of high school transition on
academic motivation (Eccles & Midgley, 1989; Maehr & Midgley, 1991; Simmons &

Blyth, 1987).

The literature on motivation and academic motivation is significant in a
number of ways to this exploration of the relationship between teacher leadership and
boys’ academic motivation in the Year 8 classroom at a Catholic school. Initially, the
literature differentiates between intrinsic and extrinsic motivation and helps to
generate a definition of academic motivation. It then outlines aspects of teacher
leadership that influence boys’ academic motivation and makes explicit the impact of
high school transition on boys’ academic motivation. Finally, a rationale is generated
for centring this exploration of teacher leadership and boys’ academic motivation at

the Year 8 level.
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3.11 Conclusion

The four themes comprising this literature review are interrelated and,
together, form the conceptual framework of the literature (Figure. 3.1) underpinning
this exploration of the relationship between teacher leadership and boys’ academic
motivation in the Year 8 classroom at a Catholic school. Each is significant to the

research topic (summaries 3.4; 3.6; 3.8; 3.10).

The literature on organisational leadership provides a model for understanding
and discussing leadership in this study, especially the notions of authentic and
transformational leadership, the importance of shared vision, collaboration, trust and
empowerment, and the benefits of rewarding excellence and developing community.
The literature on Christian and Catholic school leadership generates a platform on
which to build a notion of teacher leadership in a Catholic school, and describes such
leadership as authentic, servant, transforming and communal. Thus, teacher
leadership literature generates a rationale for categorising all teachers as leaders in
their classrooms, and highlights the characteristics of this leadership, namely service,
collaboration, vision, transformation, education, strategy, authenticity and community.
The various characteristics of leadership evident in this study are outlined in Table

3.2.
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Table.3.2 Characteristics of leadership ( in the literature)

Organisational
leadership

Model the way
Develop shared
values

Be authentic
Serve

Develop a shared
vision
Transform

Seek small wins
Collaborate
Trust

Empower
Listen

Reward
Recognise
Communal
Care

Respect

Be honest

Be competent
Be forward looking
Inspire

Christian
leadership/leadership
in a Catholic school

Listen

Be a person of
integrity
Empower

Be inclusive

Be generative

Be straight-forward
Forgive

Commit

Be compassionate
Be authentic
Create a vision
Respond

Hold values

Be joyful

Be hopeful
Transform

Serve

Communal

Teacher Leadership

Empower
Learn

Model
Influence
Collaborate
Create a vision
Teach
Persuade

Be a person of
integrity
Commit to values
Trust

Be dependable
Respect

Be confident
Be enthusiastic
Be a proactive
communicator
Relate

Be optimistic
Direct

Be flexible

Be authentic
Transform
Serve
Communal
Motivate
Manage behaviour

Significantly, the literature also identifies a link between leadership and boys’

academic motivation. The motivation literature and that on boys’ academic

motivation further develops this link and distinguishes aspects of teacher leadership

that influence boys’ academic motivation in the classroom. Aspects of teacher

leadership influencing motivation and academic motivation are outlined in Table 3.3.

72



Table.3.3 Aspects of teacher leadership that influence academic motivation (in the
literature)

Encouraging learning for its own sake
Rewards

External influence
Behaviourism
Fairness/ justice
Relevancy

Balancing intrinsic/extrinsic factors
Influencing factors
Intrinsic interest
Physicality

Extrinsic methods
Empowerment
Environment
Challenge
Authenticity
Encouragement
Communication
Relationships
Negotiation

Caring

Teacher motivation
Friendliness
Constructivism
Emotional intelligence
Life-long learning
Transition

Enthusiasm

Discipline

Curriculum

3.11.1 Characteristics

The literature on leadership and motivation informs this research in various
ways. It helps to create a notion that all teachers are leaders within the classroom
organisation, identifies five categories that contribute to an understanding of teacher
leadership in the Year 8 classroom at a Catholic school, and highlights aspects of

teacher leadership that influence boys’ academic motivation.
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Since leadership is essentially about two main objectives, namely “to complete
learning tasks, and to maintain positive and effective relationships among group
members” (Wilcox, 1997, p.1), the literature also provides a means of rationalising
aspects of teacher leadership that influence boys’ academic motivation into two
categories. Further, the literature illuminates the research topic by helping to shape a
notion that part of teacher leadership in the Year 8 classroom is to positively influence
boys’ academic motivation by strengthening relationships and completing tasks.
Finally, the literature helps to generate a framework for understanding and discussing
the relationship between teacher leadership and boys’ academic motivation in the
Year 8 classroom at a Catholic school. This framework is shown in Table 3.4.

Table 3.4. Relationships between teacher leadership and boys’ academic motivation
in the Year 8 classroom at a Catholic school (from literature)

Classroom leadership Teacher leaderscan  Teacher leaders can complete

is categorised by... strengthen tasks by...
relationships by (Task oriented aspects)
being...
(Relational aspects)
e Service e Motivated e Modelling what they want
e Enthusiastic e Managing behaviour
e Authenticity, e Inspirational e Developing intrinsic interest
including e Respectful o Applying extrinsic methods
spirituality and e Tolerant e Incorporating learning and
shared values e Able to look doing, and learning and
_ forward feeling
e Transformation, e Competent e Negotiating with students
towards a o Honest e Adopting a constructivist,
shared vision e Communicative skill-based approach to the
e Caring curriculum
e Empowerment, e Friendly e Achieving relevance
based on trust - ; -
e Collaborative e Developing a good learning
. e Fairand just environment
* Community e Interested e Creating a smooth transition

into high school
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3.11.2 Implications for this research

The first part of this exploration focuses on how the five categories of teacher
leadership in the Year 8 classroom at a Catholic school (service; authenticity,
including spirituality and shared values; transformation, towards a shared vision;
empowerment, based on trust; and community) are embodied by Year 8 teachers in
the case study school. The second part focuses on the impact of teacher leadership on
boys’ academic motivation in the Year 8 classroom. This is articulated, principally,
through a discussion of the relationship between the ways in which each of the five
categories of teacher leadership is embodied in the classroom and the aspects of
teacher leadership that influence boys’ academic motivation. The two parts, together,
facilitate this research, and generate a framework for understanding and discussing the
relationship between teacher leadership and boys’ academic motivation in the Year 8
classroom. Although recent studies have been undertaken of the classroom as an
organisation, teachers as leaders and boys’ academic motivation (Cheng, 1994;
Vallance, 2002), the relationship between teacher leadership and boys’ academic
motivation in the Year 8 classroom appears to be a lacuna in the field, which this

exploration attempts to address.
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CHAPTER 4

RESEARCH PLAN

4.1 Introduction

The review of literature in Chapter 3 focused extensively on four themes:
(i) organisational leadership; (ii) Christian and Catholic school leadership; (iii) teacher
leadership; and (iv) motivation, which create the conceptual framework that supports
this exploration of the relationship between teacher leadership and boys’ academic
motivation in the Year 8 classroom at a Catholic school. The review also generated
three questions, which refined and clarified the focus of the study. When these
questions and the purpose of the study were considered, it seemed appropriate to

undertake the research in the following manner.

First, since the research attempts to explore the relationship between teacher
leadership and boys’ academic motivation in the Year 8 classroom via the experiences
and perspectives of Year 8 teachers and students from Christian Brothers College, it is
predominantly categorised by words (Wiersma, 1995). Second, the research is
context specific (Wiersma, 1995) and, as such, reforms of Vatican 11, the environment
of Christian Brothers College, Adelaide, and the characteristics of a school in the
Edmund Rice tradition are examined. Similarly, because the study explicitly
addresses boys’ academic motivation, intricacies of boys’ education and boys’
learning are also outlined. Third, the research includes the researcher as an instrument
in data collection (Burns, 1994), which necessitates an explanation of the researcher’s
role and involvement in the study, and adherence to Burns’ (1994) protocol.

Together, these characteristics suggest an approach to research that is qualitative and
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interpretive, and designed around case study. Table 4.1 provides an overview of the

research plan.

Table 4.1 Overview of the research plan

4.2 Theoretical Framework
e Epistemology: interpretivism
e Theoretical perspective: symbolic interactionism

4.3 Research Methodology
e Case study

4.4 Data Collection
e Focus group interviews
e Student questionnaire
e Year 8 key student informant interviews

4.5 Research Participants
e Year 8 ‘core’ teaching team
e Year 8 students

4.6 Data Analysis
e General analytic strategy
e Successive approximation

4.7 Trustworthiness
Credibility
Transferability
Dependability
Confirmability

4.8 Ethical Considerations
4.9 Limitations of the Study

4.10 Research Design Summary

4.2 Theoretical Framework
4.2.1 Epistemology
Any piece of research is grounded in a set of underlying assumptions about

what constitutes knowledge and which research methods are appropriate (Lavery,



2003). Gough (2002) contends that the most important assumptions refer to the
epistemology that underpins the research, because it clearly defines the “nature of the
relationship between the knower (the inquirer) and the known (or knowable)” (p.5).
In turn, epistemology is defined as “a theory of knowledge that specifies how
researchers can know what they know. Different epistemologies offer different rules
on what constitutes knowledge, and what criteria establish knowledge of social or
natural reality as legitimate, adequate or valid” (Ramazanoglu & Holland, 2002,

p.171).

This exploration of the relationship between teacher leadership and boys’
academic motivation lends itself to qualitative research. Qualitative research has “an
emphasis on processes and meanings that are not rigorously examined, or measured
(if measured at all), in terms of quantity, amount, intensity, or frequency” (Denzin &
Lincoln, 1994, p.4). Central is the belief that a clear distinction can be drawn between
the aims of the natural and human sciences. That is, natural science, epitomised
largely by quantitative research, seeks explanation (Erklaeren), while human science,
grounded generally in qualitative approaches, seeks understanding (Verstehen)
(Connole, 1990; Schwandt, 2000). Furthermore, “qualitative researchers study things
in their natural settings, attempting to make sense of or interpret phenomena in terms

of the meanings people bring to them” (Denzin & Lincoln, 2000, p.3).

Such researchers explore questions that stress “the importance of the
subjective lifeworld of human beings” (Burns, 1994, p.11). Consequently, an
indelible aspect of qualitative research is the belief that, in order to understand “the

meaning of human action”, one must first grasp “the subjective consciousness or
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intent of the actor from the inside (Verstehen)”, so as to then “understand what he or
she is up to in terms of motives, beliefs, desires, thoughts and so on” (Schwandt,
2000, p.192). Qualitative research is also flexible, context specific and categorised by

words more than numbers (Wiersma, 1995).

Nonetheless, although qualitative research refers to an epistemology, there are
many forms of qualitative research. These various forms have obvious similarities but
also some differences. This particular exploration takes the form of an interpretivist

study.

Interpretivist inquiry aims to understand actions from the perspectives of
particular actors and within each actor’s context, a phenomenon referred to as
psychological re-enactment (Schwandt, 1994). Given that interpretive practice
enables the researcher “to see and document the qualities of educational interaction
too often missed by more positivistic inquiries”, and reveals the “possible
relationships, causes, effects and even dynamic processes in school settings” (Burns,
1994, p.14), it seems an ideal approach to adopt in this instance. Moreover, since it
provides an avenue for important life stories to be told; stories that “are located in that
imaginary space where a seriously deficient here-and-now meets a desirable, but
possible, future” (Barone, 1990, p.371), the interpretivist paradigm can have strong

social justice and reformative effects (Ferguson, Ferguson, & Taylor, 1992).

However, it is the benefits that interpretivist research can bring to ordinary

classroom teachers in general, and those at Christian Brothers College in particular,
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that confirm its suitability for this particular study. About this, Burns (1994) writes:

Interpretive research
provides(s) in-depth information on teacher interpretations and teaching
style...Ordinary teachers, who may not have knowledge of sophisticated
measurement techniques, could turn to (interpretive) reports in order to examine
forms of knowledge that might otherwise be unavailable, thereby giving new
insight concerning educational endeavours. The close connection between
(interpretive) research and teaching might also inspire teachers themselves to

become involved in research. (p.14, brackets added)

Thus, this study attempts to explore and understand the lived experience of
leadership and academic motivation in the Year 8 classroom at a Catholic school of

those who know it best - the Year 8 teachers and students.

4.2.2 Theoretical perspective

Perspectives create a lens through which people are able to make sense of the
world (Evans, 2001). They are sets of assumptions or beliefs that generate a
conceptual framework for understanding phenomena (Denzin & Lincoln, 2000) and,
within the field of interpretivist research, there are many such perspectives, each with

its own particular emphasis. This study is underpinned by symbolic interactionism.

Symbolic interactionism is a theoretical approach that seeks to understand
human behaviour. It “involves the study of individuals in society and what impacts
on their own subjective insights and feelings” (Hard, 2002, p.5). Further, it contends

that “a person’s perspective, or the meaning that one creates out of one’s experience,
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Is what a person interprets as reality” (Fidishun, 2001, p.3). Thus, symbolic
interactionism holds that people’s actions towards other people and things are based
on the meanings that they give to them (Crotty, 1998). For this reason, symbolic
interactionism provides a suitable theoretical perspective for an exploration of how
leadership and its impact on academic motivation are enacted and understood by those

directly involved.

The concept of symbolic interactionism was developed by Blumer and based
largely on Mead’s earlier work (Hard, 2002). It is characterised by three key aspects,
namely:

e that people individually and collectively, act on the basis of the
meanings that things have for them;
e that meaning arises in the process of interaction among individuals;
e and that meanings are assigned and modified through an interpretative
process that is ever changing subject to redefinition, relocation and
realignments. (Benzies & Allen, 2001, p.545)
Central to the concept is the belief that the researcher can, as far as possible, take the
role of a participant being studied (Crotty, 1998). This process is referred to as an
interaction (Crotty, 1998). In turn, the interaction is symbolic because the
researcher’s understanding of the participant’s feelings, beliefs and perceptions comes
via discussion and involvement, from “*significant symbols’- that is language and

other symbolic tools” (p.75).

Since this research attempts to explore and understand the insights into

leadership and academic motivation in the Year 8 classroom from the perspective of

81



those teachers and students being studied, symbolic interactionism seems an
appropriate approach to adopt. Moreover, since focus groups and key informant
interviews “represent opportunities for the researcher to witness and record the
interactions and interpretations individuals make to the research questions both as
individuals and in a group setting” (Hard, 2002, p.11), they are considered ideal for

“studies that utilise a symbolic interactionist framework” (p.11).

4.3 Research Methodology
4.3.1 Case study

The research methodology adopted in this project is case study. The
popularity of the case study, as well as its acceptance as a legitimate research
methodology, has increased significantly in recent times (Callaghan, 1996; Stake,
2000). This is partly due to its face-value credibility (Bachor, 2000), and “because
people want a convenient and meaningful technique to capture a time-framed picture
of an individual’s - or some other aggregate that can be construed as a unit or
collective - characteristics and performance” (p.1). However, case study has been
described as intrusive (McKay & Oliver, 1997), and has been dismissed by some
because it does not lend itself to the drawing of generalisations (Stake, 2000). In the
present inquiry, the potential problem caused by a lack of generalisability is overcome
by recognising that the goal of qualitative research is really transferability, and not
generalisability (Byrne, 2004). The notion of transferability is discussed later in this

chapter.

In case study, the case is the situation. It may be an individual, a group, a

classroom of children, or an organisation, but essentially, the case “is one among
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others” (Stake, 2000, p.436). Moreover, “the time (researchers) may spend
concentrating (their) inquir(ies) on the one may be long or short but, while (they)
concentrate, (they) are engaged in case study” (Stake, 2000, p.436, brackets and

emphasis added).

Case study is an approach to research that involves detailed investigation of a
phenomenon within its particular context, using a variety of research methods
(Wiersma, 1995). It is “both a process of inquiry about the case and the product of
that inquiry” (Stake, 2000, p.436), and is primarily documentary (Walker, 1983),
descriptive and interpretive (McKay & Oliver, 1997). Generally, case study focuses
on the *how’ and ‘why’ of educational research (McKay & Oliver, 1997), and,
because of its flexibility, is regarded as an appropriate strategy for exploratory work
(Higgs, 1997). Case studies can “fit” roughly into three categories: intrinsic,
instrumental and collective (Stake, 2000), although some researchers prefer to
categorise them according to their purposes: that is, case studies for identity,

explanation or control (White, 1992).

Intrinsic case study is undertaken, first and foremost, because the researcher
wants to gain an understanding of a particular case (Stake, 2000). He or she does not
necessarily believe that “the case represents other cases or (that) it illustrates a
particular problem...(Rather), in all its particularity and ordinariness, the case itself is
of interest” (p.437, brackets added). Conversely, instrumental case study provides an
insight into an issue; the case itself is secondary, and essentially facilitates the
understanding of something else (Stake, 2000). Usually, “the choice of case is made

to advance understanding of that other issue (because it) is believed that
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understanding (it) will lead to better understanding of a larger number of cases”
(p.437, brackets added). Thirdly, as the name suggests, collective case study is
undertaken when a researcher studies numerous cases in order to investigate a
particular phenomenon. Stake (2000) refers to this as “instrumental study extended
to several cases” (p.437). The present inquiry is largely intrinsic case study, although

it may also have instrumental value.

While Stake (2000) argues that studies “fit” roughly into one of these
categories, Peshkin (1992) suggests that the benefits of case study are often two-fold.
“l mean to present my case so that it can be read with interest in the case itself, but |
always have another agenda - to learn from the case about some class of things”
(p.83). To this end, this case study can generate both intrinsic and instrumental
benefits. On the one hand, the *snapshots’ of teacher leadership in the Year 8
classroom and the aspects of teacher leadership that influence boys’ academic
motivation at Christian Brothers College may be useful for the professional
development of its teachers as leaders and the continued improvement of its teaching
programmes so that they better address boys’ academic motivation. On the other
hand, the case study may provide a means of “refining theory and suggesting
complexities for further investigation” (Stake, 2000, p.448) into either or both of these

phenomena, in the world beyond the College.

4.4 Data Collection
Data collection methods used in this case study include:
a) Focus group interviews with eight members of the Year 8 “core’

teaching team on issues pertaining to teacher leadership in the Year
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8 classroom and how this positively influences boys’ academic
motivation;

b) A survey questionnaire about academic motivation distributed to
thirty nine specially identified Year 8 students;

C) Interviews with five key Year 8 student informants.

4.4.1 Year 8 ‘core’ teaching team focus group interviews

The first research method involved two “focus groups interviews” (Patton,
1990, p.335) with eight members of the Year 8 “‘core’ teaching team, who teach the
Year 8 Home Rooms in “blocks’ of time. A focus group is “a group of individuals
selected and assembled by researchers to discuss and comment on, from personal
experience, the topic that is the subject of the research” (Powell & Single, 1996,
p.499). Focus group interviews are “considered appropriate for qualitative research
when the intention is to explore a ‘“focus’, or a specific point in a broad subject”
(Ressel, Gualda, & Gonzalez, 2002, p.2). The method can also “be applied to a
specific theme, in which the purpose is to elicit the different points of view about the
theme, to understand the different worldviews, and to understand in depth a behaviour

of a determined group” (Ressel et al, 2002, p.2).

In general, focus group interviews are used to help researchers understand
respondents’ feelings, beliefs, attitudes and experiences, in a way that is not possible
in one-to-one interviews, survey questionnaires or observation (Gibbs, 1997). While
the focus group is a form of group interview, there are differences between the two.
Gibbs (1997) contends that “group interviewing involves interviewing a number of

people at the same time, the emphasis being on questions and responses between the
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researcher and participants” (p.2). On the other hand, focus group interviews rely on
“interaction within the group based on topics that are supplied by the researcher”
(Morgan, 1997, p.12). Thus, the fundamental difference between the focus group
interview and group interview is “the insight and data produced by the interaction
between the participants” (Gibbs, 1997, p.2), which reveals “what is on the

respondents’ mind(s) and not the researcher’s” (Tyrrell, 1998, p.2).

Authors vary in their assessments of the recommended number of people per
focus group, but there is consensus that the group “must be small enough for everyone
to have an opportunity to share insights and large enough to provide a diversity of
perceptions” (Tyrrell, 1998, p.1). Discrepancies about the formation of groups,
numbers of groups that should be used and preferred meeting locations also exist.
There are warnings against conducting a focus group with an already established
group (Tyrrell, 1998), although the formation of an ‘expert panel’ within an
organisation (Nielsen, 1997) can be beneficial to both the study and to the participants
(Gibbs, 1997). Some studies use only one meeting with several focus groups
(Burgess, 1996), while others meet with the same group several times (Gibbs, 1997).
Interviews can be held in a variety of locations, ranging from people’s homes to
rented facilities (Gibbs, 1997), or in the case of existing groups, where they hold their
regular meetings (Gibbs, 1997). Focus group interviews generally last between one

to two hours (Gibbs, 1997).

In the present study, eight members of the Year 8 team, who double as core

subject and Home Room teachers, were considered to be more able than any other

group to offer insights into teacher leadership in the Year 8 classroom at Christian
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Brothers College. Furthermore, during the focus group interviews, teachers were
able to develop a shared understanding of what boys’ academic motivation ‘looks
like’ in the Year 8 classroom and, based on this understanding, to identify students
who demonstrate, or appear to possess, academic motivation. This resulted in a group
of 41 students, who were invited to participate in the project. Within this group of 41,
staff also highlighted five particular students, one in each Year 8 class, considered to
be the most highly motivated in the Year level. Finally, the teacher group was able to

comment on the approaches used to positively influence boys’ willingness to learn.

Critics of the focus group suggest that data collected are often irrelevant
(Morgan, 1988). Further, the group culture may affect individual expression (Tyrrell,
1998) and make it difficult to distinguish the individual view from the group view
(Gibbs, 1997), and there is the potential for bias (Tyrrell, 1998). The benefits of the
focus group are that people are more relaxed (Tyrrell, 1998), prepared to ask
questions of each other, to review their own understandings of the issue at hand
(Gibbs, 1997), and to “make decisions after listening to advice and counsel of people

around them” (Tyrrell, 1998, p.3).

In this case study, focus group method was used with one group (eight of the
ten members of the Year 8 teaching team), which met twice in the Year 8 LAP room,
where the group regularly holds its meetings. The first interview was forty five
minutes long, while the second went for two hours. The focus group interviews were

taped and transcriptions were offered to the group for checking.
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4.4.2 Year 8 student questionnaire

The Year 8 student questionnaire was “group administered” (Lavery, 2003,
p.88) to those students who were identified by teachers during the focus group
interviews, as demonstrating, or appearing to possess, academic motivation. Forty-
one such students were identified, thirty-nine of whom elected to participate. The
guestionnaire was divided into five sections: service; authenticity (and shared values,
including spirituality); transformation (which requires a shared vision); empowerment
(based on trust); and community. The questionnaire comprised forty-three items,
organised as follows: five on ‘service’, seven on ‘authenticity’, eleven on
‘transformation’, and ten each on ‘empowerment’ and ‘community’. A Likert type
scale was employed and this made it possible to generalise some of the data (Punch,
1998). The survey questionnaire was very directed, and was constructed on the
assumption that there is an identifiable link between students’ motivation and
teachers’ approaches to leadership. Each question focused the students on certain
types of leadership behaviours and asked them to respond to them. This approach
required the students to explore the link, if any, between their academic motivation
and teachers’ leadership. It is acknowledged, however, that this process limits the
study. Although students were given opportunities in each section of the
questionnaire to write comments, both to allow for a variety of responses of which the
researcher was unaware, and to provide an avenue for students to respond more
personally, they were not asked open ended questions about their teachers’ classroom
leadership and its subsequent influence on their willingness to learn. Thus, the format
of the questionnaire did not, necessarily, lead to a construction of students’ images of

teacher leadership.
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4.4.3 Year 8 key student informant interviews

A key informant is a person whose insights may help the researcher better
understand the phenomenon under study (Patton, 1990). Further, a “key informant is
particularly knowledgeable and articulate” (p.263). In this case study, key informant
interviews were conducted with five Year 8 students, one from each Year 8 class, who
appeared to possess or demonstrate a high degree of academic motivation. Teachers
nominated the five students during the focus group interviews. When one student
declined to participate in the study, the second ranked student in that particular class
was invited to be interviewed. As was the case with the survey questionnaire, the
interview questions were highly directed towards exploring the link between
academic motivation and teacher leadership, although the researcher still had an
opportunity “to establish a conversational style” (Patton, 1990, p.283). With
permission, a small tape recorder was used to ensure the accuracy of responses and to
improve the level of interaction in the interview. The researcher and interviewee
tested the tape recorder immediately prior to the interview to ensure that the tape was
running, and again at the conclusion of the interview, so that both were satisfied that it
had recorded properly. Each respondent was offered a full interview transcription,

which was subsequently validated.

The purpose of the key informant interviews was to establish how the students
perceived teacher leadership in the Year 8 classroom, and to identify aspects of
teacher leadership that influence their academic motivation. In an attempt to target
the interviews (Yin, 1994), most of the questions were devised through analyses of the
literature review and responses made in the focus group interviews and student survey

questionnaire. This helped to focus the students’ attention directly on the research
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area but, again, it must be stated that the questions, generally, explored predetermined,
fixed concepts. That is, students were asked to comment on their teachers’ leadership
behaviours and attributes in each of the five earlier established components of
classroom leadership, and to explore the relationship between these behaviours and
attributes and their own academic motivation. This course of action was adopted in
order to advance the study but, at the same time, the researcher is aware of the
limitations of the data collection instruments in eliciting information from student
participants. Furthermore, as may be the case with any individual interview, key

informants’ responses may have been biased (Patton, 1990).

4.5 Research Participants

Eight of the ten members of the Year 8 teaching team volunteered to
participate in the research. During the focus group interviews, forty-one Year 8
students were identified by their teachers as demonstrating, or appearing to possess,
academic motivation. Each of these was informed about the study and invited to
complete the questionnaire. Thirty-nine volunteered to participate. Five of the thirty-
nine, one from each Year 8 class, were nominated during the focus group interviews
as key informants, because it was believed that they were the most highly motivated
students in the Year level. Again, teachers identified these five students, and each
was invited to participate in a semi structured interview. When one student declined,
the second ranked student in that particular class was invited. To maintain
confidentiality, data collected during the focus group and key informant interviews
were presented anonymously. For purposes of style and ease of understanding, key

student informants were allocated pseudonyms.
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The process of student selection was adopted so that the ‘sample’ would
contain only academically motivated boys. There was no guarantee, of course, that
such motivation was dependent upon their teachers’ leadership, but the researcher
believed that if, in fact, there was a clear relationship between the chosen students’
academic motivation and teacher leadership, then academically motivated boys would

be best able to discuss and reflect upon this link.

4.6 Data Analysis

In the analysis of case study data, the use of a “general analytic strategy” (Yin,
1994, p.102) is recommended. In the present inquiry, this entailed following the three
theoretical propositions that underpin the study. These, in turn, help to give the study
its purpose, shape the data collection methods and identify elements of the data that
are relevant (Yin, 1994). The first theoretical proposition is that the classroom is a
small organization. The second is that all teachers are leaders in their respective
classrooms. The third follows: teacher leaders are responsible, at least in some way,
for positively influencing their students’ academic motivation. This course of action

is illustrated in Figure 4.1.
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Fig. 4.1 General analytic strategy for the research

N

Propositions

1. The classroom is an organisation
All teachers are leaders in their classroom organisations.

3. Teachers. as leaders. are responsible. at least in part. for positivelv influencina bovs’

Purpose

To explore the relationship between teacher leadership and boys’
academic motivation in the year 8 classroom at a Catholic school

Research Question 1
What do year 8 teachers and
students understand by the
concept of teacher leadership
in the classroom?

Research Question 2
How can Year 8 teachers, as
leaders, positively influence
boys’ academic motivation?

Research Question 3
What aspects of teacher
leadership influence boys’
academic motivation?

Data Collection

e Focus group
interviews

e  Survey Questionnaire

e Key informant
interviews

Data Collection
o Focus group interviews
e Survey Questionnaire
e Key informant interviews

Data Collection
e Student survey
questionnaire
¢ Key informant
interviews

Conclusion

What is the relationship between teacher leadership and boys’ academic motivation
in the Year 8 classroom at a Catholic school?
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Within the “general analytic strategy” (Yin, 1994, p.102) that characterised
data analysis in this inquiry, the researcher adopted a method of “successive
approximation” (Neuman, 1997, p.427). This is described as follows. “This method
involves repeated iterations or cycling through steps, moving toward a final analysis.
Over time, or after several iterations, a researcher moves from vague ideas and

concrete details in the data toward a comprehensive analysis” (Neuman, 1997, p.427).

In implementing successive approximation, a researcher begins with a
set of assumptions, concepts and research questions. From there,

he or she then probes into the data, asking questions of the evidence to see how
well the concepts fit the evidence and reveal features of the data. He or she also
creates new concepts by abstracting from the evidence and adjusts concepts to
fit the evidence better. The researcher then collects additional evidence to
address unresolved issues that appeared at the first stage, and repeats the
process. At each stage, the evidence and the theory shape each other. (Neuman,

1997, p.427)

The process is called successive approximation because the concepts and
evidence are continually modified to become successively more accurate

(Neuman, 1997).

Essentially, there were four cycles of approximation in this study. Each is
shown in Figure 4.2, which illustrates how successive approximation was used in the

research.
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Fig. 4.2 The process of successive approximation
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empowerment, based on trust; and community), and identified aspects of teacher
leadership that influence boys’ academic motivation. The five categories and
influential aspects of teacher leadership provided an initial concept, or “general idea”
(Neuman, 1997, p.428), of teacher leadership in the classroom and its relationship to
boys’ academic motivation. The concept was subsequently modified over the course
of four cycles, namely focus group interviews with Year 8 teachers, the student survey
questionnaire, the key informant interviews and, finally, a comparison of teachers’
and students’ perceptions. Each time, the five categories and influential aspects of
teacher leadership were refined to better reflect the evidence, until theory and

evidence were more closely aligned.

The initial concept facilitated the coding of the focus group interview
questions into five categories. At the conclusion of the focus group interviews, data
were tentatively analysed and, again, coded according to these five categories,
detailing specifically teachers’ perceptions of classroom leadership and its impact on
boys’ academic motivation. The analysis was completely descriptive. Subsequently,
the student survey questionnaire was refined and administered, which generated the
second cycle. The questionnaire was divided into five sections: service; authenticity
(which includes spirituality and shared values); transformation (which requires a
shared vision); empowerment (based on trust); and community, with each comprising
a variety of questions. The aim of the questionnaire was to establish students’
perceptions of teacher leadership and its influence on boys’ academic motivation. In
this cycle, Microsoft Excel was used to analyse the data and to generate a statistical
summary for each section of the questionnaire, including mean, mode and standard

deviation. Descriptive evidence was also collected and analysed in each section.
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The next cycle involved initially refining the key informant interview
questions in light of the provisional evidence established in the first two, and then
undertaking a descriptive analysis. Again, data were coded using the five categories,
which further established and refined an understanding of the research topic. Finally,
in the fourth cycle, students’ and teachers’ perceptions of teacher leadership and its
relationship to boys’ academic motivation were compared and contrasted, taking into
account both descriptive and statistical evidence. After the four cycles, two summary
lists of findings were established, one detailing teacher leadership in the Year 8

classroom, and the other, its relationship to boys’ academic motivation.

4.7 Trustworthiness

Denzin and Lincoln (2000) contend that, in qualitative research, “terms such
as credibility, transferability, dependability and confirmability, replace the usual
positivistic criteria of internal and external validity, reliability and objectivity” (p.14).
The key point for qualitative researchers is that they must ensure that the views and
voices of all participants in the research are expressed truthfully (Wiersma, 1995), so
that the study is fair and balanced (Lincoln & Guba, 2000). Attention to each of the
categories: credibility, transferability, dependability and confirmability, helps to build

the trustworthiness of the research (Guba & Lincoln, 1985).

4.7.1 Credibility

Research is only credible when the findings appear truthful to those involved
in the inquiry (Wiersma, 1995). In a focus group interview, the personal
characteristics of the moderator can “have a direct bearing on the nature of group

interaction and thereby affect the quality of discussion” (Tyrrell, 1998, p.4).
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Similarly, the evolving group culture may adversely affect individual expression and
inhibit responses. In some cases, perceived experts who dominate conversation may
have a detrimental effect on the input of others in the group. Further, conflict within
the group can lead to polarised views that do not accurately portray the opinions of the

group (Tyrrell, 1998).

There are also concerns about the credibility of the data collected from semi
structured interviews, in that it may be distorted by the researcher’s selective
attentiveness (McKay & Oliver, 1997). That is, evidence which is helpful to a
hypothesis, may be, even unwittingly, given more attention than that which counters a
developing argument. In such an instance, the data produced for the study are
compromised. Consequently, an attempt must be made by the researcher to ensure
that the views and voices of all participants are expressed accurately (Lincoln &

Guba, 2000).

To this end, various approaches were employed in this research. The first was
to gather data from various sources, so as to establish different points of view
(Wiersma, 1995). The data sources were two focus group interviews with Year 8
teaching staff, a survey questionnaire administered to thirty nine nominated students,
and five key student informant interviews. The second was member checking, which
required the researcher to submit focus group and interview transcriptions to
participants for review (Glesne & Peshkin, 1992). These were subsequently
validated by the participants. Finally, the researcher employed an audit trail to verify
the credibility of the information collected. This entailed regular discussions with the

University supervisor and co-supervisor during the study, in order to check the
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reliability and validity of the processes used to analyse and produce data (Guba &

Lincoln, 1985).

4.7.2 Transferability

Transferability is not ‘generalisability’. Moreover, even though
generalisability is “an appealing concept because it allows a semblance of prediction
and control over situations” (Hoepfl, 1997, p.12), it is never the goal of qualitative
studies (Byrne, 2004). This is largely the case because specific case study conditions
make it “impossible to generalise” (Lincoln & Guba, 1985, p.124). As such, in this
case study, the researcher has attempted to achieve transferability, which is “the
extent to which the findings can be applied to other contexts” (p.3). It must be noted,
however, that this is not simply a matter of stating the degree to which the research
findings can be transferred to another context, for it is predominantly the reader who
performs this process. The researcher merely facilitates transferability, by providing
“thick description” (Denzin, 1989, p.83), “based on the qualitative method of
purposeful sampling” (Patton, 1990, p. 169). To do so in this inquiry, the researcher
has included thick description of the participants’ experiences, understandings and
perceptions to the point that the reader can clearly establish the key themes, ideas and
categories, and has outlined both his role in the case study school, and his

involvement in the study (Gorski, 1998).

4.7.3 Dependability
The crux of dependability in qualitative research is the notion that if a study
were repeated with the same or similar participants in the same or similar

circumstances, the findings would also be repeated (Lincoln & Guba, 1985). Hence,
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dependability is closely related to consistency (Seale, 1999). To achieve
dependability, Lincoln and Guba (1985) suggest the use of an “inquiry audit” (p.317),
to “examine both the process and the product of the research for consistency” (Hoepfl,
1997, p.13). In this research, the inquiry audit entailed following general rules for
case study data collection, such as clearly stating the research questions and adhering
to focus group and key informant interview protocol (Campbell, 1996), and
developing an evidence database, which, on the one hand, allowed the researcher to
formally organise the evidence into themes and, on the other, facilitated the analysis

of data from various sources (Yin, 1994).

4.7.4 Confirmability

The confirmability of an inquiry is “the degree to which the researcher can
demonstrate the neutrality of the research interpretations” (Hoepfl, 1997, p.13). As s
the case with a study’s dependability, its confirmability can also be strengthened
through the adoption of an “inquiry audit” (Lincoln & Guba, 1985, p.317), or a
“confirmability audit” (Hoepfl, 1997, p.13), with the aim to clearly establish a chain
of evidence (Yin, 1994). The main techniques used in this research included member
checking and an audit trail (Lincoln & Guba, 1985). Further, the researcher gathered

data from various sources, so as to generate different points of view (Wiersma, 1995).

4.8 Ethical Considerations

The study was completed with strict regard for ethical issues. It can be said
that “something of a contract exists between researcher and researched, a disclosing
and protective covenant, usually informal, but best not silent - a moral obligation”

(Schwandt, 1993, p.8). This moral contract helped to direct the choices the
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researcher made when considering textual form, what to include and when to probe,

and was necessary to protect the privacy and integrity of participants (Stake, 2000).

The following steps were taken:

1. Approval for the study was gained from the Australian Catholic University
Human Research Ethics Committee, and from the Principal of the case study
school.

2. Staff and student participation was voluntary and each participant, as well as the
parents of child participants, was thoroughly informed, in writing, about the focus
of the study, the methodology and methods used, the extent of observation and
what and how results were to be reported (Stake, 2000).

3. The participants’ identities were concealed. Focus group and student questionnaire
respondents were never referred to by name and pseudonyms were used to conceal
the identities of the five key student informants.

4. Each focus group participant was required to agree to keep confidential any issues
raised in the focus group interviews and, similarly, in the role of moderator, the
researcher presented data anonymously (Gibbs, 1997).

5. The fact that access to data was limited to only the researcher and his supervisors
was explained (Stake, 2000).

6. Inaccordance with member checking, drafts of the data produced were forwarded
to the appropriate participants for them to check the manner in which they were
presented (Glesne & Peshkin, 1992).

7. All records of interviews and survey questionnaires have been transferred onto a
CD-ROM and stored in a locked filing cabinet in the supervisor’s office at the

Australian Catholic University.
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4.9 Limitations of the Study

This research has several limitations. The most significant is that the study
rests on a premise that the classroom is an organisation, “where the teacher is often
assumed to be the leader and students the followers” (Cheng, 1994, p.1). There are
strong arguments against the notion that teachers are classroom leaders, many of
which contend that teacher leadership requires an out of class component, such as
leadership of other teachers (Barth, 2001; Crowther, Hann, & Andrews, 2002; Gullatt,
1995; Harris & Muijs, 2002; Katzenmeyer & Moller, 2001). While the researcher
acknowledges in the literature review the existence of this counter opinion, greater
emphasis has been placed on literature that supports the belief that teachers exercise
leadership in the classroom organisation, so as to advance scholarly debate about
teacher leadership. This *strategic choice’ also enables the researcher to explore the
influence of teacher leadership on boys’ academic motivation in the Year 8 classroom.
Nevertheless, the decision to largely ignore the possibility that classroom teaching is

not really leadership does limit the study.

Limitations also surround the process used in the research to identify student
participants, the number of participants in the study, and the assumption that teachers’
classroom leadership actually influences boys’ academic motivation. Clearly, the
eight teachers would have selected students based on their various interpretations of
the definition of academic motivation. It may have been the case, therefore, that some
teachers selected students who were socially agreeable to their idea of teaching, or
boys who exhibited high levels of achievement or, just as significantly, boys whose
academic motivation was completely independent of teachers’ classroom leadership.

The existence of these possibilities is a limitation of the study as, in some cases,
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academic motivation seems unrelated to teacher leadership and, furthermore, where a
relationship can be established, it is not possible to accurately categorise academic

motivation as either intrinsic or extrinsic.

Similarly, the original list of forty-one students represents only 27.33% of the
Year 8 cohort. An obvious question is, what is happening to the other 72.66% of
students, who experience the same classroom leadership? While this question is
addressed in more depth in the section on “Strengths, Weaknesses and Validity of the
Framework” in Chapter 6, it is clear that the resulting framework, which is presented
as a means of understanding and discussing the relationship between teacher
leadership and boys’ academic motivation in the Year 8 classroom, does not extend to
all Year 8 students at the case study school. Moreover, given that a few students
make references in the survey questionnaire and key informant interviews to little, if
any, link between teacher leadership and boys’ academic motivation, the framework is

valid for only some of the Year 8 student participants.

As outlined in the sections on the student survey questionnaire and key
informant interviews, the directed nature of the instruments further limits the study,
particularly as they require students to respond to predetermined, fixed ideas. This
course of action may have affected the outcome of the research. Finally, as with any
qualitative research, the role of the researcher is a potential limitation. To this end,
proper case study protocol was followed, particularly Burns’ (1994)
recommendations. These include creating relevant questions, listening effectively,

being flexible, clearly understanding what is being studied, and being open minded
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when analysing data. A further limitation is the fact that case study methodology does

not lend itself to drawing generalisations.

4.10 Design Summary

Table 4.2 Research design summary.

Timeline

June 2004

July 2004

August 2004

August- September 2004

September- November
2004

December 2004- February
2005

February- April 2005

May 2005

Procedure Source
Focus group e Year 8 ‘core’
interview 1 teaching team

Focus group e Year 8 ‘core’
interview 2 teaching team

Survey e Nominated Year 8
questionnaire students

Year 8 Key e Nominated Year 8
Informant key informants
interviews

Data analysis

Draft report
Review by focus
group interviewees
and key informants

Final report

Submit thesis

103



CHAPTER 5

PRESENTATION AND ANALYSIS OF RESEARCH

5.1 Introduction

The purpose of this study was to explore the relationship between teacher
leadership and boys’ academic motivation in the Year 8 classroom at a Catholic
school. Underpinning this purpose are the assumptions that the classroom is an
organisation (Cheng, 1994), all teachers are leaders in the classroom, and that part of

their leadership is to positively influence boys’ academic motivation.

5.2 Research Design

The methodology adopted was case study. The chosen school was Christian
Brothers College, Adelaide, which was researched in order to better understand the
relationship between teacher leadership and boys’ academic motivation in the Year 8

classroom.

Data collection methods used were:
1. Two focus group interviews with eight Year 8 Home Room teachers.
2. A survey questionnaire to selected Year 8 students.

3. Five interviews with key Year 8 student informants.

The two focus group interviews were conducted with eight volunteers from a
group of ten Year 8 Home Room teachers, who were specifically identified because of
their close involvement with the Year 8 cohort, as each doubled as a Home Room and

‘core’ subject teacher. The two focus group interviews generated the Year 8 teachers’
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understandings of the notion of teacher leadership in the classroom, and the manner in
which teachers as leaders positively influence boys’ academic motivation.
Furthermore, during the second focus group interview, teachers were invited to
formulate a collective understanding of academic motivation and, with that in mind,
to identify and rank the Year 8 students in their respective classes who seemed to
demonstrate academic motivation. They were then invited to identify one student in
each class, who seemed to possess the highest level of academic motivation. Through
this process, forty-one students were selected to participate in the survey
questionnaire. Five students in this group, namely the highest ranked students in each

Year 8 Home Room, were also invited to be interviewed.

The survey questionnaire and key informant interviews were designed to
generate the Year 8 students’ experiences and understandings of the influence of
teacher leadership on their academic motivation and, in turn, those aspects of teacher
leadership that affect academic motivation. For convenience, the survey
questionnaire was “group administered” (Lavery, 2003, p.105) to thirty-nine
volunteers out of the forty-one Year 8 students, who were identified during the second
focus group interview as demonstrating academic motivation. All thirty-nine students
completed the survey questionnaire. Four of the five Year 8 students initially
identified as key informants chose to participate in an interview. So that all five
classes could be represented, in the case where a student elected not to be interviewed,

the second ranked student in that particular class was invited to participate.

The data were analysed using a “general analytic strategy” (Yin, 1994, p.102),

which adhered to the three theoretical propositions that led to the study, namely: the
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classroom is a small organisation; all teachers are leaders in their respective
classrooms; and teacher leaders are responsible, at least in some way, for positively

influencing their students’ academic motivation.

The findings are presented in four sections. The first is an analysis of
teachers’ perceptions and understandings of the concept of teacher leadership in the
Year 8 classroom. In the second section, teachers’ perceptions and understandings of
the relationship between teacher leadership in the Year 8 classroom and boys’
academic motivation are analysed. The third outlines students’ experiences and
understandings of the influence of teacher leadership on their academic motivation
and particular aspects of teacher leadership that contribute to the phenomenon.

Finally, teachers’ and students’ perceptions are compared.

Table 5.1
Overview of the presentation of findings

Section One 5.3. Teachers’ perceptions and understandings of the concept of
teacher leadership in the Year 8 classroom

Section Two  5.4. Teachers’ perceptions and understandings of the relationship
between teacher leadership and boys’ academic
motivation in the Year 8 classroom

Section Three  5.5. Students’ perceptions and understandings

Section Four ~ 5.6. Comparison

Teachers’ and students’ perceptions are outlined through discussion of the five
categories of teacher leadership in the Year 8 classroom at a Catholic school,
identified in the review of the literature in Chapter 3. The five categories are: service;

authenticity, which includes spirituality and shared values; transformation, which
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requires a shared vision; empowerment, based on trust; and community. Teachers’
and students’ perceptions and understandings were based on the evidence stored in the
database. Specifically, Sections One and Two of this chapter report the teachers’
perceptions and understandings as generated from the two focus group interviews,
conducted with the eight members of the Year 8 teaching team. Section Three reports
students’ perceptions and understandings gathered from responses to the student
survey questionnaire (39 students) and references made in the five Year 8 key student
informant interviews. It should be noted that the survey questionnaire and key
informant interview questions were quite directed, and were constructed on the
assumption that there is an identifiable link between students’ motivation and
teachers’ approaches to leadership. Each question focused the students on certain
types of leadership behaviours and asked them to respond to them. This approach
required the students to explore the link, if any, between their academic motivation
and teachers’ leadership. Section Four compares and contrasts the evidence collected

from teachers and students.

5.3 Teachers’ Perceptions and Understandings of the Concept of Teacher
Leadership in the Year 8 Classroom

5.3.1 Service
The comments of the Year 8 teachers at Christian Brothers College indicated
that service is an important aspect of classroom leadership. On one level, teachers
“serve students by accommaodating for their safety and well-being in the class” and by
developing “different testing styles”. As one teacher explained:
If you find a student isn’t competent at writing or something, you might orally
test them or you try and find ways in which they can be successful but still be

assessed on the same content as the other members of the class.
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Teachers also serve students on a more personal level, by constantly interpreting

actions and behaviours so that students can learn to behave appropriately. This could

be after a particular incident, when, according to another teacher respondent, students:
look to the teacher for their interpretation of the action. What the teacher says
and how he or she reacts, are very much examples of whether the teacher is
going to help them to understand how they could have behaved, and whether the
teacher can help (the students) to understand what they might do in light of
(their actions).

Ultimately, according to the respondent, teachers are serving students when they

“help them to understand how they might behave in the future”.

Linked with this is the notion that teachers serve students by role modelling
appropriate actions, responses and behaviours. “For example”, explained a
respondent, “if a visitor comes to the classroom and students are unsure how to
behave, then the teacher can actually provide a model for that behaviour”. Similarly,
in some subjects teachers can serve students on a “technical level”. An English
teacher cited, as an example, the fact that she is able to serve students *“as an editor
would serve a client who gives you a manuscript to work with”. While this is not a
visible public role, teachers can, “one to one, serve the students by telling them how it
could be done or how to argue and expand it”, either through “discussion or through

marking a piece of work™.

However, although service is evident in many fields, one respondent noted
that it is a very demanding component of teacher leadership in the classroom.

Although leadership conjures up images of “strength and dominance and power,
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where else would one have to put up with the constant questions, constant enquiries
and model tolerant behaviour to all and not be dismissive of any one child for fear of
favouring another?” In his opinion, while service is crucial to successful teacher

leadership, “it is high demand”.

5.3.2 Authenticity, including spirituality and shared values

The teacher respondents claimed that teachers must always be authentic
leaders. Teachers “need to do what they say and say what they do”, otherwise
students “will see through” them. For two respondents, being authentic means being
“honest”, “committed” and “consistent”, which are also qualities that students can
learn from teachers. For instance, one teacher suggested that if he is able to meet his
own enforced deadlines, then he could expect the same level of commitment and
honesty from his students. Students “learn from us in that way and if we can’t get
something to them by a certain deadline, they might not feel the need to do it
themselves”. For the other, “consistency” makes it “so much easier for everyone; and
being authentic means being consistent. You’ve got to follow things through; because
that is (at) the core of the fulfilment and meaning that | get out of my teaching”.
Nonetheless, as another respondent noted, there is “another side to it. The kids see us
as leaders but they mightn’t know us personally. We might be authentic leaders, yet
we are still actors in a way”. This does not mean that teachers are “fake or that we are
phoney”, but that teachers “have to act in a certain way in front of a group of
students”. Teachers are “authentic leaders”, but they “can’t play all (their) cards in

front of a certain group of kids all the time”.
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Several teachers reinforced the connection between authenticity and
spirituality in classroom leadership, by emphasising that the same set of core values,
such as “the way you treat people”, “honesty”, “caring for others” and having “respect
for other people”, underpins these approaches. As one described, leadership is “not
all one-way traffic”. Students “expect us to listen to them when they’ve got to do the
same”. For another, “it is the little things”, like being “tolerant to people’s
differences” and “making sure that if somebody needs a helping hand or whatever,
they are able to do that without being told to do that”, that make the difference.

Again, the importance of honesty was emphasised. Teachers must model honesty,
particularly when, for children, “it is far too easy to lie if (they) want to get out of

trouble”. That way, teachers can “expect (honesty) back from them”.

While teachers acknowledged that formal occasions, such as Year Level
masses, presented opportunities to both explicitly model authentic or spiritual
leadership and promote shared values, much of this belonged in “a hidden
curriculum” and was done “circumstantially”. For instance, one noted that teachers
clarify important values - and encourage students to share them - “as events take
place”. Just that day, the teacher had spoken to the class “about how important it is to
show courtesy to one another”. He explained to the class:

It is not just a value that should be shared from a student to teacher but rather
just person to person, and that when we listen, we listen because we respect the
person speaking, because at some time, we are going to want to speak and we

are going to want others to listen too.
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In this way, the teacher emphasised that values are not something that “we can turn on
and off when we feel like it”. However, the teaching and sharing of values are “not

prescribed”; rather, they “sort of happen circumstantially”.

Since teachers and students “share a lot of experiences together over a lot of
days”, there are plenty of opportunities for teachers to address the “hidden
curriculum”. A teacher respondent noted that one of these is when teachers
communicate with students. Often, teachers find it necessary “to explain about the
accepted behaviour”, such as being “courteous” to people. Another believed that
when classes “read novels together and decipher experiences from those readings”
and when classes “pray together” - which usually leads to “a lot of discussion”,
teachers are promoting and sharing values. Nevertheless, “there are times when
values are taught in a prescribed way”, particularly when teachers look at certain
topics in Religion and when students and teachers attend mass together. One teacher
respondent believed that “adults and young people worshipping together right across
the school, provides students a good example” and helps teachers “to explain things to
the children”. The same respondent noted, however, “there are times when you fall
back on your own values in your explanations of what you expect - whether it is
honesty or whether it is whether you chew during the Eucharist”. In such cases, the
students “see your reaction”, and “that it means something to you”, and “they have to

decide then for themselves if they agree”.

This comment fuelled discussion about the difficulties that teacher leaders face

when they try to promote shared values amongst some students “who have got

different values” from those of the teacher. One teacher respondent explained that
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teachers “have got to be able to have that communication with the students so that you
can actually respect each other as well”. Occasionally, this can be difficult when
students “have a different system that they’ve been brought up in within their family
structure” and the teacher is “displaying one type of value system in the classroom
which could oppose something that they have in theirs”. In such a case, the teacher
has “to not downgrade that or anything but accept it somehow”, perhaps by having a
“discussion with the class” and saying, “well, that’s not appropriate here, but it could

be appropriate in another situation”.

Teachers seemed to agree that creating “an environment where there can be
open discussion about things” and taking time to focus on values are critical factors in
promoting and sharing values in the classroom. However, as one noted, something
has to be left out. Teachers

are so focused on getting through the content of what you’ve got to teach, when
there is an opportunity to discuss values - because it can take time - are you
going to try to brush it to one side or, where there is an opportunity for them to
learn something in relation to values that may not tie in with what you are
teaching, do you go with it and work with it?
Another felt that when “controversial things, like an act of terrorism or an act of
tragedy to somebody that is known” occur, time needs to be taken to “share things”

and to answer the students’ questions, so that the facts can be understood.

But, despite the initial urgings of some of the teacher respondents, who

believed that teachers try to promote and share a set of “core values common to all
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classes”, such as “listening” and “respect”, one felt that, rather than sharing values,

teachers and students share “protocols”.
Our classrooms are pluralistic. (Students) come from different families, they
have different values, so what we share is a protocol. We actually share an ideal
that we maybe accept each other and so forth, or we don’t react in a way
towards each other, but I don’t think | expect the boys in my class to have my
values, nor do I expect to have their values.

The teacher continued by suggesting that he was not
too sure that our students have respect. | think the protocol is ‘listen to each
other’. If you ask, why am | doing this? Is it because | respect you? | am not
too sure that’s true. | think there might be some fear in there, that if I don’t
listen, then I’m going to lose my lunchtime, and it is just the way things go in
this class. | am not sure that a thirteen year old has a value system that says; |
am going to listen because | respect this person. | don’t think that’s true. 1
think that would be learned. 1 think it is a protocol that we make rules for the

classroom, but | am not too sure that’s because of values.

However, another teacher felt that making such rules is “the first step or one of
the steps on the way to them (the students) taking it on board as something in their
value system. But to what degree that might be happening is different for every
student”. For two others, Year 8 is the stage where teachers try to instil in their
students an understanding of appropriate behaviours and shared values. Initially,

in the first six months of learning in Year 8, if I’m a 13 year old and I’m sitting

together with five others, I’m learning survival and I’m learning coping skills,
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and by the end of the year, we know each other quite well and I might become
better at adopting those things.

As far as the other is concerned:
The real test to see whether they have actually taken something is when you
look at Years 11 and 12. That’s when you know whether or not they’ve actually
picked up values because, by that stage, they are able to model to you what they
have taken. They are no longer talking to you, or doing something, out of fear

of getting into trouble.

The teacher respondents agreed that learning how to behave for a group of
teachers is “hard for kids, especially when they come into a secondary school at Year
8. Ina primary school they’ve had the same teacher for so many different things”,
and now “they are having to learn to adjust to the expectations of so many different
people all the time”. One noted that this is even the case within each Home Room,
where the boys have two teachers: “I know there are behaviours that the boys display
with me and there are different behaviours they display with (my co-class teacher).
That’s not coming out of values. That’s coming out of fear”. Two others felt that,
rather than “fear”, students adapted to different classroom expectations and, as such,
were modifying their behaviour all of the time. One described it this way. A student
says: “in this circumstance, with this person, if | behave in this way, this will be the

outcome”. This, he noted, is adhering to class “protocols”.

Importantly, teachers acknowledged that they “are not totally responsible for

the value systems of these kids. If they get to Year 11 or 12, they’ve still had their

school but, outside, their environment and their families have got a big impact upon
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the value system”, so “it might be irrelevant what we model at school”. One put it
this way: “we can’t say; right, we’ve taught these kids these values, because how do
we know that” it has not been “all the other extra things outside the school that have
impacted upon them?” Nonetheless, all believed that they have an important role to
play in promoting shared values. As the teacher group highlighted, teachers need to
“guide” students, “give them opportunities”, “show them examples” and “role
model”, in the hope that students will “modify behaviour” and, ultimately, “adopt a

value that you know is important to them in their later life”.

5.3.3 Transformation towards a shared vision

Transformational leadership is part of teachers’ classroom leadership. On a
simple level, one teacher respondent stated that Year 8 students “come to us at the
beginning of the year and they leave us at the end of the year, and | hope there is some
sort of change in those students over the 12 month period”. However, three others
were more specific, suggesting that teachers have a clear idea of how they actually
seek to transform students. Some of their aims are to help students become “the best
they can be”, “useful members of society”, and “to be independent - not just in their
learning but their everyday living”. Another wondered if, perhaps unintentionally,

teachers “subconsciously” tried to make students “more like us”, in terms of “the

values and protocols that we are trying to impart to them”.

One teacher respondent identified that it is very important to have a “goal” in
mind when trying to transform students, “otherwise it is very haphazard how you go
about the job in the classroom”. This goal is to attempt to “lead students towards the

ethos of the school” and, more obviously, towards a vision of the classroom. Another
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felt that teachers, by their very nature, have a goal in mind that is consistent with the
school’s ethos, but they do not “necessarily try to teach toward a vision”. He
continued:
I think we are employed by a school because they see that we have attributes
that are in tune, or aligned with, what the school’s vision is. So it may appear
that we’re doing that although sometimes it is what we do. But I think it is just,
you know, nature - it is the way we are. It is why we are here, isn’t it?
Another teacher had a similar view.
Although the school may have an ethos, you do, | suppose it depends on your
own background too obviously, but you do tend to put your own form of
Catholicism or values or whatever. You know you are sort of subconsciously
imparting that. You may not always intend to do it, but someone said or we
spoke about it before, that we have protocols or core values and ways of being
and acting and behaving, and each of us does it slightly differently although

essentially the same.

However, the teacher group was more in agreement about the need for
teachers to have a vision of the classroom, and of what they were looking for.
According to one, the vision is of “a group of young men who can work
collaboratively with one another with all the various facets, like the way they
communicate, not only in terms of learning but in terms of their interaction”. For
another, it is to “create harmony within the classroom”. Most teachers agreed that
they seek qualities, such as “respect, trust and honesty with each other”. Similarly,

they want the boys “to be confident and successful”, to “be able to live within society,
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and the school is part of society”, to “be responsible for their own actions”, and to

make “good decisions”.

In order to transform students towards their aims or vision, two teacher
respondents acknowledged the significance of “modelling behaviours” and
“reinforcing” those behaviours “every time an opportunity arises”, by “being
consistent across the board, not just with one student, but to make sure that you are
consistent with all students”. Teachers need to “live it out”, “reiterate guidelines and
provide opportunities for practice”. They also need to ensure that their vision of the
classroom is a shared vision. As one put it, this can be achieved “through
reinforcement, both positive and negative”. Another felt that the key is to choose
“what is important very carefully”, and then to “make it important to the students”.
For him, it is marks in Mathematics: “If test results are important to me, then | have to
make tests results important to the students in some way. Otherwise, if test results are
not important to students then my vision won’t be fulfilled”. For another teacher
respondent, it is a “vision of harmony and calmness”. To achieve this, he noted, he

has to “reinforce to them (the students) what the behaviour brings”.

Nonetheless, although it was noted that teachers sometimes “forget that we do
have a big impact on the children”, a teacher respondent reiterated that teachers “are
only a small part of change though, and the kids around them and hopefully their
parents at home - especially the parents at home - should have a much bigger
influence on the kids than what we would”. As a result, the teacher indicated that
“support for other parties” is an aspect that the “role” of teacher “needs to

encompass”.
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5.3.4 Empowerment, based on trust
The teacher respondents, generally, believed that they do try to empower their

students. They do so by “providing them (the students) with tools that allow them to
become leaders, each in their own way” and, more specifically, by “delegating jobs in
the classroom”, generating “group work”, and giving opportunities to the “SRC” and
“other students who aren’t in that SRC role”. The benefits of empowerment are clear.
Comments included: “it gives them responsibility”, “makes them, in effect,
responsible members of society”, gives students some “breathing space” and “helps
the class to function better”. Underpinning empowerment is, as one put it, a
“relinquishing of your own power to allow a child to do something - (and) that takes
trust, doesn’t it?” Another agreed:

You have to be willing to realise that it may not turn out the way you want it to,

but then that’s all part of growing up and learning to take responsibility -

making mistakes and realising that it is quite possibly going to happen. Trust.

A teacher respondent indicated that the current Year 8 “zoo excursion is a

good example of” empowerment, based on trust.

You can let the kids know that we’re going to the zoo and give them the

information they need. They are aware of what the task is - we reinforce the

need for responsibility because we are in amongst a larger society and they are

also representing the school as well as themselves - and so, having done that, we

then say: well, here’s a time frame to complete a task. We trust you not to go

off and to not only complete that task, but to behave in a manner that is

appropriate.
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Similarly, the Year 9 city week is an example of empowering and trusting students.
“We expect that they are doing the right thing”, noted the teacher respondent, “and
that they are on track, and we expect them to submit a report at the end of it to show

us that they do that. Now, that involves a great deal of trust”.

Yet, one teacher demonstrated initial doubts. He asked: “can trust have
consequences? | guess when we have given them (students) that opportunity, we are
assuming that they’ll do it in an appropriate fashion, but that doesn’t necessarily mean
trust”. Another tried to narrow down the point of conjecture by clarifying the
meaning of trust: “So, what is trust? | suppose we are almost defining the word”.
One teacher respondent defined trust this way: “trust is where you are not holding
them (the students) by the hand and being there to watch their every word and
reaction”. So, according to another, giving students opportunities to behave
appropriately - or empowering students - is showing them trust. In his mind, “what is
it if it is not trust?” Three teachers tried to sum up the link between trust and
consequences in this way: “we trust them to do the right thing”, but we give students
“the opportunity whether they succeed or whether they don’t succeed”. “Just
because” there is a “consequence that they don’t do the right thing doesn’t mean it is

not trust. In fact, that’s why there is a consequence in the first place”.

Nonetheless, a teacher respondent questioned whether he fully trusted his
students, “because whenever | set a task | have so many structures” and “scaffolds”
for the students “to fall back on”, so “that they can’t go wrong in any way, and if they
do, then it doesn’t come back to “haunt” me”. However, others felt that this was a

necessary part of empowerment and trust for young people, because it puts the boys
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“in a position where they think they have been empowered” and, if a teacher were not
“putting trust in them to go out and do that activity”, then he or she “wouldn’t let
them do that activity”. As one teacher noted, “the vast majority do the right thing:

those scaffolds are in place for the ones who don’t do the right thing”.

It was recognised, however, that while there are some students that teachers

“don’t trust” to achieve certain tasks on their own, “you know they have to go and do
it”. For one teacher:

That’s when we put them into groups. The ones that you don’t want to let go -

the ones that you seriously can’t trust - you’d normally pair them up with

someone that you’ve got complete faith in, because you know that they’re going

to do the right thing and they can model that.
The same thing happens, according to another, “even with the groups that we put in
class”. Teachers take “a couple of really good kids that they can rely on” and put
them in a group “with one or two that you know are easily going to be off task or
misled”. In a sense, this is empowering the trustworthy students to have some
influence on their peers. “You are kind of hoping that they are going to mould and
they are going to guide him, or that particular person, in the right direction”. So, at
least for this particular teacher, teachers place trust in all students; “it is just a matter

of how much”.

One teacher respondent noted that, despite the fact that the word “trustworthy”
is rarely used today, “the kids have a fair understanding of who is working and who is
not, and they do appreciate it when they are considered to be in a trustworthy group”.

Many students “ will comment on those instances, where they feel recognised as
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responsible”. It “makes them feel trusted and it is a highlight for them and really

valued by them”. On such occasions, students “don’t betray that trust”.

5.3.5 Community
Several teachers emphasised the communal or collaborative aspect of

leadership in the classroom, by referring both to the support they receive from their
colleagues and to their own efforts to “broaden” the leadership base in the classroom.
As one put it, the support and guidance from colleagues makes the work of classroom
leadership much easier.

I think it is knowing that you have a group of coordinated people above you

supporting you. It always makes it very difficult for you in the classroom if you

haven’t got support around you and feel you are doing it yourself.

Year 8 teachers do a variety of things to strengthen the communal aspect of
their classroom leadership, especially identifying and rostering monitors for the daily
activities and conducting class meetings. For one, the important thing is “rotating
your responsibilities: we’ve mentioned using SRCs and changing them throughout the
year. That would be broadening your base and style of leadership”. For another, it is
“peer support; the Year 12s supporting the Year 8s”. For a third teacher, communal
leadership is evident during the Year 8 transition programme, “where we’ve got our
current Year 8s ‘buddying’ (sic) the Year 7s and taking responsibility for showing
them around the school and, if | can use the word “trust’, trusting that they do the right
thing and share the right information and not be so negative. We are not with the kids

when they do that”.
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5.4 Teachers’ Perceptions and Understandings of the Relationship between
Teacher Leadership and Boys’ Academic Motivation in the Year 8 Classroom

5.4.1 Service and boys’ academic motivation
The year 8 teachers indicated that service incorporates several aspects, namely

teachers’ own motivation, enthusiasm and inspiration, as well as the notion of

modelling. Furthermore, the teacher respondents clearly identified a link between

teachers’ and students’ motivation, even when students are, already, intrinsically

academically motivated. Similarly, teachers noted that their own levels of enthusiasm

and ability to inspire affected their students’ academic motivation. One testified:
(There is) no doubt about it. If you’re motivated about something when you are
talking about those kids who are intrinsically motivated - well, OK, they are
going to tend to be motivated all the time - but even they can be inspired and
encouraged to give more than what they may just want to give off their own bat
if the teacher is making what they are learning interesting, creative and
challenging. The enthusiasm is infectious and | know in myself that when |
teach | know when that moment is reached, | can feel it, and you can see it in
the quality of the work that you get back from them.

Another seconded this.
Yes, the kids sense the passion. If you give something or deliver something
with a passion, they’ll see that it means a lot to you, and these kinds of
(intrinsically academically motivated) kids will be the ones that give you
something in return (and) really take it to heart and want to take on board
whatever it is that you are giving.

For one teacher respondent, “if students” find a teacher inspirational, “they’ll find a

way to make sure they do the task, no matter how big”. Another believed that:
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A measure of how much you’ve inspired, too, is when you see certain kids in
the class who will just give of their best simply because you know they don’t
expect something at the end of it. Then you know you’ve inspired them because
they just want to try.
According to him, if teachers can inspire their students, they can positively influence
the students’ academic motivation.
I think most people would agree that when you feel inspired it is right up there
with the best times that you can recollect, and | think they (the students) just
want to be part of that and they want to feel like that as much as they possibly
can.
A third teacher respondent believed that the resultant feeling is one of “well being”.
The classroom has a very “positive feeling” that generates a willingness to learn.
Nonetheless, noted another, it is important, first, “to have a very good knowledge of

the subject”. Then, “the rest will follow”.

If teachers “‘model what they want’, they give students “an example so that
they know” what to expect. A teacher respondent described modelling this way.

If you have got consistency and say, well, this is what | need to see, you are
putting a structure around them (the students) and you are going through it with
them, so that they have got an understanding of what you are going to be
looking at.

For two others, it is clearly outlining and explaining expectations. “If you actually put
it on the board”, noted the first, “and go through it and say, right, well these are the
things that we expect”, then students can understand what is being asked of them. For

the second, modelling is “reflected in the way you do it - like the degree to which you
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prepare or organise a task. Big kids learn through the way we deliver things as well”.
Because students can identify the work requirements, “they can see what you are
asking them to do”. Ultimately, this can only have a positive influence on boys’

academic motivation.

5.4.2 Authenticity, including spirituality and shared values, and boys’ academic
motivation

Teacher respondents, generally, noted that several relational qualities, such as
respect, tolerance and justice, together with teachers’ ability to manage behaviour in
the classroom, epitomised both teacher leaders’ desires to practice authentic or
spiritual classroom leadership - underpinned by core values - and their attempts to

positively influence boys’ academic motivation.

For one teacher, in particular, “respect is one of the core values” that teachers
want students “to take on board”. To help students to achieve this, teachers can
simply “stop what they are doing” and take time to listen. Another continued:

We expect that, when we speak, a student will stop and listen. They might not
actually register that, but I think that when students come to me because they
need some help with something, it is helpful to stop what you are doing.
Many teacher respondents contended that when teachers are respectful to students, it
gives them “positive reinforcement because” they “have been spoken to as a person”.
As one described it, “being valued as a person” may have a positive influence on a

boy’s academic motivation.

Teachers show tolerance to students by “taking an interest” in them, both in

terms of their academic progress and their social well-being. The teacher group
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offered the following examples of what being ‘tolerant’ encompasses. “We listen to
them. Laugh at them and with them”; we “give them chances”; we have “different
expectations”; we “negotiate”; “we don’t always say what we think”; and we “give
them the benefit of the doubt”. These approaches, in turn, have a positive influence
on boys’ academic motivation. They give students “a chance of success” and “allow
them to make mistakes in safety” because “they don’t feel threatened by failure”.
Ultimately, the teacher group noted, being tolerant of students “keeps alive” the
students’ “hopes that you might believe” in them. Furthermore, teachers must also
develop a “shared value of justice”. Being “just”, according to one of the participants,
is a crucial aspect of authentic behaviour. Students need to see that teachers are fair,
reasonable and consistent. If a teacher treats “every student justly”, then students will

want to work for that teacher.

Teacher respondents noted that “by dangling the right carrots”, teachers can
manage behaviour in the classroom so as to positively influence boys’ academic
motivation.

They (the students) love to see good examples. If | take some really impressive
work in, it doesn’t matter if it is Year 12 work or Year 8 work, and their eyes
nearly fall out; they love it - it inspires them! They love to perform, I think.
Boys love performing: they love a stage.
For two respondents, managing behaviour is all about “boundaries”, “firm
boundaries”, and about helping boys to develop personal responsibility for their
actions. When “managing behaviour”, the first respondent explained, the teacher is
providing people with a choice and that there is a consequence, so it becomes

their responsibility to manage their own behaviour. If you do the right thing,
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this will happen, but if you do the wrong thing, this will happen and you follow
through. I think that following through is very important. You are setting up
your guidelines, setting up your structure.

For the second,
often a chat in a one on one situation can help. You might have had to
discipline the kid and it might have been in a big group situation, but if you
follow it up with a one on one chat, you are telling that kid that it really matters
to you and that they matter to you by taking up your time to speak to them.

As far as another teacher is concerned, students
expect you to manage the classroom. | think if something goes wrong, you
don’t find many kids who expect you to overlook it. They actually expect you
to do something about it as the teacher and they know that if you do, then they

can go on and do what they are there to do, which is to work and learn.

5.4.3 Transformation towards a shared vision and boys’ academic motivation
Teacher respondents noted that transformational leadership towards a shared
vision incorporates certain relational and task specific aspects. These are: an ability to
look forward and to be competent; making work challenging; developing intrinsic
interest and applying extrinsic methods; and incorporating learning and doing and
learning and feeling. When teachers are able to include these as part of the
transformational leadership approach, they can positively influence boys’ academic

motivation.

Teachers believe that students expect them to be forward looking. One

described it this way: “The kids expect you to look ahead, and plan ahead, and know
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what they are going to do. | know in our class, they expect me to be a step ahead of
them”. For some of the teacher respondents, when a teacher is able to look forward, it
does positively influence boys’ academic motivation, at least “to some extent”. “For
example”, explained one:
I had a student just last week asking me whether or not we’d be making models
for this particular unit because he was already planning ahead ready to start
making a model, even though nothing had been said in class.
The notion of “there being a plan” is the critical component, according to another.
| think they (the students) also feel that if they have a sense of there being a
plan, then what they are learning has more meaning and is more valuable. If
there is no way of seeing a real plan or whatever, it is just another excuse for
them to not try, because: ‘why are we learning this?” “‘What relevance does this

have?’” And ‘when am | going to use it?” are questions they ask.

However, another teacher was unsure “whether students realise that we have a
plan or not”, although he did note that “planning makes us look competent and
students want to be led by competent teachers”. As for the other teacher respondents,
the following comments were offered to describe competent teachers: “planning”;
“organised”; the ability “to create the right environment. If the kids are running riot,
you could be the best planner in the world, but nothing’s going to happen”; and you
have to be consistent: they can’t cope if you say one thing and then it doesn’t
happen”. For one respondent, competency is based on giving students “signs in
advance of what’s happening. | use the diary method and also the whiteboard - we’ve
got Maths for the week on the board. | have the lessons for a week in the diary and

that’s full”.
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The above remarks indicated that the teachers tied together competency and
being able to look ahead. Moreover, they also noted the relationship between
competency and boys’ academic motivation. Students

know where they are going and where they need to be before they need to be, or
they’ve passed up their work before they need to. So it is a cue for them to
organise themselves and to perform at whatever level they want, or to try
something different, or to give them a chance to plan ahead.
Nevertheless, a teacher respondent mentioned that boys, too, still “need to be
challenged”. She continued:
I’ve got a really outstanding English student in my class this year, the best I’ve
had for fifteen years, and constantly | think: what can | do to really make him
work because he is so far above everybody else? If | don’t do it, he just sits
there cruising and that worries me, because | can imagine what he could be like

if he was challenged.

When asked what they do in the classroom to develop intrinsic interest in a
topic, the teacher group identified three key elements. They “try to find common
ground”, “listen to what the Kids are talking about”, and endeavour to “make work
relevant”. One noted that she likes also to spend time talking to “younger teachers,
because they are closer now to the kids”. This enables her to work with somebody
else, in order to “come up with something quite different from what we would have
done separately”. Developing intrinsic interest is important because it helps teachers
to “get to know the students” and what they “value”. This makes learning appear

relevant to students. In turn, students notice that teachers have made an effort to
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“know where their interests lie” and show their appreciation by trying. Thus, there is

a positive influence on boys’ academic motivation.

Several teachers noted that they also use a variety of extrinsic methods to
positively influence boys’ academic motivation. The most common are “rewards:
stickers and stamps”, which are integral components of the Secondary Middle School
positive behaviour management policy. Two members of the teacher group used
class-seating arrangements as a reward for good work and behaviour. One of these
allows students to choose where they would like to sit, as a “reward for what they had
established in the” previous “term”. The other allows “kids, when they (have)
demonstrated that they can be trusted, to move” seats. Finally, a teacher commented
that putting work on the notice board is an excellent reward for boys, because they
“love seeing their own work on display” and it makes them feel “confident about
themselves”. Overall, the teacher respondents commented that such rewards give

students “a sense of pride” that “what they do is valued”.

The teachers, generally, acknowledged that they regularly attempt to
incorporate learning and doing in the Year 8 classrooms. Just that morning, one had
given the class an exercise in which they had to make

a story by cutting up newspapers. We had pictures and words and they had to
layout a story with pictures and words on the desk. They were the most
revolting stories that you could wish to see - all about theft or Martians and
creatures - but they were physically ‘doing’. They were working out how you

tell a story in sequence with pictures, and finding words from the death columns

129



and the car pages. Normally, | just ask them to write a story, so this was a good

example of getting them to actually do a creative story.

Another uses “Bloom’s taxonomy and other strategies like that, where the
communication of what they (students) understand occurs on various different levels”,
to combine learning and doing.

Each student has a strength in terms of the way they are able to communicate
understanding. If you tend to give them tasks where they only have one way of
communicating, then you are only going to switch on a small percentage of the
class, whereas if you try and make your tasks - or allow your tasks and what
they understand and learn to be communicated in a variety of ways — (you)
definitely motivate them to learn.
A teacher respondent believed that a recent Science project, a web-quest designed to
teach students how to identify a mystery powder, had a significant effect on some
boys’ academic motivation. According to him, “it seems to switch a greater number
of kids on”, but “whether that is because it is just something different to what they
normally do, or whether that is because they actually believe that by doing it in a

manner that we did it they are going to learn more” is unclear.

However, another noted that ‘learning by doing’ has a positive influence on
some boys’ academic motivation, but not all. “We noticed in the Maths project”, he
explained, that some students

enjoy going out and doing activities outside the room rather than working with
textbooks. | have also found that some of the brighter guys don’t like going out

and doing it. They are more comfortable sitting inside and working with
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textbooks. So we are probably enthusing some of the less bright ones and the
brighter ones tend to be, well, concerned by it; | suppose with something
different.
While one teacher offered a simple explanation for this: “Like we were saying before,
each student has their (sic) own strength and what might turn some on will switch
others off”, another felt that the key in any activity is to “advance a student’s prior
knowledge”. When this occurs, all students, regardless of ability, want to learn by
doing.
If you start a topic and only a quarter of the students know what you are talking
about, you have lost three quarters already; the motivation is gone. So you start
a topic at a level where they can physically find out their own data, so that then
you can go on, and you have got everyone on the same level. The prior
knowledge is very important. You learn better in the classroom because the
students understand what you are talking about. (As for) brighter students not
wanting to go outside, that is because they are already with you as far as prior
knowledge is concerned. If you started to talk about things that are beyond their
knowledge and you got them to do physical activities to get to that prior

knowledge, then they would want to be out there.

The teacher respondents believed that, in some instances, they also seek to
incorporate learning and feeling. One does this by “running through scenarios with
the kids” and asking them: “what do you do when you are in this situation?” By
doing this:

You are giving the students the opportunity to have a collection of responses

that they might call upon if they were put in that position. That might be getting
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into a car with a driver that has been drinking or situations that are common to

adolescents. You are discussing how (students) feel, how you are going to get

out of it, what are you going to do?
Because this is relevant to students, it has a positive influence on boys’ academic
motivation. Similarly, another noted that the Family Life Education (FLE)
programme addresses students’ emotional intelligence, such as “the decision making
process, relating to marijuana, or cigarettes, or situations where there may be some
sort of sexual relationship, or along those lines”, which helps their learning. In the
opinion of a third respondent, education is “about who(sic) the whole person is; his
feelings and all those other things that we discuss”. Students’ feelings are an

important link to learning.

An English teacher felt that her subject enabled her to incorporate learning and
feeling because “the things we are looking at require it”. But, according to another
teacher, “if you have a student in the class who suffers from an emotional disturbance,
there is some need to discuss that, sometimes with the student concerned out of the
class, other times” with the rest of the class. So, for this particular respondent, it is
important that both the student concerned - and his classmates - learn together, which,
ultimately, will have a positive influence on boys’ academic motivation. “There has
to be an increase in understanding about why that behaviour happened, what they saw
happen and what the triggers were for it. So they don’t humiliate the person, you act
it out in that way”. This allows the class “to see it as part of” a student’s

behaviour, not necessarily a good part - it might be the exact opposite to that -

but to come to accept it as a possibility when they are in the company of that
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boy, and they learn how to behave accordingly to minimise (the danger and

damage).

5.4.4 Empowerment, based on trust, and boys’ academic motivation

The teacher group noted that empowerment is underpinned by trust. They also
drew attention to three strategies that are intertwined with the practice of
empowerment, based on trust, in the classroom. These include: honesty, an ability to
negotiate with students, and the adoption of a constructivist approach to curriculum.
Moreover, it is the practice of these three aspects of teacher leadership, which enables

teachers to positively influence boys’ academic motivation.

By being honest, teachers can have a positive influence on boys’ academic
motivation. One teacher respondent explained that: “Most people want to do better
and to impress. If you can’t honestly discuss why they got a ‘C” and not an “‘A’, then
you are not probably helping the student to be where he wants to go”. Similarly,
echoing the sentiments of another, who stated that “honesty and fairness go hand in
hand”, a third respondent mentioned that teachers who deal honestly with students
will get the best out of them.

We spoke before about setting clear boundaries, and even though sometimes a
student knows (a teacher) is going to react in a certain way and they may not
necessarily like that, I think they value the fact that there will be this level of

consistency in the way that you will respond to that situation.

Year 8 teachers also regularly negotiate with students and, because it gives

them some control over what, when and how they are learning, the approach has a
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positive influence on boys’ academic motivation. Teachers, generally, negotiate
“timelines” and *“consequences”, “re-weight things to (suit) a certain individual”, and
give students “a chance to do things again”. Students appreciate these opportunities.
One teacher respondent successfully negotiates “homework”, which relieves pressure
from some students. You can “often negotiate or renegotiate, particularly when you
realise that one night our kids might have four subjects - and they try and do it in one
night - not knowing they don’t have to and we renegotiate dates”. *“Parents”, too,

“help us in that situation”. Ultimately, every one benefits.

According to several teacher respondents, it is extremely important that Year 8
teachers adopt a constructivist approach to the curriculum, because, as one described,
students “construct their own learning” in “different ways”. A constructivist approach
“is not about teaching from the book, but rather it is about students assimilating data
and constructing it in a way which they can then reuse the ideals of the data”.
Therefore, according to another, teachers “need to provide for lots of ways of learning
at different levels”. The “constructivist educator” needs “to trust a little bit more.
And then you have got to be able to let them use that information. And that includes
learning from each other; some people learn socially”.  This approach, in turn,
“provides a chance for creativity” and enables students “to feel that there is something
that they can achieve”. “You can actually see the change in their reaction”, explained
a teacher respondent, when teachers “negotiate the curriculum” to suit particular
students’ needs. There is certainly a positive change in their academic motivation. In

fact, he testified, “some kids are really in their element”.
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5.4.5 Community and boys’ academic motivation

Various aspects were viewed as inextricably linked with the notion of
communal leadership, namely being communicative, caring, friendly and
collaborative, and being able to create a good learning environment and a smooth
transition into high school. Moreover, it was noted, the practice of these aspects as
part of teachers’ communal leadership helps teachers positively influence boys’

academic motivation.

Teacher respondents identified a relationship between communication and
academic motivation. As one saw it, to “get the best out of boys”, teachers should
“tell them straight and make it clear”. Similarly, another noted the importance of
communicating “by your actions and” including “consequences as well”. Again,
planning is important, so there should be “discussions beforehand” and “planning
with them ahead of time”. One respondent explained that “effective communication”
greatly contributes to teachers’ chances of getting students to complete tasks.

You often find when students don’t complete a task the way that you thought it
would be done, (when) you actually stand back and look at how you delivered
that work, whether that be in written or oral form, you can always trace back to
the fact that it has got something to do with the way they were asked to do the

task.

A teacher respondent noted that students “expect” teachers “to care”. She
contended that students sometimes even “indicate, by the look on their faces, that they
think I should be more caring than | am”. Students seem to expect “instant action”.

Nonetheless, another claimed that if teachers care for students, or “take an interest in
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them outside the classroom”, it is well received by both “girls and boys” and,

ultimately, positively influences academic motivation.

Although the teacher group can see the benefits of being “friendly’ to students,
respondents can also see the complexities and potential pitfalls involved in the
relationships between students and teachers. One suggested that “the teacher can be
disarmed by students trying to be friendly”, because “the whole operation of
friendliness is really not an easy thing to work out mutually”. One problem, as
another put it, is that “the boys don’t know what the friendly version of you is”,
particularly during Term 1 of high school.

If they are frightened or they think we are frightening, they won’t approach you.
They go home and tell Mum and Dad what is upsetting them or worrying them,
and then we will get a phone call, and once that communication starts, then they
start to see what is the friendly version. But that is not an automatically

disappearing fear.

Teachers need to be “approachable”; a point emphasised by at least two
teacher respondents. Friendliness means being “friendly in a purely human way, not
because you want to be liked by them, but just because you want them to see a human
face, and that you have feelings and that you are no different to them”. Nonetheless,
one also noted that there are “many different levels” of being “friendly’.

It is saying ‘hello’ in the yard. It is taking an interest in them. It is being here
early, or staying here late, because they want you to help them and you are
willing to offer it. It is not just about being nice.

These things may have a positive influence on boys’ academic motivation.
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Several teacher respondents indicated that staff collaboration, particularly in
the form of team teaching, has a positive influence on boys’ academic motivation.
One explained: “team teaching” works well, “because it is great for the kids to
experience a different way of information being brought across to them” and “a
variety of styles”. Another noted that, “since kids learn differently, one person may
deliver and another can help to motivate a greater cross-section of kids”.
Significantly, it was suggested that “some of” a student’s “motivation and
encouragement comes from adults in the room, so it doesn’t matter who they are; it is

your availability” that is the positive motivational influence.

It is beneficial, too, for teachers to empower students, by giving them roles to
fulfil in the classroom. This is particularly the case for boys who are not able to
“attain through their academics”. These boys seek “opportunities to do things
because it provides them with an opportunity to get positive reinforcement”. This can

also help to “motivate them more in their academics”.

Teachers are responsible for creating a good learning environment for
students, on a variety of levels. A good learning environment is, according to the
teacher respondents, “safe”, “colourful”, and “alive”. There has to be “enough room
physically, where there is actually space for their bodies”. Similarly, there needs to
be “switching off time in a working classroom”. One explained: “I like it after Phys
Ed because they have chilled down and we all just read and it is perfect. Other times
we like to be moving around and we like to be talking”. “Block time”, noted another,

gives the “flexibility (that) creates a good classroom”. Teachers can say: “OK, | will

lose twenty minutes on Religion here today, but I can always make up for that in

137



another lesson and take a bit of time back”. Furthermore, students must be given “a
sense of ownership” of the classroom, and teachers should provide opportunities for
students to “celebrate their work”. There should be “working noise”, and teachers
and students together need to “value every member of the class, so that the person
feels important and part of an educational team themselves”. By building the notion
of “an educational team”, teachers are simultaneously developing community and

positively influencing boys’ academic motivation.

Finally, teacher respondents acknowledged the importance of creating a
smooth transition into high school, so as to positively influence academic motivation.
To support the transition, teachers help students to quickly adjust to their new
environment. For one, the key is to teach “kids to organise themselves: how to get
from A to B in week one. Not just once a day, eight times a day”. For another, it is
“the simple things that you might not think of”. He continued:

Knowing where to go and when and what time to go there is really important to
boys. They need structure and they want to know; they need to know where
things are and so even just a tour around the school (is valuable. New Year 8
students need) opportunities to get to know each other. They need to feel that

they can ask for help and that they know what is happening.

A teacher respondent summarised the difficulties that boys face during
transition.
| often think that kids find it harder to adapt to moving from primary to
secondary school. They come from primary school where they have one teacher

for quite a significant amount of their day to then having as many as four or five
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particular teachers in one day, and what they find the hardest to deal with is the
expectations of different teachers. | find myself explaining in a fair bit of detail,
how it is that you need to adapt to the expectations of different teachers, so that
when it happens it is not a big shock. I tell them that some teachers are going to
have very stringent guidelines and ways of doing things, and then they are going
to have teachers a lot more laid back and jovial. (It is) moving from that
teacher’s room into the teacher who has got more definite guidelines that they
need to adapt quickly. Because that is where they get into trouble.

Nonetheless, another teacher respondent indicated that students are ready for high

school and for new teachers. In her opinion, “they love the variety. They love it”.

The “secret’ is to support Year 8 students through the
adjustment phase. Once they feel familiar and more comfortable with being
able to get around, I notice that there is an increase in their motivation just
through the sheer fact that they are becoming more familiar with their
surroundings and the teacher. They know the routine; they know what to

expect.

However, two teacher respondents noted that Year 8 teachers also have a role
in helping students to maintain their motivation after the period of transition, when the
novelty of high school has worn off. One stated:

When kids get into the school, they are highly motivated because it is new, it is
different, and | think once they have settled into the environment, then you get
kids who drop off with their motivation. So I think that is an area or a part that
we need to address. Why are we losing some of those kids after they start

having really good and high motivation?
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A third respondent attempted to answer this question. In his opinion, when students
“start to fail, that is when they lose their motivation”. The solution, quipped another,

IS to “teach them (the students) how to not push the wrong buttons and they play!”

5.5 Students’ Perceptions and Understandings of the Relationship between
Teacher Leadership and Boys’ Academic Motivation in the Year 8 Classroom

5.5.1 Service and boys’ academic motivation

When asked about servant leadership, the five Year 8 key student informants
identified a series of behaviours. In his interview, Matthew described teachers’
servant leadership this way: “They give up their time to show us what to do”. For
Mark, service is “making the work easier, explaining it a lot more”. John explained
service in a little more detail. Teachers are “supportive of anything that’s gone wrong
or right”. They are “encouraging” and help with writing by modelling what they
want. According to Luke, teachers model this by saying: “This is what | want you to
do. I want you to write your beginning, your middle part and your ending, and in
each section, I want you to do this”. In this way, in Luke’s opinion, teachers
“basically model what to do”, and the students “just follow that”. This process is
particularly helpful for John because, even though teachers “don’t give away the
answers, they really help you to understand what you are doing”. Andrew noted that,
while modelling - both in terms of teachers’ own enthusiasm and motivation and their
explanations of how to do work - is part of servant leadership, ultimately, servant
leaders seek also to develop service within their followers. Teachers, “especially in a
Catholic school”, are servant leaders. “They want you to become a Christian, to help
out more, to give more”. Four of the five boys noted in the interviews that service
positively influences their academic motivation. For Andrew, “it is positive. Itisa

little bit (of) encouragement”. For Matthew and John, it is an emphatic “yes”. Luke
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finds service helpful, because it enables him to understand what he has to do in the
classroom: if I know “what I’m doing, it makes it more enjoyable than if I am just
stuck there and don’t know what I’m doing”. However, Mark did not see the

influence of teachers’ servant leadership as significant. He just works anyway.

In the interviews and the written comments that complemented the survey
questionnaire, the students reinforced the notion that service in the classroom is
evidenced by various behaviours, attributes and actions of teachers. These are:
“putting a lot of time and effort in to help” students; “making things easier”; “being
interested”; “explaining the benefits of learning”; “giving (students) a boost”;
“devoting themselves”; “paying attention”; and “helping” when there is a problem.
Many Year 8 students identified in both the survey questionnaire and the interviews a
clear relationship between their own levels of motivation and enthusiasm and those of
their teachers. Furthermore, many students’ responses highlighted the positive
influence of inspiration and successful role modelling, by and from teachers, on their
academic motivation. However, some students saw no correlation between teachers
and their own levels of academic motivation. Some comments from these students
were: teachers “don’t interest me at all”’; “my teachers’ work ethic does not affect
me”’; “my teacher doesn’t inspire me”; “they could be more interested”; and “they
don’t seem motivated”. Thirty-nine Year 8 students completed the survey

questionnaire. Five of these students also participated in the interviews.

The section of the survey questionnaire on ‘service’ provided students with

five statements to be graded from 1 (does not describe at all) through to 7 (strongly

describes), in terms of how accurately they described their willingness to learn. Three
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statements obtained a mean above 5.10: “my teachers inspire me to want to learn”
(5.26); “when my teachers model what they want, or show me what to do, | want to
learn” (5.23); and “I want to learn because | appreciate the work my teachers put in to
preparing classes and assignments” (5.13). The statement, “my teachers inspire me to
want to learn” also recorded a mode of 7 (strongly describes). The statements “when
my teachers model what they want from me, or show me what to do, | want to learn”,
“I want to learn because my teachers are interested and motivated”, and “I want to
learn because my teachers are enthusiastic about the work we do”, recorded a mode of
6 (describes). All of the statements recorded a mean above 4.82, indicating that the
students believed there was a strong correlation between these aspects of teacher
leadership and their academic motivation. Table 5.2 presents a statistical summary
for each statement within the “service’ section of the student survey questionnaire,

including mode, mean and standard deviation.
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Table 5.2

Service and boys’ academic motivation

Statement Mode Mean Standard
% Deviation
e | want to learn because | Describes to 5.13 1.64
appreciate the work my Sor‘;‘;%’ze”t
teachers put in to preparing '
classes and assignments
e | want to learn because my Describes 4.85 1.65
teachers are interested and 30.77
motivated
e | want to learn because my Describes 4.82 1.72
teachers are enthusiastic about 30.77
the work we do
e My teachers inspire me to want Strongly 5.26 1.70
to learn describes
33.33
e When my teachers model what Dzsggtl)es 5.23 1.21

they want, or show me what to
do, I want to learn

Note N =39

Mode 1: Does not describe at all 2: does not describe 3: Does not describe to some
extent 4: Uncertain 5: Describes to some extent 6: Describes 7: Strongly describes

The student interviews and survey gquestionnaire responses, on the whole,
indicated that teachers’ interest, enthusiasm and motivation have a significant
influence on boys’ academic motivation. According to Matthew, “if teachers are
motivated it influences you to be motivated as well. You know that you are going to
get something good out of it”. Mark felt that “most” of his teachers are motivated.
The impact of this motivation on him is that it “just makes (him) more interested”.
Luke noted that teachers’ interest, enthusiasm and motivation “encouraged him to
learn”. Andrew and John were adamant that their teachers are interested, enthusiastic
and motivated. “Yes, definitely”, said Andrew. The Year 8 teachers seem to “like to
be around kids and want to teach kids. When they like children more, they tend to get

on with them more”. This makes him “motivated to do something”. When asked
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why, Andrew explained that it “is just a feeling. If they (teachers) feel good about
something, you know it is going to be something pretty good. If they’re a bit down
about it, you don’t get a really good feeling about what’s coming up”. John can tell
that his teachers are interested, enthusiastic and motivated, “because they care about
the class and what’s around. One of the teachers sets up the classroom and puts it to
what we’re doing for the term. If we’re doing Harry Potter, she’ll decorate it like”
that. “Now the Olympics are on, she has got things for the Olympics and setting us
Olympic work for the week, so she’s been enthusiastic about wanting to teach us
about it”. When asked if this had a positive influence on his academic motivation,
John said: “Yes. It makes you feel happier that they do care and that they take an

interest in what you want to do”.

Participants’ responses to the survey questionnaire generally revealed the
strong influence of inspirational teachers on their academic motivation. Three of the
students interviewed also referred to at least one teacher whom they considered
inspirational and, as such, someone who positively influenced their academic

motivation.

Andrew acknowledged the “good example” set by his teachers. “There’s
inspiration if you want to become something. A good example is what they (teachers)
have done in their childhood years, and what they’ve come to: a teacher. That’s
important”. This example has reinforced to Andrew to never give up. “I really want
to become a pilot and | know it (requires) a lot of perseverance. You can’t give up
and they (teachers) have taught me that”. John finds one teacher, in particular,

inspirational, because “she is always happy and she’s always supportive of whatever
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we’re doing and will always talk to you, no matter what”. Her “being like that, helps
(him) get good grades and want to do the work, because (he) knows that she is being
happy”. John mentioned that he finds a particular teacher inspirational because he
makes learning “enjoyable, but informative”, through the use of “pictures”. Referring
principally to Astronomy, John explained that the use of pictures dramatically
changed his impression of the topic.
I had no idea what Jupiter looked like, (but) the way he (the teacher) taught it
made it easy to learn and easy to recognise. | used to think Astronomy was very
dull and boring, but once | had that sort of information on the stars and planets,
| am really interested now.
Nonetheless, both Mark and Matthew indicated that they do not consider teachers
inspirational. When asked why, Matthew said he was not sure. Mark noted that
inspiration was fairly uninfluential, as his academic motivation “is pretty good

already”.

Overall, responses to the survey gquestionnaire and the five key informant
interviews indicated that ‘modelling’ what they wanted from students helped teachers
positively influence boys’ academic motivation. Comments in the survey
questionnaire included: “it helps me to know what teachers are looking for”; “it
makes it easier”; “teachers set out work well and explain it simply”; “I enjoy
acquiring new knowledge”; “it makes work clearer, not necessarily interesting”; and

“it makes me scared that I’m going to fail, so | try harder”.
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Luke noted in his interview, that modelling from teachers amounted to them
explaining (work) in a way that you cannot forget it. Instead of just making us
copy questions from a book and using examples from the book, he (the teacher)
will actually go through the question and thoroughly explain it, so we know it
off by heart.

This “knowledge” makes learning easier which, in turn, positively influences
academic motivation. John saw modelling from teachers as “really good for
students”. It means that students “know what the teacher wants and expects from
them, and it makes it good”. Mark and Andrew agreed that modelling makes work
expectations clearer, which is helpful both to them and to their willingness to learn.
Matthew indicated that teachers modelling what they wanted also extended to
behavioural expectations. “It is always well elaborated on what is expected from you,
like what is bad behaviour and what’s good behaviour”. Students are “rewarded or
punished depending on what you do”. When asked whether this has a positive
influence on his academic motivation, Matthew said: “yes, because you always know
what you are doing. It makes it easier to learn and you can get on with your work

without worrying about what you’re supposed to be doing”.

5.5.2 Authenticity, including spirituality and shared values, and boys’ academic
motivation

The interviewees supported the notion that authenticity, including spirituality
and shared values, is an aspect of teacher leadership in the classroom. The students
described authentic behaviour as ensuring that actions support words. All five
acknowledged that the teachers at Christian Brothers College, on the whole, ‘do what
they say and say what they do’, at least to some extent. John expressed it this way:

“our teachers tell us we’re going to do this next week and we’re going to do that, and
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it happens”. Mark agreed: “when he (the teacher) says the work must be done, it must
be done”. Matthew noted that authenticity also relates to the manner in which
teachers deal with behaviour management issues. “If you are told that you will get
punished for bad behaviour, you get punished. If you are told you will be rewarded,
then you get rewarded for it”. While Andrew “has noticed” authentic behaviour from
his teachers, “sometimes if they tell you they’re going to do something, it may be a
while down the track”. For example, if “they said they were going to give us a
reward, we know it is just a reward, but you tend to wait a long time. You know you
have to learn to be patient”. Luke claimed that teachers are authentic leaders “most of
the time. Sometimes they don’t do” what they say they will do, “but most of the time

they do it”.

The interview responses indicated the importance of authenticity, including
spirituality and shared values, in the classroom. Luke noted that when “a person says
that they’ll do something, you really want to believe them”. John concurred: “there’s
no point promising something and not doing it”. Andrew, too, made his point quite
strongly: “if I say something, | want to do it, because it is like a promise. You can’t
break it, because it is just like lying”. Furthermore, the students saw an obvious
relationship between authenticity, including spirituality and shared values, and boys’
academic motivation. Luke, Mark and Andrew simply answered, “yes” when asked if
teachers’ authentic behaviour had a positive influence on their academic motivation.
John mentioned, “when the teachers say they’re going to do something, it usually gets
your hopes high, and then if you don’t do it, you feel like you’re let down”. However,
when the teachers “do what they say they will do”, it has “a good effect”, because it

makes the work “more enjoyable”. Matthew just likes to know where he stands.
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If you know you are going to get rewarded, everybody likes to get rewarded. If
you know you are going to get punished - (and) no one likes to get punished -

you don’t really want to get punished, so you keep doing the work properly.

In their interview and questionnaire responses, students identified various
qualities and aspects of leadership associated with authenticity (including spirituality
and shared values). These were: “respect”; “honesty”; “tolerance”; “trust”; being
“fair”; and “caring” which, as John noted, help him to feel that he is “valued as a
person”. Comments in the survey questionnaire included: “teachers are tolerant and
true to their word”; “they treat everyone the same”; and “they don’t threaten us”. In
both the survey questionnaire and the interviews, Year 8 boys noted that respect,
tolerance and justice have a positive influence on their academic motivation. The
students also indicated that the implementation of certain behaviour management
strategies, particularly when teachers help students take personal responsibility for

their behaviour, positively influences boys’ willingness to learn.

The section of the student questionnaire exploring the influence of
‘authenticity, including spirituality and shared values’ provided respondents with
seven statements to be graded from 1 (does not describe at all) through to 7 (strongly
describes), in terms of how accurately they described their willingness to learn. Three
statements had a mean above 5.20: “I want to learn because my teachers respect me”
(5.69); “I want to learn because my teachers are tolerant of me” (5.62); and “I want to
learn because my teachers help me to take personal responsibility for my behaviour”
(5.21). The statements: “I want to learn because my teachers respect me” and “I want

to learn because my teachers help me to take personal responsibility for my
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behaviour” also recorded a mode of 7 (strongly describes). The statements: “I want to
learn because my teachers are tolerant of me” and “I want to learn because my
teachers help me to share those values” obtained a mode of 6 (describes). Six of the
seven statements recorded a mean above 4.44, indicating that the students believed
there was a strong correlation between these items and their academic motivation.
However, one of these statements: “I want to learn because my teachers are true to
their values” (4.69) had a mode of 4 (uncertain). Table 5.3 presents a statistical
summary for each statement within *authenticity, including spirituality and shared

values’, including mode, mean and standard variation.

Table 5.3

Authenticity, including spirituality and shared values, and boys’ academic motivation

Statement Mode Mean Standard
% Deviation
e | want to learn because | Describes to 4.44 1.80
appreciate the fact that my Sorg%%’ge”t
teachers always do what they '
say they will do
e | want to learn because my Uncertain 4.69 1.43
teachers are true to their values 30.77
e | want to learn because my Describes 4.92 1.60
teachers help me to share those 2564
values
e | want to learn because my dsgggri%lexg 5.69 1.39
teachers respect me 11,03
e | want to learn because my Describes 5.62 1.52
teachers are tolerant of me 35.90
e | want to learn because my Uncertain 3.64 2.05
teachers are strict 2564
e | want to learn because my Strongly 5.21 1.72
teachers help me to take de;gr;t;es

personal responsibility for my
behaviour

Note N =39

Mode 1: Does not describe at all 2: does not describe 3: Does not describe to some
extent 4: Uncertain 5: Describes to some extent 6: Describes 7: Strongly describes
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When asked to comment on the influence of respect, tolerance and justice on
his academic motivation, John’s response reinforced the findings in the survey
guestionnaire.

Those three qualities have a really good effect on you - how you present and do
your work and things like that. You don’t feel like the teacher’s just giving you
work. You feel like you can talk to them about anything.
Matthew commented particularly on the influence of respect and tolerance:
If they (teachers) respect us as students, they will tolerate so much before they
have to punish or reward you. | suppose if you were not respected at all, you
would lose a bit of heart in your work. If you are punished for no reason and if
there is no tolerance there, you start to lose your enjoyment, because you have
to be able to muck around a little bit.
Andrew made the link between fairness and justice and explained that both are, in his
opinion, evident in the classroom. Teachers “always try to be fair, that’s definite. If
you can’t do something as well as someone else, they will help you more and try to
keep it even; everything even”. Luke claimed that respect, tolerance and justice
create “an environment where people will help you”, not “for the sake of helping you

(but) because they want to”.

Although the survey questionnaire responses indicated that Year 8 students are
uncertain whether teachers remaining true to their values has a positive influence on
boys’ academic motivation, the interviewees emphasised both the importance of
teachers remaining true to their values and, in turn, the positive influence that this has
on their willingness to learn. When asked to identify the values that their teachers

tried to remain true to, the following were mentioned: “determination”, being
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“respectful to everyone and kind”’; being “reasonable (and) rewarding”; “justice and
being fair”; being “honest and trustworthy”. Matthew and Mark noted that when
teachers remain true to the values listed above, they “set a good example” and
“demonstrate what to do”. This, according to Andrew, brings together as a “team” all
of the students in the classroom. “You have a good feeling” when teachers are true to
their values. “You want to learn. You know that if you respect (teachers), they will
respect you back. You can trust them and they can trust you. You know you can do
things better, so it is really a team”. Thus, according to the interview responses, by
setting a good example, teachers also encourage students to share values in the
classroom. Comments were: “he does it himself as well””; “he keeps his word”; “they
put it plain and simple so you understand. Sometimes they’ll just say straight out
about respect and justice and being fair”’; and “by not talking down to us and not lying
to us, and making sure that we are getting the best education by helping us with our
work”. When asked if the sharing of values has a positive influence on their academic
motivation, most simply answered “yes”. However, Luke said that the efforts of his
teachers to share values “show us in your life you should be trustworthy and
respectful”. John added the final word: “if you have a respectful class and behaviour
is really good, it makes you work better and makes you want to come to school every

day and have fun”.

John’s interview indicated that teachers’ ability to manage behaviour in the
classroom has an influence on his learning. Poor behaviour
makes more homework for me and puts me under stress. 1’ve got a plan that
I’ve got to do this tonight, but then I’ve got Maths or whatever that night on top

of that because of people misbehaving and not being controlled.
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How, then, do Year 8 teacher leaders try to manage behaviour in the classroom?

The interview responses showed, on the whole, that teachers try to ensure that
shared values underpin their approach to behaviour management in the classroom,
although not always successfully. Andrew outlined the link between shared values
and behaviour management: “respect, yes: they always try to keep it just, no matter
what (and) yes, there is some tolerance”. Matthew and Andrew referred to teachers’
authentic behaviour and the significance of “staying true to their word”. “There are
always a few warnings, because that’s just saying that you shouldn’t do it again and if
you do it again, then you are giving me reason to punish you. If they’ve been given a
warning and told to stop doing something”, when they do it again, they “suffer the
consequences”. Matthew said that it is even simpler in his class. “It is always very
strict. If you muck up, you’re going to get punished, or if you’re good, it doesn’t
usually go unrewarded”. However, John and Mark both commented that students can
“take advantage” of teachers, especially when they “scream” or “yell”. “When (the
teacher) screams”, explained John, “it is noticeable that the students aren’t listening
and they are taking a lot of advantage of that and just mucking around more, which
means that we can’t get our work done as much”. Mark said that “in some classes,
(teachers) yell at the students, then other students do the same thing and it gets out of

hand”.

So, how should teacher leaders manage behaviour so that they also positively
influence boys’ academic motivation? The survey questionnaire results indicated that
teachers helping students to take personal responsibility for their behaviour has a

positive influence on boys” willingness to learn. Statements were: “they help me
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improve my behaviour”; “when teachers give me responsibility, | feel good”; “they
know we’re responsible and help us”; and when students “take responsibility for
(their) actions, the problem stops”. In his interview, John offered some support:
behaviour management is about being “real. The way” a behaviour management
issue “should be dealt with is by discussing it with the person”. Nonetheless, despite
indications in the survey questionnaire that students are uncertain about the influence
that strict teachers have on their willingness to learn, when interviewed, Matthew
indicated that he benefited from that type of approach. “If you’ve got other people
being stupid around you, you can’t concentrate on your work, so you need the teacher
to stop that, and if you are rewarded for doing good work, you are going to do it more
often”. Mark agreed: “if (the teacher) is really strict, all the other students are silent

and then | can work easier. When it is loud, | tend to lose concentration”.

5.5.3 Transformation towards a shared vision and boys’ academic motivation

When asked to discuss transformational leadership, the student participants
noted in their interview and survey questionnaire responses that teachers try to
transform students during the year, both in terms of their learning and their behaviour.
In doing so, teachers have a clear vision of how the classroom should operate and,
within that, how they want boys to learn and behave. According to Matthew, teachers
“try to make sure you learn properly and (that) your behaviour will be good”. Mark
noted that teachers present students with opportunities to develop “more knowledge,
understanding and skills”. Further, he, like most of the other boys interviewed,
emphasised that teachers, also, attempt to transform students’ maturity and behaviour.
He explained: “They (teachers) are trying to make the students a lot more mature.

You know, tell them what is right and wrong”. Andrew mentioned something similar.
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| think every teacher wants to (transform) their students, because as you get
older, you have to be mature, you want to do things, you have to grow. If you
have a problem, they (the teachers) teach you how to be mature about it.
Luke tried to link together the notion of helping students to mature and developing
them as people. “I reckon they try to change us in a way, (by) trying to change us
from a person coming from juniors to seniors”. The rules have become
stricter and tougher to the stage now where, basically, we have changed a whole
lot from Year 7. We were allowed to talk in class - and when we came to Year
8 at first we were allowed to talk in class - (but) now we are silent in class, we

don’t talk (or) muck around.

When asked about teachers and their vision of the classroom, the interview
and survey questionnaire responses indicated that teachers clearly articulate a vision
of the classroom and, within that, the expectations that they have of students
regarding behaviour and learning. The following points were made in the interviews:
“| think they like the class to be able to sit down and keep going with their work, and
to show respect for each other and do what they’re told”; “they want the class to be
very respectful of people who walk in, but also for the class to have fun but, at the
same time, to do their work”; and “lots of happiness; everyone’s included so
everyone’s friends and do (sic) things together. There’s no negative; everything’s
positive and everyone respects and trusts each other, and everyone’s fair, just like
they’re teaching us”. Comments in the survey questionnaire included: “teachers make
it clear what they want and expect from students”; “teachers want to teach us how the
classroom and school should look”; and “teachers do share their vision of the

classroom”.
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The interviews and survey questionnaire responses drew attention to the fact
that teachers seek to have every student in the class share their vision. In a sense, this
is akin to transforming students towards that vision. Matthew identified the link
between vision and transformation: “If you have a vision of the classroom” that
incorporates “good, hardworking students, you can try to transform them” to be even
better students, “and that’s what will achieve that vision”. Teachers try to achieve
this in a number of ways. Andrew stated that teachers “set the ground rules from the
very start” and let students “have a say” in the way situations should be handled,
which is “only fair”. John and Matthew referred to the fact that teachers want
students to know more and to develop a range of skills. John said that he “can see”
that teachers want students to improve

when they talk to us. They explain it to us and tell us what they expect or would
like to see. If someone’s walked in and we haven’t shown them what they
expect us to do, then they explain that to us and tell us that the next time it is

expected that we will do it better.

Two similar remarks were made in the survey questionnaire, namely: “a
teacher telling me where my skills can take me is a great compliment and encourages
me to keep on trying”; and “my teachers want me to achieve to the best of my
ability”. Matthew noted that teachers share their vision and transform students by
“setting a good example” and “always elaborating what that vision is, not just leaving
it to us (the students) to realise it”. Mark commented that the offer of rewards helps
teachers create a shared vision in the classroom and has a positive influence on
students’ willingness to learn. “First, there’s work, silently, and after that, there’s a

reward - a bit of a break”, which makes it easier for us to share the teacher’s vision.
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A comment in the survey guestionnaire also drew attention to the benefits of rewards:

“] want to learn because the school can offer various academic rewards”.

Interviews and survey questionnaire responses indicated that the notion of
transformation towards a shared vision has a positive influence on students’ academic
motivation. According to Matthew, it is just a natural progression: “if you are
transformed into a good worker, you are going to do your work better and go better in
school. And the better you go in school, the more motivated you’ll be because of

your achievements”. Most of the other boys interviewed made a similar connection.

Luke said that transformation towards a shared vision helps to create “mutual
respect” in the classroom and encourages him to come to school. “You want to come
to school and enjoy it, so them (teachers) telling us what is wrong and good for us and
other people, makes people more wary of how people want to be treated”. John saw
transformation as a positive influence because “it has helped (him) to know that the
teachers do care and want to transform (him) so that (he) is better for the next year”.
Andrew saw that when teachers incorporate rewards, physicality and interest into
work, it is easier for him to share in the vision of the classroom. Moreover, these
things positively influence his academic motivation. “Little things, like rewards”,
explained Andrew, “that’s (sic) always a good thing, especially in the subjects that
some people don’t like. There are a few (other) things” that teachers can do. You
“might play cards for Maths or, like earlier this year in fractions, we all got to bring in
a cake and cut it up in fractions and ate all the cakes”. Nonetheless, Mark discounted
the influence of transformation towards a shared vision on his academic motivation.

“I’ve always put my work first”, he said. “So” the influence is “not much”. In fact,
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he added, even if the teacher was not there supporting him, he would still put his work

before any other influences.

The section of the student questionnaire exploring the influence of
‘transformation towards a shared vision’ provided students with eleven statements to
be graded from 1 (does not describe at all) through to 7 (strongly describes), in terms
of how accurately they described their willingness to learn. Eight statements recorded
a mean of 5.10 or above: “I want to learn because my teachers want me to know more
and to have a greater range of social and academic skills” (6.18); “I want to learn
because the teachers make the work interesting” (5.79); “l want to learn because the
curriculum integrates learning and doing” (5.51); “I want to learn because my
teachers have a vision of what I can achieve” (5.49); “I want to learn because the
curriculum integrates learning and feeling” (5.46); “I want to learn because my
teachers make the work challenging” (5.33); “I want to learn because my teachers
offer me rewards” (5.10); and “I want to learn because my teachers are forward
looking” (5.10). Four statements (“I want to learn because my teachers want me to
know more and to have a greater range of social and academic skills”; “I want to learn
because the teachers make the work interesting”; “l want to learn because my teachers
have a vision of what | can achieve”; and “I want to learn because my teachers offer
me rewards”) also had a mode of 7 (strongly describes). All eleven statements
recorded means above 4.85, indicating that the students perceived there to be a strong
correlation between these aspects of teacher leadership and their academic motivation.
Table 5.4 presents a statistical summary for each statement within “transformation

towards a shared vision’, including mode, mean and standard variation.
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Table 5.4

Transformation towards a shared vision and boys” academic motivation

Statement Mode Mean Standard
% Deviation
e | wantto learn because my Strongly 6.18 0.92
teachers want me to know more de;gréges

and to have a greater range of
social and academic skills

e | want to learn because my Describes to 5.10 1.34
teachers are forward looking some extent

33.33
e | want to learn because my Eoeazr?iz ::: 4.87 1.29
X
teachers are competent 33.93
e | want to learn because my Strongly 5.79 1.40
teachers make the work describes
. X 48.72
interesting
e | want to learn because my Strongly 5.10 1.93
teachers offer me rewards describes
33.33
e | want to learn because my Describes 5.33 1.35
teachers make the work 41.03
challenging
e | want to learn because the Describes 5.51 1.14
curriculum integrates learning 30.77
and doing
e | want to learn because the Describes 5.46 1.17
curriculum integrates learning 2821
and feeling
e | want to learn because my Strongly 5.49 1.31
teachers have a vision of what | de;gr;t;es
can achieve '
e | want to learn because my Describes 4.92 1.81
teachers have a vision of how 30.77
the classroom and school
operate
e | want to learn because my D%S?fgges 4.87 1.49

teachers clearly share their
vision of the classroom and the
school

Note N =39

Mode 1: Does not describe at all 2: does not describe 3: Does not describe to some
extent 4: Uncertain 5: Describes to some extent 6: Describes 7: Strongly describes

The survey questionnaire responses drew attention to the positive influence of

teachers’ support for students’ academic and social development. Similarly, they
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indicated that aspects of teacher leadership, such as challenge and interest, influence
boys’ willingness to learn. Comments in the survey questionnaire included: “teachers
make work hard for your own good”; “learning is interesting”; and “it is easier to
learn when work is interesting”. Overall, the survey questionnaire results showed the
positive influence of teacher leaders’ approach to the curriculum, namely integrating
learning and doing, and learning and feeling. Student responses included: “the
curriculum has all I need”; “through movies and stories, | interact with everyone”;
“when a unit of work has some practical use it is more interesting”; and “learning can
be improved by having interactive experiences like an excursion”. Although the
positive influence of a teacher’s vision was identified, certain comments indicated that
it is an area that teachers can still improve. Two such comments were: “teachers
should discuss the environment and behaviour more with students”; and “I’m not sure
teachers take a look at what we should/would/could achieve”. Finally, the survey
questionnaire showed that aspects of teacher leadership, such as competency and

ability to look forward, positively influence boys’ academic motivation.

5.5.4 Empowerment, based on trust, and boys’ academic motivation
When questioned about empowerment, the interviewees, in general, aligned

empowerment with “being trusted” and “being given responsibility”. John noted that
teachers empower students “with the morning jobs, like the bulletin, prayers, watering
the plants in the classroom, or getting something they’ve forgotten from the staff
room. They send you knowing they can trust you”. Andrew, too, referred to teachers
trusting students to complete “basic errands”.

(Teachers) want you to do things for them and they know they can trust you.

For example, a few days ago | had all of these test papers that we had for the
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end of the day. | knew I could have just taken them out and looked at (them) so
I would know what to do. | could have looked at them and cheated, (but I did
not).
Matthew saw “being an SRC (as) a good example of” empowerment based on trust.
Furthermore, “even letting us do quiet work (is) trusting us to do that right, and giving
us responsibility to be able to keep going on with that”. Mark mentioned that “only
the SRCs” are empowered by teachers. However, he did add that his teacher “gives
responsible (students) what they want sometimes” and trusts them to “look after the

class or help friends with work”.

Empowerment, or “being trusted”, was viewed as having a positive influence
on boys’ academic motivation. “Yes”, being empowered or trusted “makes it a more
enjoyable time”, Matthew explained. *“You are not always talked down to, so you
don’t have to prove that you’re actually capable and that means the teachers will
respect you more”. Ultimately, “it will give you more enjoyment because you’re
treated as an equal”. Other interview responses to the question ‘does empowerment,
or “being trusted”, positively influence your academic motivation?’ included: “Yes.
If I know a teacher trusts me | feel good about it. Learning and wanting to learn (are)
all about a good feeling, a good vibration, a good thing”; “Yes. It shows that he can
trust me”; “Yes. It (makes) me feel good about myself, and knowing that they can
trust me, makes (me) want to work and get (my) homework finished, because
otherwise (1) might lose that trust”; and “Yes, because | know if I learn, they
(teachers) will reward me”. Similar comments were made in the survey

questionnaire: “trust is a must”; “it’s good to have a trusting teacher”; “when teachers

trust me, they respect me”; and “if my teachers did not trust my work habits, there’s
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no reason to go on”. The item in the survey questionnaire about the influence of trust,
namely “I want to learn because my teachers trust me to achieve my goals” recorded a
mode of 7 (strongly describes). Table 5.5 presents a statistical summary for each item
within the dimension, ‘empowerment, based on trust’, including mode, mean and

standard variation.

Table 5.5

Empowerment, based on trust, and boys’ academic motivation

Statement Mode Mean Standard
% Deviation

e | want to learn because my Strongly 5.62 1.49
teachers trust me to achieve my de?fscré%es
goals '

e | want to learn because my Uncertain 5.03 1.56
teachers delegate responsibility 28.21

e | want to learn because my Strongly 5.54 1.26
teachers are honest with me de;gr;t;es

e | want to learn because my Describes to 4.59 1.62
teachers encourage me to be a Sorg%%’ge”t
leader in the classroom '

e | want to learn because my Describes to 4.95 1.59
teachers allow me to negotiate Sorg%%’ze”t
what | can do '

e | want to learn because my Describes to 441 2.00
teachers negotiate deadlines Sorgegelete”t

e | want to learn because my Uncertain 4.59 1.80
teachers modify the curriculum 2564
to suit me

e | want to learn because the Describes 5.69 0.98
curriculum is relevant 33.33

e | want to learn because the Describes to 4.87 1.56
curriculum is skill based rather Sorg%‘zge”t
than knowledge based '

e | want to learn because the Describes 5.90 0.89
curriculum builds on what | 38.46
know

Note N =39

Mode 1: Does not describe at all 2: does not describe 3: Does not describe to some
extent 4: Uncertain 5: Describes to some extent 6: Describes 7: Strongly describes
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Respondents were invited to grade ten statements from 1 (does not describe at
all) through to 7 (strongly describes), in terms of how accurately these described their
willingness to learn. Four statements had a mean above 5.50: “I want to learn because
the curriculum builds on what | know”; “I want to learn because the curriculum is
relevant”; “I want to learn because my teachers trust me to achieve my goals”; and “I
want to learn because my teachers are honest with me”. The mode for the statements:
“I want to learn because my teachers trust me to achieve my goals” and “I want to
learn because my teachers are honest with me” was 7 (strongly describes). The
statements: “l want to learn because the curriculum is relevant” and “I want to learn
because the curriculum builds on what | know” had a mode of 6 (describes). All ten
statements recorded a mean of at least 4.41, indicating that the students believed there
was a strong correlation between these aspects of teacher leadership and their

academic motivation.

Overall, the interview and survey questionnaire responses indicated that
students regarded teachers’ honesty as part of empowerment, or “being trusted”, and,
furthermore, as having a positive influence on their academic motivation. Comments
in the survey questionnaire included: “a teacher needs to be honest or they (sic) won’t
be trusted”; “the teachers are very honest”; and “most of my teachers are honest with
me”. In their interviews, Matthew, Luke and John noted that teachers are honest
when discussing grades and progress. “Grading is always honest”, remarked
Matthew. “You don’t like to hear that you are better than what you are at the
moment, or that you’re not as good as what you are”. Luke said that his teacher is
“honest in the way (he) went in a test”. He explained: “when we do Maths, if | get a

question wrong and | ask him about it, instead of just explaining it, doing the question
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easily, he’ll explain where | went wrong and how I can improve”. John noted that
honesty extends to parent and teacher interviews.
At parent/ teacher interview nights, they (teachers) are very honest with the
parents when they tell the parents what they think about that particular student,
and they want to tell that parent that information so that the student can work

better.

When asked about the effect of teachers’ honesty on their willingness to learn,
the interviewees replied that it has a positive influence. Such comments included: “if
the teachers aren’t honest, you don’t necessarily know what you’re supposed to be
doing because they are not telling you. If they’re honest, you know what you’re
doing and you will keep trying”; “if you’re doing badly, you want to do better. If you
are doing well, you’ll want to keep it up”; “if he (the teacher) says I did really badly
in a test, he is being honest there and it helps me. It just makes me want to improve in
that test and have another try at it”; and honesty has a positive influence on academic

motivation “because it is all part of the good feeling”.

Respondents acknowledged that encouragement to take up leadership roles in
the classroom has a positive influence on boys’ academic motivation. However, the
survey questionnaire responses showed that boys were uncertain of the influence that
teachers delegating responsibility to students has on their willingness to learn. Even
so, the comments in the survey questionnaire supported the notion that encouragement
of leadership, or delegation of responsibility, has a positive influence, at least to some
extent, on boys’ academic motivation. For example: “teachers give important roles to

those they trust”; “it always helps when a teacher gets you to take more
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responsibility”; “if you are a leader, you want to keep that position”; and “giving me

encouragement and responsibility helps me to learn”.

Negotiation, particularly of deadlines, also has a positive influence on boys’
academic motivation, although some comments in the survey questionnaire indicated
that at least a few teachers never negotiate deadlines. These responses included:
“some teachers never extend the deadline”; “they don’t think about what the student is
going through and if they can do the work”; and “some teachers won’t negotiate the
deadline for assignments”. Nonetheless, the interviewees spoke of teachers regularly
negotiating deadlines and the positive influence that this has on their willingness to
learn. “Depending on the circumstances”, explained Matthew, teachers “will change
deadlines. They are sensible”. Negotiation has a positive influence on Matthew’s
willingness to learn, because it allows him to have some control over his learning. He
continued: “If you have some say in it, you will enjoy it a bit more because it is not
always left up to another person and you can do something about it”. John said that
teachers “definitely” negotiate “because they understand that we haven’t had time to
complete” work. Moreover, according to John, “if your teacher extends an
assignment, you do it better because you know that he or she is going to expect better
because it has been extended and you’ve got more time to work on it”. Mark saw
negotiation as having a very positive influence on his academic motivation. “I like to
negotiate, because | know that I’ll get a bit of what | want and they’ll (teachers) get a
bit of what they want”. This makes me work better, because “at least | know I’ve got

an extension” and that | have had a say in things.
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Certain aspects of teacher leaders’ approach to the curriculum have a positive
influence on boys’ academic motivation. Year 8 students, on the whole, identified
these aspects as achieving ‘relevance’ and making the curriculum “skill based’ and
‘constructivist’. In the questionnaire, some students highlighted the following:
“having a good curriculum is helpful”; “the curriculum is good as it widens our
knowledge”; “if you have skills it makes work easier and more interesting”; “teachers
build on what you already know”; “the school modifies our learning by having HAP
(High Achievement Programme) classes”; and “the curriculum helps me to learn more
by having higher achievement programmes”. Similar remarks were made in the

interviews.

Andrew indicated that teachers try to find out as much as they can about
students’ interests and learning styles. “At the start of this year, he (the teacher) gave
us a few sheets of paper and from those sheets, he could realise that this is a thinker,
or this one needs a bit of help in some stuff, or this one’s a good writer”. If teachers
“did not do that”, explained Andrew, “they would be teaching us all the same thing”,
which, as Matthew and Mark reinforced, can be “a let down”. Matthew said: “If they
(teachers) don’t know what level you’re at, you might end up (doing) something
you’ve already covered and it will be a waste of time”. Mark noted that teachers
“start with the basics and they’ll test you on your basics, and if not everyone’s ready,
then there’s a lot of revision. If everyone’s ready, we will go onto the next stage”.
Rather than this method, he prefers “individual work”, where the teacher builds on
what he knows, because “there’s a lot of benefit in” such an approach. Luke, too,
indicated that the constructivist approach to teaching and learning has a positive

influence on his academic motivation. He spoke particularly about a Maths
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assignment using chronometers, when the class had to create a device and method that
would enable them to measure the height of the school’s flagpole. “I liked that
because it gave us challenges, mentally and physically. We had to think about (the
task) and not only use our knowledge, but our creativity knowledge and mental
knowledge”. When asked what influence the chronometers’ task had on his
willingness to learn, Luke replied: “I enjoyed it. | did not really like chronometers
much, but it was a really fun way of learning. | reckon if it is fun, then it is just easier

to learn”.

5.5.5 Community and boys’ academic motivation

When directed to discuss communal leadership, respondents, generally,
referred to their teachers as collaborative, both with other teachers and with students
in their classes. Moreover, the interview and survey questionnaire responses
indicated that collaboration with staff and students has a positive influence on boys’
academic motivation. Luke noted that teachers had recently collaborated on an
“astronomy” unit, when “all five Year 8 classes got together (and) the teachers got
together”. Matthew found the astronomy unit - as well as an earlier Science unit on a
mystery powder - an opportunity for teachers to “be collaborative with other teachers,
(so) they can combine all the ideas together for each class”. This is more effective
than teachers working on their own, because “the whole unit runs together, which
helps, because if they ran it all on their own, it would not be as full, because it is only
(one teacher’s) ideas”. Andrew indicated that Year 8 teachers regularly collaborate.
“They have to”, he explained. “If they want to create a test paper or game or activity,

they have to work together, so all the Year 8s or Year 9s and so on can do it together”.
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On the other hand, John said: “My two Home Room teachers work together, but |

don’t think with other teachers so much”.

Most of the interviewees agreed that teachers working together with other
teachers, positively influences academic motivation. Responses included: when
teachers “work as a team, you know it’s something good. So you don’t want to just
waste it, because everything they teach you is going to be something important”;
“when they set up so that every Year 8 has a task, it is pretty good”; and:

It is good because they know what they’re doing together - not just one knows
what’s going on and the other doesn’t - and they bring together ideas on how to

work the class better, to do activities and stuff like that.

Teachers also collaborate with students in the classroom. The interviewees
referred to various ways that teachers encourage students to share in classroom
leadership and decision-making. John said that some are obvious, especially “SRC
and Athletics’ Day”. In these situations, teachers leave “responsibility up to the
SRC”. Andrew noted: “every week, a person reads out newsletters and a prayer, and
everyone has a certain responsibility for that week and it just keeps changing”. Group
work and class discussions are also examples of collaboration. “We have group or
class discussions”, explained Luke, “where she (the teacher) tells us to speak our
minds and things like that”. Mark, in particular, “likes group work, because
everyone’s got a bit of responsibility and you depend on others”. Collaborating with
students, by sharing classroom leadership and decision-making, is a means that
teachers can use to positively influence boys’ willingness to learn. Comments in the

survey questionnaire included: “when teachers allow me to contribute to class
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discussions, | feel accepted”; “having some control over your learning can help you
have a more enjoyable time”; “I think everyone should have a say”; and “I like to be
accepted in a group”. In their interview and survey questionnaire responses,

participants elaborated on the positive influence of collaboration.

Andrew recognised that “if there is no input from the students, it (work)
becomes uninteresting. If there’s input from the students, it makes it more fun. Itis
not just following someone else; you can actually have some input yourself”.
Certainly, continued Andrew, “having some responsibility in the class helps”. Luke
viewed “the whole feeling of putting forward my point of view” as having a positive
influence on his academic motivation. Getting a chance to collaborate in the
classroom helps Luke “to put forward my point of view on the subject that we’re
doing. We can argue on that subject and sometimes the point | put up changes
totally”. John offered a similar view. “I find leading people fun. Also, sometimes
students will listen to another student because it is from the same perspective. If you
are talking to another student about something, they probably will listen a little
better”. Matthew agreed: “if it is all run by the teacher, you have no input. If it (the
class) is run by the students as well, some of it (the work) is what you want. It makes
it just that bit more enjoyable”. Andrew, too, noted that sharing classroom leadership
and decision-making “makes (him) feel that teachers trust (him)”. As a result, he
added: “I try to do my best. You want to try to do your best for them (teachers),
because they trust you”. The survey questionnaire results reinforced the positive
influence that the feeling of belonging in the classroom community and
encouragement to share classroom leadership and decision-making have on boys’

academic motivation.
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In the student questionnaire, the section exploring the influence of
‘community’ on boys’ academic motivation, provided students with a series of
statements to be graded from 1 (does not describe at all) through to 7 (strongly
describes), in terms of how accurately they described their willingness to learn.
Seven statements had a mean above 5.0: (“I want to learn because my teachers helped
to make the transition into high school smooth for me” (5.85); “I want to learn
because my teachers create a safe, friendly and supportive environment” (5.72); “I
want to learn because my teachers communicate clearly and openly with me” (5.67);
“I want to learn because my teachers are friendly” (5.49); “I want to learn because my
teachers work together to support my progress” (5.33); “I want to learn because | feel
I belong in the school community” (5.15); and “I want to learn because my teachers
help me to feel that I belong in the classroom community”). Six of these (“I want to
learn because my teachers helped to make the transition into high school smooth for
me”; “I want to learn because my teachers communicate clearly and openly with
me”’; “l want to learn because my teachers are friendly”; “I want to learn because my
teachers work together to support my progress”; “I want to learn because | feel |
belong in the school community”; and “I want to learn because my teachers help me
to feel that | belong in the classroom community”) had a mode of 7 (strongly
describes). The remaining statement: “I want to learn because my teachers create a
safe, friendly and supportive environment” had a mode of 6 (describes). All ten
statements recorded a mean above 4.75, indicating that the students believed there
was a strong correlation between these aspects of teacher leadership and their
academic motivation. Table 5.6 presents a statistical summary for each item within

the dimension, ‘community’, including mode, mean and standard variation.
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Table 5.6

Community and boys’ academic motivation

Statement Mode Mean Standard
% Deviation

| want to learn because my Strongly 5.03 1.76
teachers help me to feel that | dezsgr;ies
belong in the classroom '
community
I want to learn because | feel | Strongly 5.15 1.61
belong in the school dezsgréaes
community '
I want to learn because my Strongly 5.33 1.52
teachers work together to dezsggties
support my progress '
| want to learn because my Describes to 4.79 1.37
teachers encourage me to share Sorg%e?’;te”t
in classroom decisions '
| want to learn because I like Eoe;%r?xetz rt_]? 4.97 1.44
my teachers 25 64
I want to learn because my 5;222%2/5 5.49 1.40
teachers are friendly 36,46

e | want to learn because my Eoer;%rié))gse :]fz 4.90 1.58
teachers care about me o5 o4

e | want to learn because my Strongly 5.67 1.06
teachers communicate clearly de;gr;t;es
and openly with me '

e | want to learn because my Describes 5.72 1.02
teachers create a safe, friendly 41.03
and supportive environment

e | want to learn because my Strongly 5.85 1.35
teachers helped to make the dejgréges

transition into high school
smooth for me

Note N =39

Mode 1: Does not describe at all 2: does not describe 3: Does not describe to some
extent 4: Uncertain 5: Describes to some extent 6: Describes 7: Strongly describes

The survey questionnaire and interview responses indicated that when teachers

possess or demonstrate certain attributes, namely friendliness, a caring attitude and an

ability to communicate, they positively influence boys’ academic motivation. When
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asked to comment on both the prevalence and influence of these three attributes in his
experiences of the Year 8 classroom, Andrew responded: teachers “are definitely
caring because they care about you and how you learn. Most teachers (also) have to
be really good at communicating to teach something. They have to be patient,
otherwise no one will be able to learn properly”. Andrew saw “caring and
communication” as the two most influential aspects of teacher leadership. He
explained:
If you can talk to them (teachers) and they communicate well to you, it is
friendly as well. If they’re friendly and they communicate to you, there’s a
feeling that this is a good teacher. (It’s) nice and you’ll learn, because you’re
happy about it. And (if) they’re caring for you, you can do well.
Luke offered something similar: “if there wasn’t any communication, then if we
didn’t know the question or how to do it and we couldn’t communicate with our
teacher, the subject becomes really hard to learn”. Furthermore, “a caring and
friendly teacher is easy going. It is much easier (to learn) because you are more

relaxed, more calm”.

Mark simply stated that he “can’t work without friendliness”. John proposed
that “knowing you can communicate with a particular teacher, makes you not scared
of asking questions or not scared of talking to them about an issue or homework”.
This positively influences his willingness to learn, as does a friendly teacher. Having
a friendly teacher “makes the class fun in lessons, which makes you want to do your
work. And if you can have a joke with the teacher”, continued John, “the student’s
going to respect them (sic) a lot more as a leader”. When asked to comment on the

influence of teachers’ friendliness, caring attitude and ability to communicate,
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Matthew offered the following remarks. “A teacher needs to be communicative
because, if not, you don’t know what you’re doing with your work”. The ability to
“communicate what you do with your work is the main task of a teacher. It makes it
easier to do (the work), and that helps you”. Teachers “are always friendly if you stay
on the right side of them. | suppose that ties in with respect as well: if you respect
someone, you’ll be friends”. Finally, noted Matthew, “if teachers care about your

learning and your work, you want to learn”.

Comments in the survey questionnaire supported the notion that
communicative, friendly and caring teachers positively influence academic
motivation. Statements about the influence of teachers’ communication included:
“they tell us what items | need for a lesson”; “my teachers help me. They are open
about what they want and expect from me”; and “I like the way the teachers were up
front when talking about what | can expect from high school”. There were also a
number of positive comments about the influence of having friendly and caring
teachers: “friendly teachers make me feel welcomed and | am able to ask questions”;
“all teachers have a soft side, although they may not show it”; “I don’t feel afraid of
asking teachers questions”; “having friendly teachers makes them less intimidating,
which helps you work better”; “my teachers are nice and always helping me”; “my
teachers are not strict, which makes me relax and focus”; “having some connection
with your teacher can help your learning”; “they will always help you no matter what
they are doing”; “teachers help students to do more work and to have a better

understanding”; and “if I like my teachers, | work a lot better”.
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By creating a safe, friendly and supportive classroom environment, teachers
positively influence Year 8 boys’ willingness to learn. Andrew summed it up: “a
good environment is a good place. You want to learn because you feel comfortable
and safe, secure”. So, what are the crucial elements of a “good” classroom

environment?

Luke noted that the classroom environment should be “relaxed” and should
make students “feel at home”. He explained:
It would have lots of posters on the back wall, things like tigers, waves, snow
boarding and things like that, not educational, but things that have a lot of
meaning. The classroom should not only have books, but something that makes
you feel at home, as if you’re in a relaxed environment.
John said that teachers need to create “a fun learning environment; friendly, caring,
social”. Andrew expanded: “everyone’s friends, everyone cares for each other,
everyone helps out and everyone does things for each other. They trust and are honest
- (these are) just basic key elements of a good classroom. Everyone has those and put

(sic) them into action”.

Boys also remarked on the noise level in the classroom. Mark saw “silent
work and a lot of explanation from the teacher” as important. Luke viewed it slightly
differently. “I wouldn’t say totally silent but, ideally, being able to talk - in between
whisper and quiet talk - and people should be well behaved”. John said that the noise
level

depends on the activity that you’re doing at the time. If you’re doing a

colouring activity or working on a poster, | think a talking environment is
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helpful in a way, but if you are doing Maths, you need to work in a quieter
room.
Matthew likes “somewhere you are able to sit down and do your work and not be
disturbed by other people, (where) everyone can work as a group as well, if you are

doing group work”.

Music, too, can add to a successful learning environment. Luke explained:
“sometimes (the teacher) puts on music and it is just easier when we do English or
Social Science because you can talk in a more relaxed environment”. Mark referred
to the benefits of “break times”. “If there can be break times, especially in double
lessons”, | work better. “Whenever you finish your work”, he added, “you always get
to go outside, play around. It just makes me feel better and then, next time, | am

willing to learn a lot more”.

How, then, can Year 8 teacher leaders create a “good” learning environment?

As Andrew suggested, expectations need to be clearly established at the beginning of
the year. “At the start of the year, they (teachers) need to say, ‘I’d like to have a good
class so we can all work together and all be friends and this how it is done’”. John
noted: teachers should be “always thinking of ideas and not only just telling us what
to do, but asking if there is something we think should happen”. He indicated that at
least one of his teachers had recently sought input from the class, which had a positive
influence on his academic motivation.

With the Olympics, she (the teacher) asked us if we’d rather have a booklet of

sheets to do on each subject, or they would give us work to do on the day. We

all chose to do the booklet with sheets because we thought we’d work better
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with them. Including the students with their work helps. If they (teachers)
include you, you feel welcome in the class, and it gives you confidence in what

you are doing.

Mark viewed the opportunity for students to “pick their seats” as a simple
thing that teachers can do to establish a good learning environment. “She (the
teacher) lets people pick their seats first, and she lets you talk, but enough is enough.
This makes me feel better”. Matthew explained that teachers could help group work
to run more smoothly,

by actually assigning tasks to each person, and by keeping some order in the
classroom, so that people who work better in a quiet environment can. If you
are not able to work properly and it’s not quiet enough to concentrate, you
won’t concentrate as well, your work starts to slip, and you don’t want to do it
anymore.
Finally, Luke mentioned that sometimes teachers would be better served by moving
“out of the way”! “It could be”, he stated, “that teachers are always talking when
you’re trying to work. Sometimes, they should just get out of the way” so that we can
get on with our work. “When it comes to school, you want to be in a relaxed

environment”.

Overall, the respondents indicated that teachers helped to make the transition
from primary to high school reasonably smooth. Nonetheless, as evident in the
survey questionnaire responses, there were some exceptions. Such comments were:
“the teachers did not explain things”; “changes in work habits in high school can

make your experience less enjoyable”; and “the transition to high school was hard. |
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did not know anyone and | was not used to the amount of homework”. In his
interview, Mark, too, referred to homework expectations: “I guess the homework is
(the hardest thing about the transition). There’s a lot more of it, but you have to show
that you’re responsible”. Luke regarded the Year 8 workload as much greater than
what he was used to. “In high school, you do a lot more work than in primary school.

Basically, primary school and high school are totally different”.

Even so, many of the survey questionnaire and interview responses drew
attention to the successful way teachers helped students to manage the transition into
high school, and the subsequent positive influence that this has on boys’ academic
motivation. Relevant comments in the survey questionnaire included: “the teachers
were really welcoming when | came to this school and it made me feel | fitted in”; “I
think if 1 was not treated so well in becoming part of the school community, | might

have considered leaving”; and “the teachers make it (the transition) easy”.

Andrew referred to “the orientation in Year 7 before the actual year started” as
useful. “It calmed you down, and you (realised) it’s not that hard. They welcome you
openly and freely, and then they get to know you and you start from there”.

Moreover, Andrew noted that the success of the transition had a very positive
influence on his academic motivation. “Well, first impressions last. If you see a
teacher’s friendly, you know it is a caring environment. You know that if you work
with this person, you’ll do your work well, so you can learn”. John also spoke of the

settling effect of the teachers.
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At the start, | was kind of scared of what teachers | would get, but as soon as |
got in there, they were very welcoming and friendly - always smiling that whole

day - which made everyone feel comfortable with what they were doing.

Matthew, John and Luke found it beneficial that their teachers “gradually
introduced” them to the rigours of Year 8. According to Luke:
The last thing you want is to come to high school on your first day and be
bombarded with all the Year 8 rules and how it works in Year 8. They started
off easy going, basically like a Year 7 teacher and pretended it was just another
day of primary school, and then gradually introduced more Year 8 rules, Year 8
ways of learning and Year 8 standard of work.
The result of this approach, added Luke, “was the ideal way of what Year 8 should be:
just really easy going”. Matthew mentioned that “keeping the work at the same level,
not increasing it too much, but not patronising us and talking down to us”, enabled
teachers to create a smooth transition for the Year 8 students. He continued: “by
taking time to get to know us and actually finding out what we’re like”, the teachers
have certainly helped. “If your teachers don’t work with you, you can’t work either.
If they don’t help you to make the transition smoothly, your work will go down”.
John viewed the transition as “easier than (he) thought.
On the first or second day, they (the teachers) played a game with everyone.
You had to get up, say your name and something that you liked doing, and then
the next person would have to say what he said and then it continued on like
that so we got to know everybody and what they liked doing. This calmed me
down, made me feel really comfortable and made me think, yeah, I’ve got good

teachers.
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5.6 Comparisons

5.6.1 Teachers’ and students’ perceptions and understandings of teacher
leadership in the Year 8 classroom

Year 8 teachers (focus group interviews) and students (key informant
interviews, survey questionnaire) referred to service as an aspect of teacher
leadership. Teachers noted that, in practice, service includes accommodating for

students’ “safety and well being”, developing “different testing styles”, modelling
appropriate behaviours and offering support on a “technical level”, through
“discussion or through marking work”. According to teachers and students, servant
leadership also incorporates being motivated, enthusiastic and inspirational. Students
regarded “modelling what to do” as an aspect of teachers’ servant leadership.
Students also indicated that “showing (students) what to do”, “giving up time”,
“making work easier”, “putting a lot of time and effort into helping students” and

wanting boys to become servants themselves, principally by encouraging them “to

help out more, to give more”, are characteristics of service.

Teachers and students perceived authenticity to be a necessary part of teacher
leadership. The respondents identified the need for teachers to “do what they say and
say what they do”. Furthermore, inextricably linked with authenticity is the notion of
spirituality, in that a set of core values underpins teachers’ words and actions.
Teachers described authenticity as being “honest”, “committed” and “consistent”. In
turn, they identified the core values as “respect”, “the way you treat people”, “caring
for others”, “justice” and being tolerant. Students, too, viewed authenticity as

incorporating the core values of “respect”, “honesty”, “tolerance”, “trust”, “justice”,

fairness and “caring”.
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Teacher and student participants agreed that teacher leaders seek to transform
students towards a clear vision. Moreover, they saw students’ learning and behaviour,
and how the classroom should operate, as components of that vision. Teachers
indicated that they seek to transform students into “the best they can be”, “useful
members of society” and “independent” learners and thinkers. Their vision of the
classroom is “to create harmony” and, ultimately, a place where “young men can
work collaboratively”. Similarly, teachers wish students to be “confident and
successful”, “responsible for their own actions”, and able to make sensible decisions.
Students noted that teachers seek to transform boys’ learning and behaviour, by
helping them to mature and to begin to take more responsibility for decision-making
and problem solving. Students, like teachers, perceived as crucial to the vision of the
classroom, the notion of “lots of happiness”, where “everyone’s included” and able to

work together.

Empowerment was identified as part of teachers’ leadership role.
Furthermore, teachers and students agreed that the notion of “trust” is at the core of
empowerment. Teachers referred to a need to provide “students with tools to become
leaders”. As examples of empowerment, they identified the “SRC”, “group work”
and “delegating jobs in the classroom”. Each of these requires a “relinquishing of
(teachers’) power - and that takes trust”. Students aligned empowerment with “being
trusted” and “being given responsibility”. They noted, too, that teachers empowered

students “with morning jobs”, “basic errands” and “SRC” roles.

The communal aspect of classroom leadership was also emphasised. Teachers

identified, in particular, the support of, and collaboration with, their colleagues, both
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the “people above” them and their organised teaching teams, as embodying communal
leadership. Similarly, teachers referred to attempts to “broaden” the leadership base
in the classroom, by organising “monitors” and “peer support”, and supporting the
“SRC” and “the transition programme”. Students also highlighted the fact that
teachers collaborate in teaching teams and try to involve students in the classroom
community. They, too, recognised the role of the “SRC” and “monitors”, as well as
“group work” and class discussions, as elements of teachers’ communal leadership.
Table 5.7 summarises the comparisons and contrasts between teachers’ and students’

perceptions of the characteristics of teacher leadership in the Year 8 classroom.
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Table 5.7

Summary: Comparisons and contrasts of teachers’ and students’ perceptions and
understandings of teacher leadership (not in rank order)

Teachers

Service
Incorporates:
e Modelling
e Accommodating for students’
safety and well being
e Developing different testing styles
e Offering technical support
e Being motivated, enthusiastic and
inspirational

Authenticity, inc. spirituality and
shared values
Incorporates:
e ‘Walking the talk’
e Honesty
e Commitment
e Consistency
e Respect
e Caring for others
e Justice
e Tolerance
Transformation, towards shared vision
Incorporates:
e A vision of students’ learning and
behaviour
By supporting students to be:
e Their best
e Useful members of society
e Independent learners and thinkers
e Confident, successful, responsible
e Sensible decision-makers

Incorporates:

e A vision of the classroom
By promoting:

e Harmony

e Collaboration

Students
Service
Incorporates:
e Modelling
e Showing students what to do
e Simplifying work
¢ Helping students
e Encouraging servant hood
e Being motivated, enthusiastic and

inspirational

Authenticity, inc. spirituality and
shared values
Incorporates:

‘Walking the talk’
Respect

Honesty
Tolerance

Trust

Justice

Fairness

Caring for others

Transformation, towards shared vision

Incorporates:
e A vision of students’ learning and
behaviour
By supporting students to be:
e Mature
e Responsible
e Decision-makers
e Problem-solvers

Incorporates:

e A vision of the classroom
By:

e Promoting happiness

e Working together

e Being inclusive
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Table 5.7 (Cont)

Summary: comparisons and contrasts of teachers’ and students’ perceptions and
understandings of teacher leadership (not in rank order)

Teachers

Students

Empowerment, based on trust
Incorporates:

e Relinquishing power

e Allow students to become leaders
Through:

e SRC

e Group work

Empowerment, based on trust
Incorporates:

e Being trusted

e Being given responsibility
Through:

e Morning jobs

e Basic errands

e Delegating classroom jobs e SRC
Community Community
Incorporates: Incorporates:

e Collaboration with colleagues

e Support from ‘above’
Through:

e Team teaching

Incorporates:

e Collaboration with students
Through:

e Organising monitors

e Peer support

e SRC

e Transition programme

e Collaboration with colleagues

Through:
e Teaching teams

Incorporates:

e Collaboration with students
Through:

e Monitors

e SRC

e Group work

e Class discussions

5.6.2 Teachers’ and students’ perceptions and understandings of the relationship
between teacher leadership and boys’ academic motivation

Teachers (focus group interviews) and students (survey questionnaire, key

informant interviews) agreed that various aspects of what they considered to be

‘service’ have a positive influence on boys’ academic motivation. Teachers identified

modelling and their own motivation, interest, enthusiasm and inspiration as examples
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of service that positively influence boys’ academic motivation. Students confirmed
the positive influence that each of these has on their academic motivation. Fifty-one
percent (20 students) who completed the survey questionnaire indicated that they
want to learn because their teachers model what they want and expect. More than
43% of students (17 students) revealed that they want to learn because their teachers
are interested and motivated. Over 46% (18 students) indicated that they want to
learn because their teachers are enthusiastic. Fifty-six percent (22 students) specified
that their teachers inspire them to want to learn. In the five interviews, students also
drew attention to the positive influence that these aspects of teacher leadership have
on their academic motivation. Finally, over 69% of students (27 students) viewed
appreciation of the work teachers put in to preparing classes and assignments as

having a positive influence on boys’ academic motivation, at least to some extent.

Teacher and student respondents agreed that authentic leadership, including
spirituality and shared values, is underpinned by the notion of “saying what you do,
and doing what you say”. Fifty-six percent of the surveyed students (22) saw the fact
that “teachers always do what they say” as having a positive influence on their

willingness to learn. The boys interviewed also identified this as influential.

Teachers and students noted that, in the classroom, authenticity, including
spirituality and shared values, is evidenced by several relational qualities, which also
have a positive impact on boys’ willingness to learn. Teachers perceived respect,
justice and tolerance to be influential relational qualities. More than 64% of the
survey sample (25 students) identified respect as positively influencing their academic

motivation. More than 69% (27 students) specified that tolerance has a positive
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influence on their willingness to learn. Students in the key informant interviews also
referred to the positive influence of respect and tolerance, as well as justice.
Significantly, both teachers and students noted that respect, justice and tolerance are
also examples of shared, core values that provide a necessary foundation for

behaviour management.

Both teachers and students suggested that authenticity, including spirituality
and shared values, could be extended to behaviour management practices. Moreover,
particular behaviour management strategies are regarded as having a positive
influence on boys’ academic motivation. Teachers identified providing good
examples of work, setting firm boundaries, consistently applying consequences and
helping boys to develop personal responsibility for their behaviour as particular
behaviour management strategies that positively influence boys’ willingness to learn.
The survey questionnaire indicated that more than 51% of the students (20) believed
that teachers helping students to take personal responsibility for their behaviour has a
positive influence on their willingness to learn. The students interviewed also
regarded this as an influential aspect of teacher leadership. Student interviewees
contended that when teachers set boundaries and consistently apply consequences,
these actions have a positive influence on their academic motivation. Finally, some
students remarked in their interviews that a teacher being strict positively influences
their willingness to learn. However, only 33% (13 students) indicated in the survey

questionnaire that ‘strictness’ is an influential aspect of teacher leadership.

Teacher and student respondents agreed that various elements of what they

considered to be transformational leadership (towards a shared vision) have a positive
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influence on academic motivation. Teachers contended that certain relational
qualities and task specific aspects of leadership are influential. Relational qualities
identified were an ability to look forward and competency. Task specific aspects of
transformational leadership included making work challenging, developing intrinsic
interest, applying extrinsic methods, incorporating learning and feeling, and
incorporating learning and doing. The five key student informants also drew attention
to the positive influence of each of these. Furthermore, the student questionnaire
responses as a whole reinforced the notion that these aspects of teachers’
transformational leadership have a positive influence on some boys’ willingness to

learn.

Fifty-three percent of survey respondents (21 students) identified the notion of
teachers having a vision of what students can achieve as a positive influence on boys’
academic motivation. Fifty-one percent (20 students) saw teachers’ vision of the
classroom and the school as a positive influence. Sixty-six percent (26 students)
indicated that teachers’ attempts to share their vision of the classroom have a positive
influence on their willingness to learn. Over 76% of students (30) noted that teachers’
attempts to share their vision of what students can learn, particularly in terms of
knowledge and social and academic skills, have a positive influence on their academic

motivation.

Approximately 74% of respondents (29 students) viewed being able to look
forward as a positive influence, at least to some extent, on boys’ academic motivation.
Sixty-one percent (24 students) believed that competency is an influential aspect of

teacher leadership, at least to some extent. Sixty-four percent (25 students) identified
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making work intrinsically interesting as an influential aspect of teacher leadership,
and 51% of students (20) noted the positive influence of rewards. Fifty-nine percent
(23 students) viewed teachers making work challenging as having a positive influence
on boys’ willingness to learn. Over 79% (31 students) believed that the integration of
learning and doing has a positive influence, at least to some extent, on boys’ academic
motivation. Finally, over 53% of students (21) identified the integration of learning

and feeling as a positive influence.

Teachers and students agreed that the practice of “‘empowerment, based on
trust” incorporates several leadership characteristics that positively influence
academic motivation. These are trust, delegating responsibility, adopting a
constructivist approach to the curriculum, honesty and negotiation. Sixty-six percent
of survey respondents (26 students) believed that trust from their teachers has a
positive influence on their academic motivation. Fifty-nine percent (23 students)
agreed that delegation of responsibility has a positive influence on their willingness to
learn, at least to some extent. Similarly, 53% (21 students) identified encouragement
to be a leader in the classroom as having a positive influence on boys’ academic
motivation, at least to some extent. Negotiation of classroom activities was viewed
by 66% (26 students) as an influential aspect of teacher leadership. Similarly, 59%
percent of students (23) believed that the ability to negotiate deadlines has some

influence on their willingness to learn.

Students, like teachers, noted that particular aspects of teacher leaders’

approach to the curriculum have a positive influence on boys’ academic motivation.

Fifty-nine percent of the survey sample (23 students) identified achieving curriculum
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relevance as an influential aspect of teacher leadership. Seventy-one percent (28
students) indicted that a skill-based curriculum has a positive influence on their
willingness to learn. Sixty-nine percent (27 students) agreed that a constructivist
approach has a positive influence on boys’ academic motivation. The five key student
informants also referred to trust, delegating responsibility, adopting a constructivist

approach to the curriculum, honesty and negotiation as influential.

Both teachers and students agreed that various aspects of what they considered
communal leadership have a positive influence on boys’ academic motivation.
Teachers listed being communicative, caring, friendly and collaborative, and being
able to create a good learning environment and a smooth transition into high school as
aspects of communal leadership in the classroom that positively influence boys’
willingness to learn. Fifty-nine percent of the survey sample (23 students) viewed
teachers’ ability to communicate as significant. Sixty-one percent (24 students)
identified being caring as influential, at least to some extent. Further, friendliness was
regarded by 51% of the sample (20 students) as influential. The five key student
informants also spoke of the positive influence of communication, caring and

friendliness.

The student respondents viewed teachers collaborating with other teachers as
positive, with 53% of the survey sample (21 students) indicating that the statement, “I
want to learn because my teachers work together to support my progress” describes
them or strongly describes them. The key student informants also referred to this as
an influential aspect of teacher leadership. Collaboration with other students can also

positively influence boys’ academic motivation, at least to some extent. Students
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listed belonging in the classroom community (43%), belonging in the school
community (51%), and encouragement to share in classroom decision-making (61%)
as influential. Again, comments from the key student informants reinforced the
notion that collaboration with other students has a positive influence on boys’

willingness to learn.

Finally, 86% of the student sample (34) agreed that the creation of a safe,
friendly and supportive learning environment and a smooth transition into high school
have a positive influence on boys’” academic motivation, at least to some extent. The
key student informants also identified a supportive learning environment and a
smooth high school transition as influential. Table 5.8 summarises the comparisons
and contrasts between teachers’ and students’ perceptions and understandings of the
relationship between teacher leadership and boys’ academic motivation in the Year 8

classroom at a Catholic school.
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Table 5.8

Summary: comparisons and contrasts between teachers’ and students’ perceptions
and understandings of the relationship between teacher leadership and boys’

academic motivation (not in rank order)

Teachers

Service (aspect of teacher leadership)

e Modelling
e Motivation
e Interest

e Enthusiasm
e Inspiration

Authenticity, incl. spirituality and
shared values

e “Saying what you do, and doing what
you say”

Respect

Justice

Tolerance

Behaviour management strategies
Examples of good work

Setting firm boundaries
Consistently applying consequences
Encouraging personal responsibility

Transformation towards shared vision

Students

Service (aspect of teacher leadership: mode 5-7)

e Modelling

e Interest and motivation

e Enthusiasm

e Inspiration

e Preparation of classes/ assignments

Authenticity, inc. spirituality and
shared values

Teachers doing what they say
Respect

Justice

Tolerance

Behaviour management strategies
Encouraging personal responsibility
for behaviour

Setting firm boundaries

o Consistently applying consequences
e Strictness

Transformation towards shared vision

e Looking forward e Looking forward

e Competency e Competency

e Making work challenging e Challenging work

e Developing intrinsic interest e Intrinsic interest

e Applying extrinsic methods e Rewards

e Incorporating learning/ feeling e Integrating learning/ feeling

e Incorporating learning/ doing ¢ Integrating learning/ doing
e Vision of achievement
e Vision of the classroom/ school
e Sharing a classroom vision
e Sharing a student vision

Note N =39

Mode 1: Does not describe at all 2: does not describe 3: Does not describe to some
extent 4: Uncertain 5: Describes to some extent 6: Describes 7: Strongly describes

189



Table 5.8 (Cont)

Summary: comparisons and contrasts between teachers’ and students’ perceptions
and understandings of the relationship between teacher leadership and boys’
academic motivation (not in rank order)

Teachers Students

Empowerment, based on trust (aspect of Empowerment, based on trust (aspect of

teacher leadership) teacher leadership: mode 5-7)

e Trust e Trust

e Honesty e Honesty

e Delegating responsibility e Delegation

e Negotiating work expectations e Encouraging leadership

e Negotiating deadlines ¢ Negotiation

e Constructivism e Negotiation- deadlines
e Curriculum relevance
e Skill based curriculum
e Constructivism

Community Community
e Communication e Communication
e Caring e Caring
e Friendliness e Friendliness
e Collaborating (teachers) e Collaborating (teachers)
e Collaborating (students) e Collaborating (students)
e Creating a good learning environment e Belonging in the classroom
e Creating a smooth transition e Belonging in the school
e Sharing decision-making
e Safe, friendly and supportive

environment
e Smooth high school transition

Note N =39

Mode 1: Does not describe at all 2: does not describe 3: Does not describe to some
extent 4: Uncertain 5: Describes to some extent 6: Describes 7: Strongly describes

5.7 Conclusion
In this chapter, teachers’ and students’ perceptions and understandings of

teacher leadership and its relationship to boys” academic motivation in the case study
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school were analysed in order to present the initial findings of the research.
Subsequently, these findings were compared and contrasted, to highlight specific
themes and issues relating to teacher leadership in the Year 8 classroom, and its
relationship to boys’ academic motivation. These themes and issues, together with
the literature reviewed in Chapter 3, provide the basis to answer the three research

questions in Chapter 6.
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CHAPTER 6

REVIEW AND CONCLUSIONS

6.1 Purpose of the Research
The purpose of the study was to explore the relationship between teacher
leadership and boys’ academic motivation in the Year 8 classroom at a Catholic

school. Underpinning this purpose are the assumptions that the classroom is an

organisation (Cheng, 1994), all teachers are leaders in the classroom, and that part of

their leadership is to positively influence boys’ academic motivation.

6.2 Research Design

The methodology underpinning the research was case study. The chosen
school was Christian Brothers College, Adelaide, which was researched in order to
better understand the relationship between teacher leadership and boys’ academic

motivation in the Year 8 classroom.

Data collection methods used in the case study included:

a) Focus group interviews with eight members of the Year 8 “core’
teaching team on issues pertaining to teacher leadership in the
classroom and how this positively influences boys’ academic
motivation.

b) A survey questionnaire about academic motivation, distributed to
thirty-nine specially identified Year 8 students.

C) Interviews with five key Year 8 student informants.
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Two focus group interviews were conducted with eight members of the Year 8
‘core’ teaching team, who teach the Year 8 Home Rooms in ‘blocks’ of time. The
focus group interviews generated teachers’ self perceptions of leadership in the
classroom, and its relationship to academic motivation. During the focus group
interviews, teachers developed a shared understanding of what boys’ academic
motivation ‘looks like’ in the classroom and, based on this understanding, identified
students who demonstrated, or appeared to possess, academic motivation. This
resulted in a group of specifically identified Year 8 students, who were then invited to
complete a survey questionnaire. Within this group, staff also highlighted five
particular students, one in each Year 8 class, whom they considered to be the most
highly motivated in the Year level. The survey questionnaire and key informant
interviews created students’ perceptions and understandings of their teachers’
classroom leadership and its subsequent influence on students’ willingness to learn.
For convenience, the survey questionnaire was “group administered” (Lavery, 2003,

p.88). Teacher and student participants were all volunteers.

Data were analysed using a “general analytic strategy” (Yin, 1994, p.102).
This entailed following the three theoretical propositions that underpinned the study
which, in turn, gave the study its purpose, shaped the data collection methods and
identified elements of the data that were relevant (Yin, 1994). The first theoretical
proposition is that the classroom is a small organisation (Cheng, 1994). The second is
that all teachers are leaders in their respective classrooms. The third follows: teacher
leaders are responsible, at least in some way, for positively influencing their students’
academic motivation. This course of action is illustrated in Figure 4.1. The

researcher then adopted a method of “successive approximation” (Neuman, 1997,
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p.427), which involved “repeated iterations or cycling through steps, moving toward a
final analysis” (Neuman, 1997, p.427). The initial concept, or “general idea”
(Neuman, 1997, p.428), of the relationship between teacher leadership and boys’
academic motivation in the Year 8 classroom, provided five categories and various
influential aspects of teacher leadership. This concept was subsequently modified
over the course of four cycles, namely focus group interviews with Year 8 teachers,
the student survey questionnaire, the key informant interviews and, finally, a
comparison of teachers’ and students’ perceptions. Each time, the concept was
refined to better reflect the evidence, until theory and evidence were more closely

aligned (Figure 4.2).

6.3 Research Questions Answered

The research question comprised three related parts. What do Year 8 teachers
and students understand by the concept of teacher leadership in the classroom? How
do Year 8 teachers, in their role as classroom leaders, positively influence boys’
academic motivation? And what aspects of teacher leadership influence boys’

academic motivation?

Since the study attempted to explore and understand the lived experience of
leadership and academic motivation in the Year 8 classroom at a Catholic school of
those who know it best - the Year 8 teachers and students, the research was
interpretivist, and symbolic interactionism was an appropriate theoretical perspective
to adopt. Focus group and key informant interviews “represent opportunities for the
researcher to witness and record the interactions and interpretations individuals make

to the research questions both as individuals and in a group setting” (Hard, 2002,
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p.11) and, as a result, they are considered ideal for “studies that utilise a symbolic
interactionist framework” (p.11). Thus, the phenomenon of psychological re-
enactment (Schwandt, 1994), facilitated through a symbolic interactionist approach,
enabled the researcher to understand and present how leadership and its impact on
academic motivation were enacted and perceived by those directly involved. The

three parts of the research question are now addressed.

6.3.1 What do Year 8 teachers and students understand by the concept of teacher
leadership in the classroom?

Year 8 teachers and students at Christian Brothers College identified service
as an aspect of teacher leadership in the classroom. Teachers noted that, in practice,
service involved accommodating for students’ safety and well being, developing
different testing styles and offering support on a technical level, through discussion or
through marking work. Students indicated that showing them what to do, giving up
time, making work easier, and putting a lot of time and effort into helping them, were
characteristics of service. Further, they identified that teachers’ desire for boys to
become servants themselves, principally by encouraging them to help out more, to
give more, was also a feature of service. Teachers and students believed that servant
leadership in the classroom required teachers to be motivated, enthusiastic and
inspirational. Furthermore, servant leadership incorporated modelling appropriate

behaviours and modelling what to do.

Teachers and students illustrated that authenticity is a necessary part of teacher
leadership in the Year 8 classroom. Teachers and students identified a need for
teachers to ‘do what they say and say what they do’. Furthermore, inextricably linked

with authenticity was the notion of spirituality, in that a set of core values
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underpinned teachers’ words and actions. Teachers and students described
authenticity as being honest, committed and consistent. In turn, they identified the
core values as respect, the way you treat people, caring for others, justice, fairness and

tolerance.

Teachers and students highlighted that teacher leadership in the Year 8
classroom incorporated a desire to transform students towards a clear vision, both
immediate and long-term. Crucial components of the classroom leader’s immediate
vision were the manner in which the classroom should function and students’ learning
and behaviour. Such a vision involved creating harmony, happiness and, ultimately, a
place where young men can work collaboratively. Teachers’ long-term vision
entailed supporting students to become useful members of society, confident,

successful, and independent learners, thinkers and decision-makers.

There was strong agreement amongst teachers and students that empowerment
was as an element of teachers’ classroom leadership. Furthermore, teachers and
students agreed that the notion of trust was at the core of empowerment. Teachers
referred to a need to relinquish power, which required trust, and to provide students
with tools to become leaders. Students aligned empowerment with being trusted and
being given responsibility. Both identified the SRC, group work and delegating jobs

in the classroom as practical examples of empowerment.

Finally, the communal aspect of classroom leadership was emphasised. Year

8 teachers and students identified, in particular, the notions of teachers collaborating

with their colleagues, both the people above them and their organised teaching teams,
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and encouraging collaboration with students, as characteristics of communal
classroom leadership. Teachers and students believed that communal classroom
leadership involved broadening the leadership base in the classroom, by organising

monitors and peer support, and supporting the SRC and the transition programme.

6.3.2 How do Year 8 teachers, in their role as classroom leaders, positively
influence boys’ academic motivation?

Year 8 teachers and students at Christian Brothers College indicated that
teacher leaders positively influence boys’ academic motivation by enacting each, and
all, of the five categories of classroom leadership. For instance, certain aspects of
servant leadership were viewed as positively influencing boys” willingness to learn.
Specifically, teachers positively influence boys’ academic motivation when they
model expectations and how to complete work, spend time preparing classes and
assignments, and exhibit high levels of motivation, interest, enthusiasm and

inspiration.

Similarly, there was strong belief that aspects of authentic leadership
(including spirituality and shared values), positively influence boys” academic
motivation. Most notable, was the notion of teachers ‘saying what they do, and doing
what they say’, which was regarded by teachers and students as a positive influence
on boys” willingness to learn. Furthermore, when teachers strengthen classroom
relationships with students by being respectful, just and tolerant, they positively
influence boys’ academic motivation. Respect, justice and tolerance were also cited
as examples of shared, core values that provide a necessary foundation for behaviour
management. To this end it was asserted, that by adopting particular behaviour

management strategies, teachers positively influence boys’ willingness to learn. Such
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strategies included providing examples of good work, setting firm boundaries,
consistently applying consequences and helping boys to develop personal
responsibility for their behaviour. Lastly, some boys mentioned that strict teachers

positively influence their willingness to learn.

Various elements of what teachers and students considered to be
transformational leadership (towards a shared vision) were regarded as having a
positive influence on boys’” academic motivation. First and foremost, was the
assertion that teachers sharing their vision of the classroom, has a positive influence
on boys’ willingness to learn. Similarly, teachers’ attempts to share their vision of
what students can learn, particularly in terms of knowledge and social and academic
skills, were viewed as having a positive influence on boys’” academic motivation.
Again, the importance of teachers looking to strengthen relationships was emphasised.
Thus, teachers regarded as competent and able to look forward, positively influence
boys’ willingness to learn. Likewise, several task specific strategies were identified
as positively influencing boys” academic motivation. Therefore, when teachers make
work challenging, develop intrinsic interest, apply extrinsic methods, incorporate
learning and feeling, and incorporate learning and doing, they positively influence

boys’ willingness to learn.

Teachers and students agreed that the practice of ‘empowerment, based on
trust” incorporated several leadership characteristics that positively influence
academic motivation. Teachers regarded as trusting, trustworthy and honest,
positively influence boys” willingness to learn. So do those who are perceived to

delegate responsibility, negotiate deadlines and negotiate classroom activities.
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Furthermore, teachers who take appropriate approaches to the curriculum, also
positively influence boys’ intrinsic motivation. Such approaches were identified as
achieving relevance, focusing on skills, and adopting a constructivist method in the

classroom.

Several aspects of communal leadership, both relational and task specific, also
have a positive influence on boys’ academic motivation. Teachers who are
communicative, caring, supportive, friendly, encouraging of shared decision-making
and collaborative, simultaneously strengthen classroom relationships and positively
influence boys’ willingness to learn. Further, when teachers help students to feel that
they belong in the classroom and wider school communities, generate a good learning
environment and create a smooth transition into high school, they positively influence

boys’ academic motivation.

6.3.3 What aspects of teacher leadership influence boys’ academic motivation?
Year 8 teachers and students at Christian Brothers College identified five
characteristics of classroom leadership, namely service, authenticity (including
spirituality and shared values), transformation (towards a shared vision),
empowerment (based on trust) and community (answer to Research Question 1).
Several aspects of each of these leadership characteristics were viewed as positively
influencing boys’” academic motivation (answer to Research Question 2).
Furthermore, in light of the four implications that emanated from the Chapter 1
definitions that provided a sound basis for understanding and discussing leadership in
this study, it is also possible to categorise aspects of teacher leadership that influence

boys’ academic motivation into two categories. These are: relational aspects of
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teacher leadership (implication 3), and task specific aspects of teacher leadership
(implication 4). Thus, aspects of teacher leadership that influence boys’ academic
motivation are presented as a set of relational qualities that teacher leaders spend time
developing and sustaining (Kouzes & Posner, 2002; Wilcox, 1997), and a set of
actions that teacher leaders instigate to help the class complete its tasks (Wilcox,

1997). (Table. 6.1)

Table 6.1 Aspects of teacher leadership that influence boys’ academic motivation

Encouraging of shared decision-making (class/school)
Generating a good learning environment
e Creating a smooth high school transition

Teacher leaders can strengthen Teacher leaders can help boys to
relationships by being..... complete tasks by...
e Motivated e Modelling (expectations/ how to work)
e Interested e Preparing work/ assignments
e Enthusiastic e Providing examples of good work
e Inspirational e Setting firm boundaries
e Able to ‘walk the talk’ e Consistently applying consequences
o Respectful o Developing student personal
e Just responsibility for behaviour
e Tolerant e Sharing a vision (classroom/ learning)
e Competent e Making work challenging
e Forward looking e Developing intrinsic interest
e Trusting e Applying extrinsic methods
e Trustworthy e Incorporating learning/ feeling/ doing
e Honest e Achieving curriculum relevance
e Communicative e Focusing on skills
e Supportive e Adopting a constructivist curr. approach
e Friendly e Engendering feelings of belonging
[ )
[ )

Collaborative

6.4 Conclusions

It is anticipated that this research has contributed to scholarly debate about the
relationship between teacher leadership and boys’ academic motivation in the Year 8
classroom, which was perceived to be a lacuna in the literature pertaining to these

phenomena. Nonetheless, certain findings in this study support previous research on
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teacher leadership and motivation. For instance, teachers and students at Christian
Brothers College (CBC) identified service, authenticity (including spirituality and
shared values), transformation (towards a shared vision), empowerment (based on

trust) and community as component of teachers’ classroom leadership.

Service (Benjamin, 2002; McLaughlin, 2001), authenticity (Duignan, 2002),
spirituality (Duignan, 1997; McLaughlin, 2001), transformation (Kelly, 2002;
McLaughlin, 2001; Treston, 1998) and community (Benjamin, 2002; Congregation
for Catholic Education, 1998; Duignan, 1998) were all listed as key features of
Catholic school leadership. Furthermore, service, authenticity (spirituality and shared
values), transformation (shared vision), empowerment (trust) and community were
identified as facets of Jesus’ model of leadership and Christian leadership (Benjamin,
2002; Cieslak, 2003; Heisler, 2003; Mark 10:44; Sofield & Juliano, 1995; Sofield &

Kuhn, 1995; Terry, 1993; Treston, 1994).

Literature on organisational leadership drew attention to the concepts of
servant leadership (Greanleaf, 1977; Kouzes & Posner, 2002) and authenticity
(Kouzes & Posner, 2002; Terry, 1993). Each of these was also an aspect of teacher
leadership (Crowther, 1996; Guisinger, 2002; Leithwood & Riehl, 2003; Wilcox,
1997). The importance of developing shared values and a shared vision, and the
notion of transformational leadership, were emphasised in literature on teacher
leadership (Crowther, 1996; Guisinger, 2002; Leithwood & Riehl, 2003; Wilcox,
1997) and organisational leadership (Bass, 1997; Dubrin & Dalglish, 2003; Duignan,
1997; Greanleaf, 1997; Kouzes & Posner, 2002; Treston, 1994). Further,

empowerment (Bradford & Cohen, 1998; Greenleaf, 1977; Kouzes & Posner, 2002),
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trust (Crowther, 1996; Houser & Frymier, 2000; Younger & Warrington, 1999; Shaw,
1997; Kouzes & Posner, 2002) and community (Crowther, 1996; Crowther et al,
2002; Leithwood & Riehl, 2003; Kouzes & Posner, 2002; Sofield & Juliano, 1995)

were facets of teacher and organisational leadership.

The research highlighted certain aspects of teachers’ classroom leadership that
positively influence boys’ academic motivation. These aspects of teacher leadership,
generally, replicated earlier findings in boys’ education, teacher leadership and
motivation literature about the teacher qualities and teaching strategies that affect

boys’ willingness to learn.

The positive influence of teachers’ motivation, enthusiasm, interest, caring
attitude, respect, justice, tolerance, friendliness and inspiration, for example, was
already implicit in the literature (Atkinson, 2000; Biddulph, 1995; Crowther, 1996;
Patrick et al, 2000; Houser & Frymier, 2000; Younger & Warrington, 1999).
Similarly, leadership qualities such as competence, modelling, communication skills,
an ability to look forward, trustworthiness, collaboration and honesty were linked to
successful group leadership and, therefore, the strengthening of relationships and the
completion of tasks (Crowther, 1996; Guisinger, 2002; Houser & Frymier, 2000;
Kouzes & Posner, 2002; Leithwood & Riehl, 2003; Wilcox, 1997). Further, the
influence of behaviour management approaches on students” motivation, including
extrinsic methods (Hanson, 1998; Samson & Challis, 1999; Scherer, 1999), the
importance of developing intrinsic interest in a topic (Deci et al, 2001), and the
creation of a good classroom environment (Wentzel, 1997), were established in the

literature.
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The literature also highlighted the positive influence of active learning
(Kerssen-Griep, 2001; Vallance, 2002), the incorporation of learning and feeling
(Goleman, 1996), a constructivist approach in the classroom (Fullan, 1993; Groome,
1998; Rinne, 1998), challenging work (Scherer, 1999) and a skills focus (Scherer,
1999), on academic motivation. Finally, the research highlighted the significant
impact of a smooth high school transition on academic motivation, which replicated
earlier studies (Eccles & Midgely, 1989; Maehr & Midgely, 1991; Simmons & Blyth,

1987).

As stated at the beginning of this section, the research findings also help to
address a perceived gap in the literature on teacher leadership and boys’ academic
motivation. In so doing, the research contributes four previously understudied ideas
to scholarly debate. The research:

1. introduces a notion of classroom leadership, pertaining, particularly, to the
Catholic classroom. Year 8 teachers and students at CBC believed that
teachers regularly exercise leadership in the classroom. Moreover, they
identified service, authenticity (including spirituality and shared values),
transformation (towards a shared vision), empowerment (based on trust) and
community as component of teachers’ classroom leadership. While each of
these is referred to as a facet of Catholic school leadership per se (Benjamin,
2002; Congregation for Catholic Education, 1998; Duignan, 2002, 1998, 1997;
Kelly, 2002; McLaughlin, 2001; Treston, 1998), none is apparently evident in
literature on classroom leadership;

2. highlights practical ways in which the five components of classroom

leadership are enacted and embodied by teachers in the Year 8 classroom;
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3. explores their subsequent influence on boys’ academic motivation; and
4. presents a framework for understanding and discussing the relationship
between teacher leadership and boys’ academic motivation in the Year 8

classroom at a Catholic school.

The research, then, promotes a notion that service is a component of teachers’
classroom leadership. “The Catholic leader is one who ministers to others in a spirit
of service, draws inspiration and strength from Christ, is able to share that inspiration
with colleagues and draw them into active cooperation” (Benjamin, 2002, p.82).
Thus, teachers enact service by modelling expectations, preparing work and
assignments, accommodating for students’ safety and well being, developing different
testing styles, offering support on a technical level, giving up time, making work
easier and wanting boys to become servants themselves, principally by encouraging
them to help out more. Teachers embody service by being motivated, enthusiastic and
inspirational. In turn, certain practical aspects of servant leadership positively
influence boys’ willingness to learn. Specifically, teachers positively influence boys’
academic motivation when they model expectations and how to complete work, spend
time preparing classes and assignments, and exhibit high levels of motivation,

interest, enthusiasm and inspiration.

Classroom leadership also incorporates authenticity (including spirituality and
shared values) which, ultimately, involves teachers ‘doing what they say and saying
what they do’. As Terry (1993) noted, authentic leaders need “to be true and real to
themselves, and in the world” (p.151). Teachers embody authenticity by being honest

and committed. They enact authenticity by being consistent. Further, they adhere to,
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and share, the core values of respect, the way you treat people, caring for others,
justice, fairness and tolerance, which are crucial facets of spiritual leadership
(Duignan, 1997). Several aspects of teachers’ authentic leadership positively
influence boys’ academic motivation. The most obvious is the notion of teachers
‘saying what they do, and doing what they say’. Similarly, when teachers strengthen
classroom relationships with students by being respectful, just and tolerant, they
positively influence boys’ academic motivation. The adoption of particular behaviour
management strategies also provides a means for teachers to positively influence
boys’ willingness to learn. Such strategies include showing examples of good work,
setting firm boundaries, consistently applying consequences and helping boys to

develop personal responsibility for their behaviour.

Classroom teachers are also transformational leaders. Moreover, they seek to
transform their students towards a shared vision, both immediate and long-term.
Mulligan (1994) argued that “to be the conduit of the Church’s social teaching, to
propose a critical education with the purpose of transforming society - is...(a) credible
raison d’etre for Catholic education” (p.78). This broad mission is encapsulated in
teachers’ long-term vision, which entails supporting students to become useful
members of society, confident, successful, and independent learners, thinkers and
decision-makers. Nonetheless, teachers need also to have short term goals, for as
Kouzes and Posner (2002) pointed out, leaders “have to make a change in ‘business as
usual’” (p.194). Crucial components of the classroom leader’s immediate vision are
the manner in which the classroom should function and students’ learning and
behaviour. Such a vision involves creating harmony, happiness and, ultimately, a

place where young men can work collaboratively. Year 8 teachers and students at
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CBC asserted that teachers sharing their vision of the classroom has a positive
influence on boys’ willingness to learn. Similarly, teachers’ attempts to share their
vision of what students can learn, particularly in terms of knowledge and social and
academic skills, has a positive influence on boys’ academic motivation. Again, the
importance of teachers looking to strengthen relationships was emphasised. Thus,
teachers who are competent and forward looking, positively influence boys’
willingness to learn. Likewise, several task specific strategies positively influence
boys’ academic motivation, namely making work challenging, developing intrinsic
interest, applying extrinsic methods, incorporating learning and feeling, and

incorporating learning and doing.

Teachers’ classroom leadership involves empowerment; at the core of which,
is the notion of trust (Kouzes & Posner, 2002). Empowerment requires teachers to
relinquish power and to provide students with tools to become leaders. Practical ways
that teachers can empower students in the classroom are involving the SRC,
organising group work and delegating jobs. The practice of ‘empowerment, based on
trust” incorporates several leadership characteristics that positively influence boys’
academic motivation. Teachers who are trusting, trustworthy and honest, positively
influence boys’ willingness to learn. So do those who are perceived to delegate
responsibility, negotiate deadlines and negotiate classroom activities. Furthermore,
teachers who take appropriate approaches to the curriculum, also positively influence
boys’ intrinsic motivation. Such approaches are achieving relevance, focusing on

skills, and adopting a constructivist method in the classroom.
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Finally, classroom leadership is communal, which is a “dimension (that)
should be fostered” (Congregation for Catholic Education, 1998, par.20) above all
else. Teachers enact communal leadership by helping students to feel that they belong
in the classroom and wider school communities, generating a good learning
environment and creating a smooth transition into high school. These aspects of
communal leadership also positively influence boys’ academic motivation.
Communal leadership is embodied by being communicative, caring, supportive,
friendly, collaborative and encouraging of shared decision-making which, in addition,
simultaneously strengthen classroom relationships and positively influence boys’

willingness to learn.

Since this research focused on the relationship between teacher leadership and
boys’ academic motivation in the Year 8 classroom at a Catholic school, it is now
possible to present a framework for understanding and discussing this relationship.
The framework also provides a means to address how a teacher leader can make

magic in the classroom, so as to inspire a boy to want to learn.
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6.5 Making “Magic” in the Year 8 Classroom

A significant portion of the motivation for this research was to find out how
teacher leaders can make magic in the Year 8 classroom, so that they can inspire boys
to want to learn. In light of this motivation, and as a result of this exploration of the
relationship between teacher leadership and boys’ academic motivation, the
framework that follows (Table 6.2) is presented as an answer to this question, with

specific reference to the case study school, CBC.

The assertion is threefold.
€)] Teacher leadership in the Year 8 classroom at a Catholic school is
categorised by five components: service, authenticity (including
spirituality and shared values), transformation (towards a shared
vision), empowerment (based on trust) and community.
(b) Each component involves an array of qualities that help teacher
leaders strengthen relationships in the classroom (Kouzes &
Posner, 2002; Wilcox, 1997), and a set of actions that enable
teacher leaders to help boys complete classroom tasks (Wilcox,
1997).
(©) By adhering to the framework, teacher leaders can make magic in
the Year 8 classroom.
Table 6.2 outlines the relationship between teacher leadership and boys’ academic
motivation in the Year 8 classroom and, thus, offers teacher leaders a means to make

magic.
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Table 6.2 The relationship between teacher leadership and boys’ academic

motivation in the Year 8 classroom (from the research)

Classroom leadership is
categorised by...

Service

Authenticity, inc.
spirituality and shared
values

Transformation
towards a shared vision

Empowerment, based
on trust

Community

Teacher leaders can

strengthen relationships

by being...

e Motivated

e Interested

e Enthusiastic
e Inspirational

Able to ‘walk the talk’
Respectful

Just

Tolerant

e Competent
Forward looking

e Trusting
e  Trustworthy
e Honest

Communicative
Supportive

Friendly

Encouraging of shared
decision-making

e Collaborative

Teacher leaders can help

boys to complete tasks

by...

¢ Modelling (expectations/
how to work)

e Preparing work/
assignments

e Providing examples of
good work

e  Setting firm boundaries

e Consistently applying
consequences

e Developing student
personal responsibility
for behaviour

e Sharing a vision
(classroom/ learning)

e Making work
challenging

e Developing intrinsic
interest

e Applying extrinsic
methods

e Incorporating learning/
feeling/ doing

e Achieving curriculum
relevance

e Focusing on skills

e Adopting a constructivist
curr. approach

e Engendering feelings of
belonging (class/school)

e (Generating a good
learning environment

e Creating a smooth high
school transition
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6.6 Strengths, Weaknesses and Validity of the Framework

The research presents a framework for understanding and discussing the
relationship between teacher leadership and boys’ academic motivation in the Year 8
classroom. Given the three assumptions underpinning the research, namely that the
classroom is an organisation (Cheng, 1994), all teachers are leaders in the classroom,
and that part of their leadership is to positively influence boys’ academic motivation,
an obvious strength of the framework is its practical utility, in that it can be used to

develop strategies for good classroom leadership.

That being said, however, the framework also has inherent weaknesses. The
first, ironically, is its reliance on the assumptions that classroom teaching is, in fact,
organisational leadership and, furthermore, that there is a link between leadership and
boys’ academic motivation. These assumptions drive the research and help to shape
the data produced. Yet, it remains possible that classroom teaching is not really
leadership and, therefore, that there is no relationship between teacher leadership and
boys’ academic motivation in the Year 8 classroom. If this is indeed the case, the
framework presented is completely invalid. Nonetheless, even adhering to the
researcher’s “strategic choice’ in order to advance scholarly debate about teacher
leadership, comments in the study, together with the value of the standard deviation in
certain instances, indicated that, at least for some of the participants, academic
motivation was largely independent of teachers’ leadership. Such comments
included: “teachers don’t interest me at all”; “my teachers’ work ethic does not affect
me”’; “my teacher doesn’t inspire me”; “they could be more interested”; and “even if
the teacher was not there supporting (me), (1) would still put (my) work before any

other influences”.
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Similarly, the original list of forty-one students represents only 27.33% of the
Year 8 cohort. An obvious question is, what is happening to the other 72.67% of
students, who experience the same classroom leadership? It is clear, then, that the
framework does not extend to all Year 8 students at the case study school and,
therefore, is not a blueprint for successful classroom leadership. Moreover, given the
references in the survey questionnaire and key informant interviews to little, if any,
link between teacher leadership and boys’ academic motivation, the framework is

valid for only some of the Year 8 student participants.

A further weakness of the framework lies in its emphasis on transformational,
rather than transactional, leadership. The discussion of transformational leadership in
Chapter 3 highlighted that most leaders portray “a range of leadership that includes
both transformational and transactional factors. However, those we call
transformational do much more of the transformational than the transactional” (Bass
& Stedlmeier, 1998, p.3). To this end, the framework implies that, at the case study
school, teachers are more like transformational leaders than they are transactional
leaders. Conversely, given that transactional leadership includes contingent
reinforcement, in which “followers are motivated by the leaders’ promises, praise and
reward. Or, they are corrected by negative feedback, reproof, threats, or disciplinary
actions” (Bass & Stedimeier, 1998, p.2), it is also possible to present a claim that,
based on the research, teachers do more of the transactional than the transformational.

Because of the different standpoints, the validity of the framework is problematic.

Thus, the framework is not presented as the answer to the teacher leadership

debate, nor as a panacea for the problems associated with boys’ education outlined in
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Chapter 2. Instead it provides, at best, a starting point for further research into the
relationship between teacher leadership and boys’ academic motivation in the Year 8

classroom.

6.7 Implications for the Profession

This research has implications for other researchers, universities, the teaching
profession, particularly Catholic schools and teachers and, of course, for Christian

Brothers College. Each of these areas is now addressed.

6.7.1 Implications for other researchers

This study has implications for other researchers interested in exploring the
notions of teacher leadership in the classroom and/or boys’ academic motivation. It
may be that future research will address only teachers’ classroom leadership or ways
of positively influencing boys” academic motivation, without necessarily exploring
the relationship between the two phenomena. Because of the prevalence of these

topics in scholarly debate, such research would be useful.

However, if other researchers target the relationship between teacher
leadership and academic motivation, the following variations may also prove to be
constructive attempts to broaden the literature base. Since this research is situated in
only one Catholic school, other researchers may seek to expand the results by
focusing on a larger cross-section of schools, perhaps even by including schools from
a variety of contexts: Catholic, state and Independent. Similarly, they may wish to
focus their investigations on other Year levels in schools. Furthermore, it may be

interesting to investigate whether the leadership approaches emanating from this
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particular study will be equally effective with girls. Hence, there is an opportunity for
future comparative studies. Finally, other researchers may seek to adopt different
epistemologies, methodologies and data collection methods, in their attempts to
further advance scholarly understanding of the relationship between teachers’

classroom leadership and academic motivation.

6.7.2 Implications for universities

In light of the fact that universities are responsible for teacher training and
development, this research has some key implications for Tertiary Education Faculties
and Schools. The notion of classroom teachers as leaders suggests that teachers in
pre-service university courses would benefit greatly from exposure to theories of
educational leadership and management. Leadership theories provide identifiable
frameworks, which help to clarify and direct the role of classroom teacher. Moreover,
if teachers are leaders, then surely they need opportunities to develop their leadership,
both in theory and practice. Thus, units on leadership and management should be
integral components of pre-service teacher formation, and not just targeted at graduate

teachers, who may be seeking formal leadership positions.

Just as significantly, this research highlights the positive impact of
relationships in education. Students and teachers at CBC reinforced a notion that
much of the learning that takes place in the classroom is relational (Otero, 2000).
Although the assertion that boys learn teachers, not subjects (Biddulph, 1995) is a
simplistic generalisation, this study drew attention to the positive influence of
teachers’ relational qualities. Given, then, that an ability to nurture group

relationships is a necessary part of leadership (Kouzes & Posner, 2002; Wilcox, 1997)
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—and, therefore, of teaching — it follows that pre-service teacher training should
address relationship building. As a result, the inclusion in teacher training courses of
specific units that address the significance of relationships in classrooms, and provide
teachers with opportunities to recognise, develop and nurture fundamental relational

qualities, seems logical.

6.7.3 Implications for the profession: Catholic schools

All Catholic school Principals and Deputies are aware of, and seek to
encapsulate in their leadership, key characteristics of Catholic school leadership. For
instance, all Principals and Deputies are initially required to address many of these
key characteristics in their applications and, subsequently, their progress as Principals
and/or Deputies is measured largely against their ability to enact these leadership
characteristics. In South Australia, Principals and Deputies are required to be
effective religious leaders, educational leaders, community leaders and administrative
leaders. These are, of course, essential aspects of Catholic school leadership and, as

such, it is not surprising that they are demanded from formally appointed leaders.

However, given that the Catholic school’s “fundamental duty to evangelise”
(Congregation for Catholic Education, 1998, par.3) rests largely with teachers
(Congregation for Catholic Education, 1998), responsibility for Catholic school
leadership is not solely the domain of Principals and Deputy Principals. Hopefully,
this research will help to reinforce this understanding, and offer Catholic schools a
model of classroom leadership that will facilitate shared, school-wide responsibility

for the fulfilment of their primary duty.
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6.7.4 Implications for the profession: teachers

As well as the presumed benefits that this research will offer Catholic school
teachers, it is anticipated that it will also have implications for all teachers. Firstly,
the research reinforces that classroom teaching is, actually, leadership. Secondly, it
provides a model of leadership for teachers to follow. Thirdly, the research offers
some practical ways that leadership can be embodied and enacted in the classroom.
And finally, since successful boys’ education remains an issue of conjecture
(Commonwealth Government, 2003), the research offers some strategies that teachers

can implement in order to positively influence boys’ willingness to learn.

6.7.5 Implications for the case study school, CBC

Given that CBC teachers and students facilitated this study, there are obvious
implications for the school, its teachers and students. The most exciting, as far as |
am concerned, is that Year 8 teachers recognise that the work they are doing in
classrooms is really leadership and, moreover, that classroom leadership is exercised
to the extent that students, too, acknowledge it as such. 1 find myself reminded of
Crowther’s (1996) assertion that only some teachers are leaders and, what is more,
that some teachers themselves may not be aware that the work they are doing is
actually leadership. This research offers a framework for CBC teachers to discuss and
understand the notion of classroom leadership and, ultimately, a means to ensure that

all CBC teachers see themselves as leaders.

There are also implications for the middle schooling project at CBC, given
that Year 8 is the first year of the Secondary Middle School. The value that teachers

and students obviously place on developing relationships in the classroom, together
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with their subsequent positive influence on boys’ academic motivation, reinforces the
wisdom of the decision in 2000 to implement middle schooling, with an emphasis on
building relationships. The changes in 2000 included the adoption of a block
timetable, with core teachers becoming responsible for combinations of two or three
subjects, and an implicit vision of boys’ education, underpinned by a belief that
teaching and learning are most effective when they are conducted within a strong,
authentic relationship between teacher and student. This study lends support to this
theory. Moreover, findings highlight that Year 8 teachers have successfully enacted
this vision. In addition, the results emphasised the positive influence of rewards on
boys’ academic motivation. In 2001, Secondary Middle School teachers developed
and implemented a Positive Behaviour Management Policy. It seems that this, too,
has been effective. Nonetheless, this study may also encourage CBC teachers to

actively seek ways of complementing their Policy.

As a boys’ school with 127 years of tradition, CBC prides itself on leading the
way in the education of boys. This research presents a list of actions that teacher
leaders can take in the classroom to help boys complete tasks. This list provides
discussion ideas and, possibly, suggestions for future professional development. The
area of curriculum, for instance, is an avenue for such development. This might
include looking at ways that teacher leaders can make the curriculum more relevant

and skill-based, and exploring the notion of constructivism in the classroom.

Lastly, this research may support students’ learning, by giving Year 8 voice.
Through their survey questionnaire responses and key informant interviews, CBC

students have made teachers aware of the strategies and qualities that positively
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influence boys’ academic motivation in the classroom. While the resultant framework
is not a guaranteed blueprint for success, it does offer teachers an insight into the
world of the Year 8 student. Hopefully, CBC teachers will be encouraged to refine

and develop their practices, in light of this research.

6.8 Addendum

This research has already benefited CBC, in that the school was awarded a
Stage 2 Boys’ Education Lighthouse Schools (BELS) grant of $80 000 to support
boys’ education, both at CBC and in four partner schools. The hypothesis that led to
the grant was that five particular pedagogies: structured teaching (modelling); the
incorporation of praise and positive reinforcement; a differentiated curriculum; formal
and informal cooperative learning strategies; and team teaching, positively influence
boys’ academic motivation. The theoretical underpinnings of each of these strategies
emanated from the current research. Moreover, the eight teachers who were involved
in the research now lead the professional development of teachers at CBC, and in
each partner school. It is gratifying to see the school recognised for its contribution to
boys’ education. More importantly, however, the BELS project has provided an
avenue for the eight teachers who brought their expertise and experience to this study,
to further explore and enhance their leadership, both within, and beyond, the

classroom.

The research may yet provide a further benefit for CBC. The Principal has a
wonderful vision of developing an external studies unit at CBC, which offers specific
units for pre-service and graduate level teachers. The units will form part of

universities’ BEd, Dip Ed and MEd courses, but will be offered on site at the CBC
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external studies unit. Two of the units proposed address teachers’ classroom
leadership and specific strategies that teachers can use to teach boys. Given the
scholarly debate about these topics, the units would be particularly useful for
classroom practitioners. When CBC applied for Stage 2 BELS funding, developing
the external studies unit was a high priority, especially since it was viewed as offering
long term benefits to boys’ education. Dr Brendan Nelson, the current Federal
Minister for Science, Education and Training, also saw merit in the idea. He visited

CBC in May 2004, and presented the Principal with the BELS grant.

The project conveners, however, considered the development of the external
studies unit to be outside the scope of Stage 2 of the BELS project, thus this aspect of
the proposal has never eventuated. Nonetheless, to get so close to being part of a
significant new initiative for CBC was exciting for the Principal, and also for me.
Perhaps, one day, units that include reference to this research will be available for pre-
service and classroom teachers. And, what is more, knowing the Principal as I do,

perhaps one day they will be offered through CBC’s external studies unit.
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Appendix B

Focus group interview questions

1.

What do Year 8 teachers understand by the concept of teacher leadership in
the classroom?

In what ways are teachers leaders in the classroom?

What are some of the various approaches to leadership that teachers take in the
classroom?

Is part of teacher leadership “serving’ students? In what ways do teachers
serve their students in the classroom? Is this servant leadership? If so, why do
teachers model this approach to leadership?

An important part of this type of leadership is being authentic to those things
that matter to you and to the things that are important in a school. Are teachers
authentic leaders? If so, how and in what ways?

Being authentic means remaining true to your values. In this manner, it is also
referred to as spiritual leadership, because it refers to an approach to
leadership that is underpinned by enduring core values, such as respect for the
individual, tolerance of divergence, high personal conduct and commitment to
renewal. How is spirituality an important part of your classroom leadership?
Furthermore, what are the core values that are important to teacher leaders?
How do teachers clarify these with their student followers? How do they make
them shared values?

Leaders venture out and seek to change things, whether this is just a change in
‘business as usual’, or a more significant change. This is transformational
leadership. Do teachers seek to transform their students? If so, what do they
hope to transform them to? More importantly, once they know what they want
to transform their students to, how do they seek to transform them?

Effective leaders seek to transform students and/or the classroom and/or the
school in accordance with ‘their’ vision. Do teacher leaders have a vision of
what students should be/do? Do they have a vision of the classroom and/or of
the school? What is this vision? For this vision to be successful, it has to be
shared. How do teacher leaders inspire this vision in their students?

Do teacher leaders actively seek to empower students? If so, why is this
important? More importantly, how do they do this? In what ways do teachers
actively empower students? Empowerment is often based on trust. How, from
your experience, would you say that empowerment is related to trust? How do
you show trust to your students?

Is leadership in the classroom a team effort? If so, who is on the ‘team’? What

can and do teachers do to strengthen the communal aspect of their leadership
in the classroom?
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9

What other comments would you like to make about teacher leadership in the
classroom?

What is your understanding of academic intrinsic motivation?
What does this “look’ like in the Year 8 classroom?

Who are some Year 8 students that you can think of, who demonstrate
academic intrinsic motivation?

What aspects of these students make them identifiable?

(a) Service

1.

How does a teacher’s personal motivation positively influence boys’ academic
intrinsic motivation? Why is this the case?

How does a teacher’s enthusiasm positively influence boys’ academic intrinsic
motivation? Why is this the case?

In what ways are teachers inspirational? How does inspiration positively
influence boys’ academic intrinsic motivation? Why is this the case?

What does ‘model what you want’ mean for teachers? How can teachers
‘model what they want’? How does this positively influence boys’ academic
intrinsic motivation? Why?

Avre there other elements of service, both relational and task specific, which
positively influence boys’ academic intrinsic motivation?

(b) Authenticity, spirituality and shared values

1.

4.

What does ‘teachers being respectful to students’ mean? How does being
respectful positively influence boys’ academic intrinsic motivation? Why?

In what ways are teachers tolerant of students? How does being tolerant
positively influence boys’ academic intrinsic motivation? Why?

How do teachers manage behaviour so as to positively influence boys’
academic intrinsic motivation?

Avre there other elements of authenticity, spirituality and shared values, both

relational and task specific, which positively influence boys’ academic
intrinsic motivation?
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(c) Transformation and vision

1.

What does being “able to look forward” mean for teachers/leaders? How does
this positively influence boys’ academic intrinsic motivation? Why?

What makes a teacher ‘competent’? How does this positively influence boys’
academic intrinsic motivation? Why?

How do teachers develop intrinsic interest in a topic? How does this positively
influence boys’ academic intrinsic motivation? Why?

How do teachers incorporate extrinsic methods? What are these methods?
How does this positively influence boys’ academic intrinsic motivation? Why?

How do teachers incorporate learning and doing? How does this positively
influence boys’ academic intrinsic motivation? Why?

How do teachers incorporate learning and feeling? How does this positively
influence boys’ academic intrinsic motivation? Why?

Are there other elements of transformation and vision, both relational and task
specific, which positively influence boys’ academic intrinsic motivation?

(d) Empowerment and trust

1.

In what ways are teachers honest with their students? How does this positively
influence boys’ academic intrinsic motivation? Why?

What does it mean for teachers to negotiate with students? When and how do
teachers negotiate with students in the classroom? How does this positively
influence boys’ academic intrinsic motivation? Why?

How do teachers adopt a constructivist approach to the curriculum? What are
the benefits of this? What are the obstacles? How does this positively
influence boys’ academic intrinsic motivation? Why?

Are there other elements of empowerment and trust, both relational and task
specific, which positively influence boys’ academic intrinsic motivation?

(e) Community

1.

Why are communication skills so important for teachers? How do they
positively influence boys’ academic intrinsic motivation? Why?

In what ways do teachers “care’ for their students? How does this positively
influence boys’ academic intrinsic motivation? Why?
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In what ways are teachers “friendly’ to their students? How does this
positively influence boys’ academic intrinsic motivation? Why?

In what ways is classroom leadership “collaborative’? When does this
specifically include other teachers? When does this specifically include
students? How does this positively influence boys’ academic intrinsic
motivation? Why?

What makes a good learning environment? How do teachers develop a good
learning environment? How does this positively influence boys’ academic
intrinsic motivation? Why?

What makes the high school transition as ‘smooth’ as possible? How do Year
8 teachers specifically help to achieve this? How does this positively influence
boys’ academic intrinsic motivation? Why?

. Are there other elements of community, both relational and task specific,
which positively influence boys’ academic intrinsic motivation?
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Appendix C
Student questionnaire

Read each question carefully, and choose the number that best describes you. There
are no right and wrong answers, simply choose 1 if the sentence does not describe you
at all; 7 if the sentence strongly describes you. If you describe yourself as somewhere
in the middle, please rate yourself accordingly.

Key:

1 Does not describe at all; 2 Does not describe; 3 Does not describe to some extent;
Uncertain; 5 Describes to some extent; 6 Describes; 7 Strongly describes

Please use the space below each question block to comment further.

1. Leadership approaches

(service)

I want to learn because | appreciate the 1 2 3 4 5 6 7
work my teachers put in to preparing

classes and assignments

I want to learn because my teachers are 1 2 3 4 5 6 7
interested and motivated

I want to learn because my teachers are 1 2 3 4 5 6 7
enthusiastic about the work that we do

My teachers inspire me to want to learn 1 2 3 4 5 6 7
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When my teachers ‘model’ what they 1
want from me, or show me what to do,
| want to learn.

(authenticity, spirituality and values)

I want to learn because | appreciate the 1
fact that my teachers always do what they
say they will do

I want to learn because my teachers are 1
true to their values

I want to learn because my teachers help 1
me to share those values

I want to learn because my teachers 1
respect me

I want to learn because my teachers are 1
tolerant of me

I want to learn because my teachers are 1
strict

| want to learn because my teachershelp 1
me to take personal responsibility for my
behaviour
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(transformation and vision)

I want to learn because my teachers want
me to know more and to have a greater
range of social and academic skills

I want to learn because my teachers are
forward looking
I want to learn because my teachers are

competent

I want to learn because my teachers make
the work interesting

I want to learn because my teachers offer
me rewards

I want to learn because my teachers make
the work challenging

I want to learn because the curriculum
integrates learning and doing

| want to learn because the curriculum
integrates learning and feeling

I want to learn because my teachers have
a vision of what | can achieve

I want to learn because my teachers have
a vision of how the classroom and the
school should operate

I want to learn because my teachers
clearly share their vision of the classroom
and the school
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(empowerment and trust)
I want to learn because my teachers trust
me to achieve my goals

I want to learn because my teachers
delegate responsibility to me

I want to learn because my teachers are
honest with me

I want to learn because my teachers
encourage me to be a leader in the
classroom

I want to learn because my teachers allow
me to negotiate what | can do

I want to learn because my teachers allow
me to negotiate deadlines

I want to learn because my teachers
modify the curriculum to suit me

| want to learn because the curriculum is
relevant

| want to learn because the curriculum is
skill based rather than knowledge based

| want to learn because the curriculum
builds on what | know
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(Community)

I want to learn because my teachers help
me to feel that | belong in the classroom
community

I want to learn because | feel | belong in
the school community

I want to learn because my teachers work
together to support my progress

I want to learn because my teachers
encourage me to share in classroom
decisions

I want to learn because | like my teachers

I want to learn because my teachers are
friendly

I want to learn because my teachers care
about me

I want to learn because my teachers
communicate clearly and openly with me

I want to learn because my teachers
create a safe, friendly and supportive
learning environment

I want to learn because my teachers
helped to make the transition into high
school smooth for me
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Please use the space below to write a short response to the following question, using
the definition provided as a guide.

Definition: A boy who demonstrates academic intrinsic motivation “wants to learn,
likes learning-related activities, and believes school is important”.

Question: Your teachers are the leaders in the classroom. How do your teachers, as
leaders in the classroom, positively influence your academic intrinsic motivation?

Is there anything that you would like to add to this questionnaire? If so, use the
reverse side of this page. Thank you for your time.
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Appendix D

Key informant interview questions

1.

10.

11.

12.

13.

Your teachers have identified you as a student who demonstrates academic
intrinsic motivation. Why do you think you were identified? How much of a
role do your teachers play, in positively influencing your academic intrinsic
motivation?

Teachers identify themselves as servant leaders. That is, they are people who
serve their students and hope that their students will become servants
themselves. Do you notice this aspect in your teachers?

What sort of ways do you notice it? Is it in their giving up their time to help
you? Does it positively influence your willingness to learn? Why/ why not?

When your teachers are motivated and enthusiastic does that have any effect
on you?

Do you find many of your teachers inspirational? That is they inspire you to
want to learn more or know more?

Do teachers model what they want from you?

Teacher leaders have strong principles. When they say something, they mean
it. Have you noticed this aspect in your teachers? If so, when? What influence
does this aspect have on your willingness to learn in the classroom?

In particular, where is an example where they have actually followed through
in what they said they are going to do?

I am going to give you three key words: respect, tolerance and justice. | want
you to think about your classroom and the way the teachers interact with
students in the classroom. Do you see those three words in action?

Do any of those have a positive influence on your willingness to learn?

How do you teachers manage behaviour in your class? Do you think that a
way that a teacher manages behaviour has an influence on your own learning?

Teacher leaders remain true to their values. What values do your teachers
have? How do they communicate these values to you? How do they ensure
that you share them? Do these values, and the fact that you share them, have a
positive influence on your academic intrinsic motivation?

Do your teachers have a vision of the classroom and of the school that they
share with you? How do they get you to share the vision? Does the vision, and
the fact that you share it, positively influence your academic intrinsic
motivation?
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14.

15.

16.

17.

18.

19.

20.

21.

22,

23.

24,

25.

26.

217.

28.

29.

Do your teachers wish to transform you in any way, whether that is as a
learner or as a person or both? How do they do this? Do you think that they try
to transform you towards that vision?

Does this influence your willingness to learn in the classroom?

Do your teachers empower you? When and how? Does it make you feel good
that the teacher is prepared to put some trust in you?

In what ways are your teachers honest?
Does this influence your willingness to learn?
Do you get to share in the leadership in the classroom? If so, when and how?

I want to talk now about collaboration, or working together. Do you thin your
teachers are collaborative in the way they work with other teachers?

What about collaborating with other students in your classroom; do your
teachers share leadership roles around?

Do you think that collaboration, or shared leadership, has a positive effect on
your willingness to learn?

Do your teachers ever negotiate with you, perhaps deadlines or expectations of
assignments and things like that? What influence does this have on your
academic intrinsic motivation?

Think about how your teachers teach in the classroom. Sometimes it is really
important that teachers find out where the students are at, their level of
understanding so to speak, so that they can build on that directly, rather than
just assuming that everyone knows a particular topic. Finding the starting
point, and then building on it, is part of teaching. Is that how your teachers
teach you?

Do you think if the teacher could find out exactly what you know and then
build on that directly it would be more beneficial to you? Why?

This time I’ve got three more key words: communicative; caring and friendly.
Do they describe your teachers? How?

Do those three words: communicative, caring and friendly, and the way that
your favourite teacher acts them out, have a positive influence on your
intrinsic academic motivation?

What is a good learning environment for you?

How does your teacher go about setting up that learning environment? Do

your think that learning environment positively influences your academic
motivation?
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30. How did your teachers help to make that transition into high school a smooth
one? Do you think that had an influence on your academic motivation?

31. Is there anything that | haven’t covered that you’d like to say?
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Yours smcere}V‘

/

e e

SO e
Neil McGora Dr Helga Neidhart
Student Reseéarcher Principal Supervisor

CRICOS registered provider:
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Melbourne Campus (St Patrick's)

115 Victoria Parade Fitzroy VIC 3065
Locked Bag 4115 Fitzroy MDC VIC 3065
Telephone 613 9953 3000

Facsimile 613 9953 3005
www.acu.edu.au

ASSENT OF PARTICIPANTS AGED UNDER 18 YEARS

e, (the participant aged under 18 years) understand what this research project
is designed to explore. What | will be asked to do has been explained to me. | agree to take part in
the project, realising that | can withdraw at any time without having to give a reason for my
decision. | agree to my interview being audio taped.

NAME OF PARTICIPANT AGED UNDER 18:

SIGNATURE

CRICOS registered provider: 238
00004G, 00112C, 00873F, 00885B
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INFORMATION LETTER TO PARENTS OF STUDENT PARTICIPANTS

TITLE OF PROJECT: MAKING MAGIC: AN EXPLORATION OF TEACHER LEADERSHIP AND BOYS'
ACADEMIC INTRINSIC MOTIVATION IN THE YEAR 8 CLASSROOM AT A CATHOLIC SCHOOL

NAMES OF STAFF SUPERVISORS: DR HELGA NEIDHART, DR ANNETTE SCHNEIDER
NAME OF STUDENT RESEARCHER: NEIL MCGORAN

NAME OF PROGRAMME IN WHICH ENROLLED: DOCTOR OF EDUCATION

Dear Parent(s)

My name is Neil McGoran and | am a Doctoral student at Australian Catholic University in the School of
Educational leadership. My project is an exploration of the relationship between teacher leadership in the
classroom and boys’ academic intrinsic motivation. For the purposes of this study, a boy who demonstrates
academic intrinsic motivation is defined as one who “wants to learn, likes learning-related activities, and
believes school is important”. It is a case study, situated at Christian Brothers College, Wakefield Street
Adelaide. The research methods to be used are focus group interviews, survey questionnaire and key
informant interviews.

| am inviting Year 8 students to participate in the study, namely those who, according to the Year 8 teachers,
“want to learn, like learning—related activities, and believe school is important”.

Your son is invited to complete a survey questionnaire about academic intrinsic motivation. The aim of the
questionnaire is to gather his perspective of the relationship between teacher leadership and his willingness to
learn, and to identify the factors that influence his willingness to learn in the classroom. The questionnaire will
be administered during school time, and should take approximately forty minutes to complete. Your son has
also been nominated by his teachers to participate in a semi-structured interview, conducted after school, for
approximately one hour. Hence, | am also inviting your son to participate in an interview at an agreeable time
after school. The interview will be audio taped, and he will be offered a full transcription for checking.

Research into teacher leadership in the classroom, and its impact on boys’ willingness to learn, is important in
a school. Teachers and students at Christian Brothers College may directly benefit from this study, and it may
also be beneficial to the teaching profession. Finally, this study may encourage other researchers to examine
a similar phenomenon in other contexts. Results will be published in the thesis and, possibly, in publications
related to leadership and boys’ education.

Participation in the study is voluntary. Therefore, you, or your son, are free to refuse consent altogether
without having to justify that decision, or to withdraw consent and discontinue participation in the study at any
time without giving a reason. Withdrawal from the research will not prejudice, in any way, your son’s future
care or academic progress.

CRICOS registered provider:
00004G, 00112C, 00873F, 008858
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To ensure confidentiality, data and results in the thesis will be presented using pseudonyms. This will also
pertain to any future publications that arise during and after the writing of the thesis. Your son’s survey
questionnaire will be completed anonymously, and only my supervisors and | will have access to the data
collected using any of the research methods. Data will be stored in a locked cabinet in my supervisor’s office
at ACU, but I will store one copy in my home office for the duration of the study. On completion of the study, |
will destroy my copy of the data, but the original copy will remain in the office of the principal supervisor for the
required period of five years.

Any questions regarding this project should be directed to the Principal Supervisor:
Dr Helga Neidhart rsc

Telephone number 03 9953 3267

School of Educational Leadership

Australian Catholic University

115 Victoria Pde. Fitzroy. 3065. Australia

You will receive feedback on the project on request, as well as a summary of results.

The Human Research Ethics Committee at Australian Catholic University has approved this study. However,
in the event that you have any complaint or concern about the way your son has been treated during the
study, or if you have any query that the Supervisor and Student Researcher have not been able to satisfy, you
may write to the Chair of the Human Research Ethics Commiittee care of the nearest branch of the Research
Services Unit. '

VIC: Chair, HREC
Cl/o Research Services
Australian Catholic University
Melbourne Campus
Locked Bag 4115
FITZROY VIC 3065
Tel: 03 9953 3157
Fax: 03 9953 3315

Any complaint or concern will be treated in confidence and fully investigated, and you will be informed of the
outcome.

If you agree for your son to participate in this project, you should sign both copies of the Consent Form, retain
one copy for your records and return the other copy to the Student Researcher.

Yours sincerely

Pt
S ; . o —
PR .o # =
PR ot s .'JI e
[ LA S 4 7

Neil McGora Dr Helga Neidhart
Student Reseédrcher Principal Supervisor

CRICOS registered provider:
00004G, 00112C, 00873F, 008858
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PARENT/GUARDIAN CONSENT FORM

TITLE OF PROJECT: MAKING MAGIC: AN EXPLORATION OF TEACHER LEADERSHIP
AND BOYS' ACADEMIC MOTIVATION IN THE YEAR 8 CLASSROOM AT A CATHOLIC
SCHOOL

NAMES OF STAFF SUPERVISORS: DR HELGA NEIDHART, DR ANNETTE SCHNEIDER

NAME OF STUDENT RESEARCHER: NEIL MCGORAN

| e (the parent/guardian) have read (or, where appropriate, have
had read to me) and understood the information provided in the Letter to the Participants. Any
guestions | have asked have been answered to my satisfaction. | agree that my child, nominated
below, may participate in this activity, realising that | can withdraw my consent at any time. | agree
that research data collected for the study may be published or may be provided to other
researchers in a form that does not identify my child in any way. | agree that his interview will be
audio taped.

NAME OF PARENT/GUARDIAN:

SIGNATURE ..o DATE

NAME OF CHILD

SIGNATURE OF PRINCIPAL SUPERVISOR:

CRICOS registered provider: 241
00004G, 00112C, 00873F, 00885B
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GLOSSARY OF TERMS

Year 8 LAP room This is a room built on the Year balcony, to provide a space
for the Learning Assistance Programme. The room is also
used for Secondary Middle School meetings. The room was
used for the two focus group interviews in this study.

SRC Student Representative Council. Two students in each Year 8
Home Room are elected onto the SRC each semester.
NAIDOC week National Aboriginal and Islander Day Organising Committee
week: the last week of Term 2 is devoted to NAIDOC
activities.
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