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SERIES SCOPE

The purpose of this Series is to meet the needs of those interested in an in-depth
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The Series complements the Handbook of Educational Research in the Asia-Pacific
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INTRODUCTION BY THE SERIES EDITORS

Many important developments have occurred within countries in the Asia-Pacific
region, particularly over the past two decades, with regard to rapid rates of economic
growth, and social, political and technological change. As a result, many commen-
tators speculate that, despite some recent economic set-backs in some countries in
Asia-Pacific, the region is poised to become the economic powerhouse of the 21st

Century.
Although such rapid change and development have had a generally positive

impact on raising living standards, they have also contributed to various development-
related problems, such as environmental degradation and major inequalities in income
distribution, both within and between countries.

Perhaps more than ever before, education and schooling are seen as essential
contributors to economic development and a key influence in helping overcome
development-related problems. However, to realize its full potential to positively
influence economic, socio-cultural and political development, education systems
cannot be static, but need to adjust and modify over time. In many cases, it is argued
that systems need to be ‘re-engineered’, anything less being just ‘tinkering with
existing systems’ which is likely to yield few benefits.

The re-engineering concept is one which aims at taking education and educators
out of the catch-up mode and placing them at the leading edge of the development
process. It seeks to ensure that education adjusts (often radically) to meet the changing
needs of both individuals and the societies they live in.

In this regard, the International Commission on Education for the Twenty-
First Century (Learning: The Treasure Within(( , UNESCO, 1996), headed by Jacques
Delors, has pointed out that new lifestyles and work patterns require shifts in the
old educational paradigm where formal schooling was a preparation for life. The
paradigm was useful in the past, when a life cycle was predictably one of study, then
work, and then retirement. But that linear paradigm has given way to several con-
secutive and even simultaneous professional persuits in one lifetime, plus the new
knowledge often required that was not available in the school years, plus the increas-
ing tendency to interrupt productive work with either extended leisure or extended
study. The educational system must change to become one geared towards lifelong
learning, where it offers education for any phase in one’s life, more akin to an open
supermarket rather than a closed assembly line.

There are at least three aspects of change that result in applying real pressure on
educational systems to ‘re-engineer’ or else face the dire consequences, these being:
the growth of student numbers which requires a quantum leap in education capacity;
the widespread, real revolution in informatics and communication technology, that
should have profound effects on the way education and schooling should be re-
conceptualised; and, accompanying this phenomenon, is the virtual explosion of
available information to the average person so that the learner is no longer in a desert

xv



xvi INTRODUCTION BY THE SERIES EDITORS

looking for an oasis of information, but is instead in an ocean of information looking
how to use it selectively and not drown in it.

In fact the bottom line is that in many cases re-engineering is no longer a choice:
the dramatic transformation of society requires that the educational system adapt and
change, or face obsolescence.

In his new book New Paradigm for Re-engineering Education: Globalization,
Localization and Individualization, which is published here in the Springer Bookww
Series on Education in the Asia-Pacific region, Professor Yin Cheong Cheng from The
Hong Kong Institute of Education, argues that there is profound need for a paradigm
shift in education and its reform to meet the challenges in the new millennium.
These challenges include rapid globalization, the tremendous impact of information
technology, international transformation towards a knowledge-driven economy, and
strong demands for societal developments. The author argues, in resenting his thesis
for change and for the re-engineering of education, in terms of three main areas
of paradigm change: a new paradigm for education reform; a new paradigm for
educational leadership; and, re-engineering school management for effectiveness.

Although this book mainly looks at issues, concerns and prospects regarding the
re-engineering of education in countries in the Asia-Pacific region, the success stories
and lessons learnt also have considerable relevance for other parts of the world.

Rupert Maclean, Director of the UNESCO-UNEVOC International Centre,
Bonn, Germany; and

Ryo Watanabe, Director, Department for International Reasearch and Coopera-
tion, National Institute for Educational Policy Research (NIER) of Japan, Tokyo.

∗ ∗ ∗



PREFACE

Education determines the future developments of individuals and the society
in the new millennium. As a scholar in education, I have been so excited to have
opportunities to observe the key educational reforms in the past decade in different
parts of the world and to undertake some research programmes on them. From these
experiences, I have deeply understood that huge challenges and opportunities have
arisen in education in the new era of globalization and transformation. Numerous
educators, scholars and national leaders in the Asia-Pacific Region and its counter-
parts are making great efforts at different levels to improve practices and develop
innovations in pursuit of quality education and effective schooling. They are leading
and transforming their schools strategically with a hope to prepare their next gener-
ation successfully for the future in a fast changing environment. However, the local
and international experiences in the past reforms have provided many painful failure
lessons, showing that in meeting the serious challenges of globalization there is an
urgent need for a new paradigm of reengineering education and a set of coherent im-
plementation strategies for the success of educational change. Otherwise, all efforts
of educational reforms will result in failures and frustrations.

In previous years, I had focused mainly on studying school-based management
and educational effectiveness. I was very pleased to see that my book “School Effec-
tiveness and School-based Management: A Mechanism for Development” published
by Falmer Press (London) in 1996 has been highly commended by educators, scholars,
change agents and policy makers in many countries and now it has been published into
four languages and widely distributed in the international community. Since 1998,
I had opportunities to conduct in-depth studies of the paradigm shift in world-wide
educational reforms that were echoing to the emergence and impacts of globalization
and information technology. In December 1999, the UNESCO Asia-Pacific Centre
of Educational Innovation for Development (ACEID) invited me to give a keynote
speech at the 5th International Conference on Reforming Learning, Curriculum and
Pedagogy: Innovative Visions for the New CenturyPP . This was the first time I presented
the new paradigm for reforming education in general and curriculum and pedagogy
in particular with key concepts of globalization, localization, individualization, and
contextualized multiple intelligences. This keynote speech had got very good and
long lasting responses from education leaders and scholars and its publication as a
journal article in the International Journal of Educational Management had won the
Highly Commended Award of the Literati Club of UK in 2001. Since then, I was to-
tally committed into the research and observation of educational reforms particularly
in the Asia-Pacific Region.

In recent three years, I was so honored to be invited by various international
organizations and countries to give over 30 keynote or plenary speeches on education
reforms and changes at international or national conferences held in various parts
of the world. With these opportunities, I had further observed and recognized the
complex issues arising from educational reforms in many countries and I deeply
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xviii PREFACE

felt the importance and necessity of an innovative and comprehensive paradigm to
reengineering education for the new century. Therefore, based on my recent research
outcomes and international observations, this book was written with aims to bring
out a new paradigm including various new concepts and theories for reengineering
education. I hope that this book can provide educators, change agents, researchers,
and policy-makers in the Region or other parts of the world with a comprehensive
and new perspective to conduct educational reforms, enhance leadership and change
school management in a context of globalization, localization and individualization.

The book has 21 chapters in three sections. Section I “New Paradigm for Edu-
cation Reform” including eight chapters, provides a new paradigm for reengineering
education from the traditional site-bounded model to a new triplization model that
includes globalization, localization and individualization in education for developing
students’ contextualized multiple intelligence (CMI) (ch.1). It also illustrates how
world-wide education reforms experience three waves on pursuing internal, interface
and future effectiveness of education at different levels (ch.2). In order to promote
localization particularly in developing countries in the Asia-Pacific Region, this sec-
tion elaborates how multiple theories can be used to foster local knowledge and
human development in the process of globalizing education (ch.3). To enhance indi-
vidualization in education, a new theory of self-learning in a networked human and
information technology environment is proposed (ch.4). The section describes how
education reform policies can be reformulated and reanalyzed with a comprehensive
framework and an economic perspective in a context of the new paradigm (ch.5 & 6).
At the end, the trends and challenges of education reforms in the Asia-Pacific Region
are also reported and discussed (ch.7 & 8).

Section II “New Paradigm for Educational Leadership” with five chapters aims
to elaborate how the nature, role and practice of school leadership in the Asia-Pacific
Region and its counterparts can be transformed towards a new paradigm and respond
to the three waves of education reforms (ch.9 & 10). This section further illustrates
how principals’ leadership can be reconceptualized and redeveloped to lead strategic
management and action learning for school development in a fast changing local and
global environment (ch.11). As the key leader to reengineer education at the site level,
the role and characteristics of school leadership as related to school performance and
societal culture are also analyzed with empirical evidence (ch.12 & 13).

Section III “Re-engineering School Management for Effectiveness” with eight
chapters aims to provide various practical frameworks for reengineering school man-
agement processes and implementing changes in school practices. The ways how
to manage the conceptual issues and practical dilemmas in evaluation of school
effectiveness and how to develop a comprehensive framework for monitoring educa-
tion quality provided at multi-levels are illustrated and discussed (ch.14, 15 & 16).
Given teachers as key actors of education, this section elaborates how to manage
teacher effectiveness in multi-dimensions with multiple models and how to imple-
ment multi-level self-management with empirical evidence (ch.17 & 18). To promote
localization in education, the ways how to reengineer total home-school partnership,
promote parental involvement in school education, and manage school crisis with
new frameworks and multi-perspectives are also presented at the end of this section
(ch.19, 20 & 21).
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The new paradigm and related key concepts and frameworks presented in this
book would benefit a wide range of audiences such as educators, leaders, educational
officers, school practitioners, change agents, and researchers who are concerned
with educational reforms, curriculum changes, paradigm shifts in education, school
improvement, school-based management and teacher development in the Asia-Pacific
Region and other parts of the world.

I would like to take this opportunity to thank my research partners and previous
research students who have made a lot of contribution to the development of my
research work in the past years. In particular I am strongly indebted to Dr. Magdalena
Mok, Dr. Kwok Hung Ng, Dr. Pong Yiu Yuen, Dr. Kwok Tung Tsui, Dr. Wing Ming
Cheung, and Dr. Wai Ming Tam for their co-authored contribution to Chapters 4,
5, 11, and 17–21 respectively. The help of Ms Jasmine Sit and Ms Candy Chan in
preparing the manuscript is also appreciated.

Also I would like to express my thanks to Asia-Pacific Journal of Education,
Asia-Pacific Educational Researcher, Cambridge Journal of Education, International
Journal of Educational Management, Journal of Educational Research, School Effec-JJ
tiveness and School Improvement, School Leadership and Management, and Kluwer
Academic Publishers for their kind permission for me to adapt the materials of my/our
articles that had been published in their journals or books.

My special thanks go to Dr. Rupert Maclean, the director of UNESCO-UNEVOC
International Centre for Education and Mr. Michel Lokhorst, the senior publishing
editor for their support to the publication of this book.

The warm invitations from international organizations and countries to me as
a keynote speaker at their international conferences have been strongly encour-
aging and stimulating my research works in these years. I am very thankful to
them, particularly APEC, UNESCO, UNICEF, ICER, ICSEI (Australia, Hong Kong
and Canada), International Baccalaureate Organization (IBO), Ford Foundation,
SEAMEO RIHED (with Chulalongkorn University), NIEPA and NCERT (India),
ONEC/OEC (Thailand), ACEA (Australia), NIER (Japan), Ministry of Education
of Israel, Ministry of Education of Malaysia (with University of Malaya), iAPED
(Korea), Scandinavian-Pacific Conference (Sweden), ICTED (Philippine), Interna-
tional Society of Teacher Education, Singapore Educational Research Association,
Japanese Society for the Studies on Teacher Education, Chinese Society of Higher
Normal Education (Mainland China), Chinese Educational Research Association
(Taiwan).

Finally, I would like to dedicate this book to all the school practitioners, educa-
tors, policy-makers and researchers who are making great efforts to pursue a better
education for the future of their students and the global community.

Yin Cheong Cheng
Hong Kong

October 2004



Introduction

REENGINEERING EDUCATION

In the new millennium, there are serious challenges to the development of nearly
every country in the Asia-Pacific Region and other parts of the world. Among these
challenges, the rapid globalization, the tremendous impacts of information tech-
nology, the huge transformation towards a knowledge-driven economy, the strong
demands for societal developments, and the serious international competitions have
driven numerous education reforms in the Region.

Believing in education as an determinant of the future, policy-makers and educa-
tors in most countries of the Region have to think about how to reform and reengineer
education for preparing their young generation to effectively cope with these chal-
lenges and pursue a beautiful and prosperous future for themselves and the society.

1. NEEDS FOR A NEW PARADIGM

However unfortunately, given the drastic changes and impacts from globalization
and technological advances, leaders and educators in the Region are often confused
with the emerging novelties and suffering from a lack of a comprehensive framework
to understand and facilitate an effective paradigm shift in their educational initiatives
and practices. It is not a surprise that many education reforms with good wills have
experienced great difficulties, frustrations and failures in the Asia-Pacific Region and
other international communities since 1990s.

There are many reasons for such failures in education reform. Among them, the
lack of comprehensive analysis and deep understanding of the fast changing environ-
ment and the complex nature of education reforms in a new era of transformations
often tightly limit the mindset of concerned parties in policy formulation and re-
form practices. In policy-making, education leaders and practitioners often ignore
the deeper meanings and implications of paradigm shift in education. In practice, they
neglect the crucial role of leadership to the success of education reform and they often
maintain the traditional thinking of management and operation in education.

Without deeply understanding the new paradigm of education and the frame-WW
works for effective school management, education leadership and teacher perfor-
mance, education leaders and practitioners easily lose their direction and fall into the
traps of passive, ad hoc, piecemeal and fruitless changes. This often results in fail-
ures and frustrating experiences to all those involved in education reforms. To many
educators in the Region, it is a quite common and painful phenomenon in ongoing
reforms.

In facing the rapid changes of internal and external environments, should the
paradigm of education be changed to meet the future needs of individuals and the
society in development? What is the new paradigm of education that is more relevant
to the future? In current trends of education reform in the Asia-Pacific Region, and

1
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other international communities, how should education policies be comprehensively
analyzed, investigated, developed and enhanced in order to realize the benefits of edu-
cation reforms for the future? How should the role and nature of education leadership
be re-conceptualized and changed in facing up to the various challenges in education
practices? Currently, the goals, scope and practices of school management become
much more complicating and demanding than ever before. In such a new context, with
what kind of new ideas and strategies, schools can be effectively re-engineered andw
managed in such key areas as monitoring school effectiveness, ensuring education
quality, enhancing teacher effectiveness, implementing home-school collaboration
and managing school crisis? These are important issues in education reform, leader-
ship development and school management yet to be discussed and investigated with
new perspectives.

In response to these issues and the urgent need for new concepts and frameworks
in education reforms, this book aims to present a new paradigm including various
frameworks of innovative ideas, conceptions, possibilities, and strategies for reengi-
neering key processes of education including teaching, learning, leadership, school
management, effectiveness assurance and teacher development in the Asia-Pacific
Region and its counterparts in a context of globalization, localization and individ-
ualization. Based on the author’s recent researches and international observations,
this book has three sections including 21 chapters, with aims at facilitating educa-
tors, school practitioners, researchers and policy-makers to understand the challenges
in current education reforms and pursue effective practices with the proposed new
paradigm and frameworks.

2. NEW PARADIGM FOR EDUCATION REFORM

There are eight chapters in Section I of the Book with the theme on New Paradigm
for Education Reform. Aiming at exploring new directions for education reform
and development, this section develops a new paradigm of education, proposes new
frameworks for economic considerations and comprehensive analysis of education
policies and reviews the current trends of education reforms in the Asia-Pacific
Region. Implications for re-engineering education in the new century are also dis-
cussed in this section.

2.1. New Paradigm: Globalization, Localization and Individualization

In the new millennium, the world is moving towards multiple globalizations
and becoming a global village with boundless interactions among countries and
areas. Most societies in the Region are becoming more diversified, multifarious and
demanding in development. How should the new generations be prepared for the
future in such a fast changing local and global environment?

In response to the future needs in the new century, Chapter 1 first elaborates
why a nhh ew paradigm is needed for reengineering education from the traditional site-
bounded model to a new triplization model that includes globalization, localization
and individualization in education for creating unlimited opportunities for the devel-
opment of students’ contextualized multiple intelligence. With this new paradigm,
the aims of education and the characteristics of schooling, teaching, learning, and
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curriculum design for the future are completely different from those in the traditional
site-bounded education. This paradigm provides a completely new foundation for
re-formulating reform policies, re-conceptualizing leadership and re-engineering the
education process and management.

2.2. Three Waves of Education Reform

In order to give a comprehensive review of education reforms in the Region
or elsewhere, Chapter 2 of the Book illustrates how education reforms in different
parts of the world experience three waves that represent paradigm shifts and different
strategies in facing up to challenges and pursuing educational effectiveness in chang-
ing local and international contexts. Since the 1970s, the first wave emphasized on
internal effectiveness with the focus on internal process improvement through exter-
nal intervention or input approach. Assuming education goals to be static, clear and
commonly accepted, the first wave was mainly concerned with value-added in school
effectiveness through improvement of teaching and learning.

Since the mid-1980s, the second wave pursued the interface effectiveness in terms
of school-based management, quality assurance, accountability and stakeholders’
satisfaction. Assuming organizational adaptation and stakeholders’ expectations to
be the core values of school effectiveness, the reforms of the second wave often
focused on interface improvement through various types of quality inspection and
assurance. In facing the challenges of globalization, information technology, and
knowledge-driven economy in the new century, the third wave is moving to pursue
future effectiveness. Assuming that education goals are changing and should be
relevant to the future, the reforms of the third wave are concerned with not only value-
added but also value-created in education through enhancing educational relevance
and creating new goals. These three waves of education reforms provide a new
typology for considering the models and strategies that can be used to pursue various
types of effectiveness in various contexts.

2.3. Fostering Local Knowledge and Human Development in Globalization

Currently, there are increasing international concerns with the tremendous im-
pacts of globalization on indigenous and national developments particularly in de-
veloping countries. How to manage the realities and practices of globalization and
localization in education for maximizing the benefits and minimizing the disadvan-
tages for the developments of individuals and local community inevitably becomes
a key issue in the educational developments in Asia-Pacific.

In Chapter 3, a typology of multiple theories of fostering local knowledge and
human development is proposed to address this key concern, including the theory
of tree, theory of crystal, theory of birdcage, theory of DNA, theory of fungus,
and theory of amoeba. These theories have varied emphasis on global dependence
and local orientation and therefore they have their own characteristics, strengths, and
limitations in conceptualizing and managing the process of fostering local knowledge
and human development. This chapter also discusses how to facilitate individual
learning and organizational learning in fast changing local and global environments
and how to foster both individual knowledge and institutional knowledge in schools.
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The typology can provide a wide spectrum of alternatives for policy-makers and
educators to conceptualize and formulate their strategies and practices in developing
local education.

2.4. Self-learning in a Networked Human and IT Environment

To enhance individualization in education, a new theory of self-learning in a net-
worked human and information technology (IT) environment is proposed in Chapter
4. As indicated in Chapter 1, the new paradigm of education and the worldwide ed-
ucational reforms emphasize that independent self-learning throughout the life span
is a sine qua non of education. This chapter aims to deepen the understanding of
the nature and process of self-learning and facilitate students to become a highly
motivated and effective self-learner with the support of a networked human and IT
environment.

According to this theory, the sustainability and effectiveness of self-learning is
basically related to four key elements including cognition, control, commitment and
context in the self-learning process. The proposed theory and these four elements are
in fact inviting different ideas and thinking to re-consider and test the initiatives in
education reforms, whether they are relevant to the paradigm shift towards student-
centered education and lifelong self-learning. Also, they provide a comprehensive
theoretical framework for understanding and facilitating effective self-learning in a
networked human and IT environment.

2.5. Economic Considerations in Education Reforms & Policymaking

Economic development is a key concern in ongoing education reforms in dif-
ferent parts of the world. From an economic perspective, in education reforms and
policymaking there is a need to deal with the issues of the internal and external eco-
nomic effectiveness of the education system. The external economic effectiveness
issue concerns whether the existing education can meet the needs of new economic
development in the new millennium and how education should be changed to pre-
pare the new generations for the knowledge-based economy. The internal economic
effectiveness issue focuses on how the education system should be resourced and
funded in a more efficient and effective way to meet diverse growing demands for
education. In addition to economic effectiveness issues, education equity relating to
equal opportunity of education and responsibility of education cost is also a crucial
concern in education policy.

To support the ongoing policy debate and education reform, Chapter 5 of the
Book proposes a framework from an economic perspective for analyzing education
policy. The framework takes into account of the demand and supply of education,
the education system structure, the economic effects and consequences, and their
interrelations. This chapter maps out some key economic areas, issues and concerns
in analysis and discussions of education policy.

2.6. Comprehensive Analysis of Education Reform Policy

As a result of globalization, rapid local developments, economic transformations,
and international competitions, a series of education policies for reforming education
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have been developed in recent years in many countries in the Asia-Pacific Region
(see Chapter 7). However unfortunately, most discourses and debates on education
policies are often superficial and fragmentary. Also the education policies formulated
with good intention often experience serious criticisms and resistance. Therefore in
addition to the above economic considerations, there is a strong need for a powerful
framework that can facilitate comprehensive analysis of education reform policies.

In Chapter 6, a comprehensive framework with four frames is proposed specifi-
cally for educators, researchers, policy makers, and interested parties in the education
field to analyze education policies and related reforms. This framework includes the
crucial and unique components of education policy and proposes a wide range of
considerations in a systematic way specifically for policy analysis and development
in education. It serves to facilitate researchers, policy makers and practitioners to an-
alyze the problems in the background, the principles underlying the policy objective
setting, the policy formulation process, the implementation process, the gaps between
implementation and planning, and the policy effects and impacts. If the framework is
employed effectively, high quality policy analysis and development may be achieved
in a comprehensive way. It is hoped that the framework can contribute to the research
and development of education policies for reforming in the Asia-Pacific region or
other international communities.

2.7. Trends of Education Reforms in the Asia-Pacific Region

Since the 1990s, huge national resources have been invested in education and
related initiatives in nearly every country in the Asia-Pacific Region. What are the
major trends and characteristics of the ongoing education reforms in this region?
What are the major challenges that the policy makers and educators are facing in
the current education reforms? What implications for research can be drawn from
these trends and challenges? These issues would be very interesting to educators,
researchers and policy-makers who are making efforts in education reforms. Based
on the recent research and observations, Chapter 7 addresses these issues.

There are nine trends of reforms in the Region. At the macro-level, the main
trends include: working towards re-establishing a new national vision and educa-
tional aims; working towards restructuring an education system at different levels;
and working towards market-driving, privatising and diversifying education. At the
meso-level, increasing parental and community involvements in education and man-
agement is a salient trend. At the site-level, the major trends are ensuring education
quality, standards and accountability; increasing decentralisation and school-based
management; and enhancing teacher quality and the continuous lifelong professional
development of teachers and principals. At the operational level, the main trends
include using information technology in learning and teaching, applying new tech-
nologies in management, and making a paradigm shift in learning, teaching and
assessment.

There are some crucial challenges arising from the ongoing trends and impact-
ing on the success of reform implementation in many countries. It is therefore of
great concern to consider how those challenges can become prioritized items on the
urgent agenda of educational research if reforms are to be fully informed and finally
successful in formulation and implementation.
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2.8. Towards the Third Wave: The Case of Hong Kong

Hong Kong is an international city in exposure to the both western and eastern
cultures. Its education development is an interesting case of the three waves of ed-
ucation reforms in the Asia-Pacific Region. Reflecting on the issues of the first and
second waves, Chapter 8 aims to analyse how Hong Kong facing the challenges and
impacts of globalization is moving towards the third wave of education reforms.

In a challenging era of globalization, the education reforms in Hong Kong should
aim not only at internal and interface effectiveness but also at future effectiveness
with strong emphasis on the relevance of education to the future. How to enhance
these three types of educational effectiveness and ensure their mutual linkages is a
key concern for research and practice in current education reforms in Hong Kong
moving towards the third wave. Hong Kong people are concerned with, on the one
hand, whether the existing education system and practices are effective in achieving
planned goals at different levels and, on the other hand, whether the quality of school
education can satisfy the diverse and high expectations of stakeholders in such a
competitive, changing, and demanding environment in which Hong Kong functions.
Further, how the aims, content, practices, outcomes, and impacts of education are
relevant to the developmental needs of individuals and the Hong Kong society in the
era of globalization is also a critical issue in ongoing education reforms.

The ongoing education reform experiences at both the school and system levels
will not only benefit the Hong Kong people, but also make a substantial contribution to
the international concern for globalization and education reforms in the new century.

3. NEW PARADIGM OF EDUCATIONAL LEADERSHIP

Educational leadership is crucial to the success of education reforms and school
effectiveness. Section II of the Book has five chapters with the theme on “New
Paradigm of Educational Leadership”. Echoing the new paradigm for education re-
forms, this section elaborates how the nature, role and practice of school leadership
in the Asia-Pacific Region and its counterparts should be transformed towards a
new paradigm and how it should respond to the three waves of education reforms
and the need of strategic management and action learning. Further, it illustrates how
school leadership is related to school performance and societal culture with empirical
evidence.

3.1. New Paradigm of School Leadership

The trends of education reform and development in changing environments
require a paradigm shift in leadership. The expected nature, function, scope, process,
and context of leadership and even the school constituencies to be influenced in
such a new era become much broadened and are substantially different from the
traditional thinking. After reviewing the features and trends of changing context,
Chapter 9 aims to propose a new paradigm for re-conceptualization and paradigm
shift in school leadership.

The new school leadership is expected to lead globalization, localization, and
individualization in school education for new educational visions. School leaders
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are expected to perform transformational leadership and cultural leadership that
can facilitate technological and cultural changes at different levels, and to perform
strategic and environmental leadership that can market the school’s strengths and
image, face up to external challenges, and promote organizational learning. They
need to lead diverse internal and external constituencies, build up alliances, develop
a community of school leaders, and facilitate wide participation. They should perform
participative leadership and political leadership for promoting social networking and
human initiative and creativity.

The new leadership should have multi-levels and multi-categories of leaders
and leadership performance should not be limited to the behavioral domains but
should be expanded to the effective and cognitive domains. The implications for re-
conceptualizing and developing transformational leadership and strategic leadership
are also substantial when making educational change and transformation towards
globalization, localization, and individualization possible.

3.2. School Leadership and Three Waves of Education Reforms

When education reforms in the Asia-Pacific Region are experiencing three waves,
what challenges have been raised from these waves to the role and characteristics ofww
school leadership? How should school leadership be changed to echo and even lead
the waves of reforms at the school-site level? With reference to the new paradigm
of leadership and the case of Hong Kong, Chapter 10 reports how school leadership
has been challenged and changed during various waves of education reform.

Since the 1970s, the school leaders in the first wave were mainly concerned with
achievement of the planned goals through improvement of teaching and learning. In
the 1990s, the school leaders of second wave often focused on interface improvement
through various types of quality inspection and assurance. In facing the challenges
in the new century, the third wave of changes in Hong Kong is moving towards pursuit
of future effectiveness and the school leaders need to be concerned with enhancing ed-
ucational relevance, creating new goals, and realizing globalization, localization and
individualization in education. This chapter discusses how the models of leadership
conceptions and the related roles of leadership practices vary with the different con-
cerns in the three waves. From this case of Hong Kong school principals, implications
are drawn for educators, policy-makers, and scholars in different parts of the world.

3.3. Leadership for Strategic Management and Action Learning

School reforms gearing towards school-based management are widely promoted
and implemented in the Asia-Pacific Region and other parts of the world, as indicated
in Chapter 7. Such a movement aims at creating conditions for schools to be strategic
and proactive to the changing internal and external environments; to develop and
achieve their own missions and goals with appropriate strategies according to their
own strengths, concerns, and needs at the site-level; and to perform continuous orga-
nizational development and action learning in a changing environment. As indicated
in Chapter 11, leadership for strategic management and action learning is crucial to
the success of school-based management and other educational reforms for effective
educational practices in such a fast changing education environment.
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With reference to the new paradigm of school leadership, Chapter 11 explainsWW
how leadership for strategic management in terms of five dimensions of leadership
including structural, human, political, cultural and educational leadership can con-
tribute to the building up of an institutional mechanism for continuous organizational
learning and development of their schools.

In addition, leadership should also aim at promoting action learning, through
which teachers become effective professional practitioners with increasing actionw
knowledge and skills to improve teaching and learning in classroom and so the
quality of education outcomes could be ensured even in a changing and demanding
environment. In Chapter 11, a framework of action learning leadership is proposed,
including three dimensions and eight components. It is hoped that the proposed
frameworks of leadership for strategic management and action learning will benefit
school leaders, policymakers and scholars on leadership development, practice and
research in the Asia-Pacific Region and other parts of the world.

3.4. Leadership and School Performance: Multi-dimensional &
Multi-level Study

As indicated in Chapters 9 and 11, the five dimensions of leadership can be
contributive to the success of strategic management for organizational learning and
school development. Given the claimed importance of leadership, it would be inter-
esting to know how empirically these five dimensions of school leadership are related
to school performance in different aspects and at different levels. The findings can
provide the necessary empirical evidence to support the paradigm shift in conceptu-
alization and practice of school leadership in a complicated and changing context in
Asia-Pacific.

Chapter 12 reports an empirical study of how principal’s leadership is related to
school performance in terms of multi-level indicators such as organizational-level
performances, teacher-level performances, and student-level performances. In the
study, strong leadership was found to be associated with high organizational ef-
fectiveness, strong organizational culture, positive principal-teachers relationship,
more participation in decision, high teacher esprit and professionalism, less teacher
disengagement and hindrance, more teacher job satisfaction and commitment, and
more positive student performance particularly on attitudes to their schools and
learning.

The findings support that principals’ leadership is a critical factor for school
performance in multi-dimensions at multi-levels. They also support the validity of the
five-dimensional leadership model as a theoretical foundation for understanding and
developing leadership in a context of education reforms and strategic management,
as explained in Chapters 9 and 11.

3.5. Characteristics of Principals’ Leadership and Influence of Societal Culture

Due to the cultural, historical, social and other contextual influences and con-
straints, the development of school leadership may be different in countries in the
Asia-Pacific Region or other parts of the world. If we want to understand how the lead-
ership theories and their applications are valid across countries or cultural contexts,
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it would be interesting to know how the development of characteristics of principals’
leadership interacts with the influence of societal culture.

Chapter 13 reports the case of Hong Kong schools for international understanding
of how the development of principals’ leadership interacts with the societal culture.
In particular, what are the major characteristics of Hong Kong principals’ leadership?
Are these leadership characteristics consistent across years and samples in studies
using a number of different leadership conceptions? How do the societal culture and
context combine with the principals’ personal attributes to shape the features of their
school leadership? Through exploring these questions with the findings of a number
of studies conducted in the past decade, this chapter deepens the understanding of
the complex relationship between societal culture and principals’ personal attributes
in shaping the characteristics of their leadership and school performance. The find-
ings contribute to theory building and leadership development in the Asia-Pacific
Region.

4. REENGINEERING SCHOOL MANAGEMENT FOR EFFECTIVENESS

In response to the new paradigm and frameworks for education reforms and
school leadership, how should school process and management be re-conceptualized
and reformed? Section III of the Book with the theme on “Reengineering School
Management for Effectiveness” provides various practical frameworks for reengi-
neering school management and implementing changes in school practices. This
section has eight chapters.

4.1. Evaluating School Effectiveness: Conceptualization
and Practical Dilemmas

How to monitor and enhance school effectiveness is one of the major concerns
in current education reforms in the Asia-Pacific Region. From the advances in school
effectiveness research, Chapter 14 illustrates the existing conceptual and practical
possibilities and dilemmas in developing a framework for monitoring school effec-
tiveness.

From the multiplicity of school functions in the new century as indicated in
Chapter 2, there may be different types of school effectiveness including techni-
cal/economic, human/social, political, cultural, and educational effectiveness at the
individual, institutional, community, society, and international levels. There are also
eight models for managing school effectiveness and their cognate indicators for
monitoring are different. According to these types and models of school effective-
ness, various conceptual possibilities and dilemmas may exist in monitoring school
effectiveness. The framework for monitoring should be shifted from a simplistic
conception to a multi-type and multi-model conception.

Based on the choice of indicators, the purpose of monitoring, and the type of
evaluation, this chapter further policy-makers, school practitioners and researchers
in the Region and international communities a framework for understanding and
handling the critical practical issues, dilemmas, and possibilities in monitoring school
effectiveness at different levels.
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4.2. Monitoring Education Quality at Multi-levels: Framework and Practice

In many countries in Asia-Pacific and its counterparts, the pursuit of education
quality is a key theme in education reforms, as indicated in Chapters 2 and 7. Due
to the poor understanding of the complicated nature of education quality and the
lack of related frameworks and indicators for monitoring it, people often do not
know how well their education system is and how the quality of education services
provided can be ensured and enhanced at the site-level and system level. In response
to this issue, Chapter 15 aims to develop a framework of multi-levels and multi-
indicators that can be used to provide information to describe and understand the
enduring features of education quality in schools, diagnose schooling process, and
inform school management and policy-making. The selected indicators at multi-
levels include student indicators of affective and academic performances; classroom
indicators of human and physical environments and classroom management; teacher
indicators of job attitudes, satisfaction, beliefs, social norms and professionalism;
and school-level indicators of organizational culture, structure, effectiveness, quality
of school physical environment, principal-teachers relationship, leadership, and the
need for school improvement.

Taking the case of Hong Kong primary schools, the framework was developedTT
and tested through various in-depth case studies and two large sample surveys in
a period from 1991 to 1995. The findings of the framework application reported
in this chapter were based on a random sample of 90 primary schools, involving
90 principals, 2,117 teachers, 280 classes and 13,520 students. It is believed that the
case of Hong Kong can provide policy-makers and educators in the Region with a
helpful and illustrative example of how education quality can be monitored with a
sophisticated framework.

4.3. Studying Cultural Factors in Educational Effectiveness

Following the rapid developments in the Asia-Pacific Region in the past decades,
there is a growing concern with the cultural differences between East and West in
schooling as well as the cultural forces in shaping the features of schooling processes
and dominating the effectiveness of education in students’ academic achievements.

Chapter 16 provides a framework to review and clarify the issues and roles
of cultural forces at the national, community, and school-site levels in affecting
educational processes and effectiveness. It is proposed that the concepts of cultural
profile, cultural strength and cultural homogeneity-heterogeneity at different levels
are necessary in rigorous analysis of the contribution of cultural and cross-cultural
factors to educational functioning. Based on this framework, basic strategies forff
conceptualizing comparative study of cultural effects on educational effectiveness
are also presented.

In addition, an empirical study is reported in this chapter to illustrate the im-
portance of cultural homogeneity in terms of organizational culture to school perfor-
mance including principals’ leadership behaviors, organizational structure, teachers’
social norms and job attitudes, perceived organizational effectiveness, and students’
achievements in academic subjects. Comparative studies are suggested to investigate
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whether the relationship of organizational culture to school performance found inww
this study is still valid across communities or societies in the Region.

4.4. Managing Teacher Effectiveness: Multiple Models & Multi-dimensions

In the new century, the roles and responsibilities of teachers are becoming more
complex and demanding due to the fast changes in education environment in Asia-
Pacific and most parts of the world. Traditional conception of teacher effectiveness
that focuses only on teacher behaviors at classroom level is not sufficient to under-
stand and study the multi-faceted and complicated nature of teacher effectiveness in
such a rapidly changing context. In Chapter 17, multi-models and multi-dimensions
are introduced to conceptualize, understand and manage the complex nature of
teacher effectiveness in various contextual conditions at both individual and group
levels.

The multi-models of teacher effectiveness include the goal and task model, the
working process model, the absence of problems model, the resource utilization
model, the school constituencies satisfaction model, the accountability model, and
the continuous learning model. These models that have their own strengths and weak-
nesses, provide a wide range of alternative conceptions for managing and assessing
teacher effectiveness in response to the needs of the first wave and second wave
education reforms. The five dimensions of teacher effectiveness including the tech-
nical, human, political, cultural and renewal dimensions provide a comprehensive
social-organizational perspective to understand the key aspects of teacher respon-
sibilities and roles at the individual and group levels. With these conceptions of
multi-models and multi-dimensions, the implications for research and management
of teacher effectiveness become very fruitful and completely different from the tra-
ditional thinking.

4.5. Implementing Multi-level Self-management in Schools

As indicated in Chapter 7, school-based management is strongly emphasized in
the ongoing education reforms in the Region. However, the success of school-based
management for education quality and school performance depends on whether it
can be conceptualized and implemented as a type of self-management at the indi-
vidual, group and organizational levels. Implementing multi-level self-management
in school is a change initiative that requires a huge amount of collective effort from
school members. In Chapter 18, the proposed ideas and strategies can provide com-
prehensive insights for practitioners to develop their plans for launching and im-
plementing multi-level self-management. The practice of the launching strategies
together with appropriate skills of change is essential for the school to gain the re-
quired vitality to reduce resistance, induce readiness and reinforce success in the
launching of self-management initiatives at multi-levels.

Chapter 18 also reports an empirical study on how self-management is related to
school performance at organizational, group and individual levels. With the help of the
cluster analysis, the relationships between multi-level self-management and school
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performance can be classified into a typology of four distinguished types including
the bottom-level self-managing type, the mediocre self-managing type, the poor self-
managing type, and the top-level self-managing type. Comparatively, bottom-level
self-managing type with strong individual and group self-management is preferable
to school performance. The findings of case studies further reveal that the consistency
of self-management across levels tends to maximize the school performance at these
three levels.

4.6. Reengineering Total Home-school Partnership

Traditionally, the practice of home-school partnership in education was oftenT
very limited and fragmented, if not rare, in most Asian countries. As one of major
trends of education reforms in the Region, there is an increasing emphasis that schools
and families should work closely together to overcome various types of difficulties and
meet the challenges of education in current fast changing environment. To support
the reforms towards home-school partnership, Chapter 19 develops a framework
that can provide a total conception of home-school relationship for re-engineering
the existing superficial and fragmentary practice of home-school collaboration and
partnership in the Asia-Pacific Region or other international contexts.

Total home-school partnership is proposed as an integration of multi-domainsTT
and multi-levels of both school education and family education. This conception
has strong implications for effective schooling from the legal, management, and
educational perspectives. With the new framework, the traditional home-school re-
lationship can be re-engineered to achieve home-school partnership in all important
aspects of school education and family education. Correspondingly, the schools, the
families, the education authorities, as well as the community can take on new andff
complementary roles to create collective effort and synergy for serving the multiple
needs of education.

4.7. Managing Parental Involvement in School Education with a New Framework

Among the various forms of home-school collaboration, parental involvement
in school education is often believed to be the core support to students’ learning
and development. However unfortunately the theories and practices of implementing
parental involvement in school education particularly in a context of Asian culture
are often fragmentary, if not underdeveloped. Most theories and practices focus
only on various technical issues such as how to work with parents from a school
perspective.

In addition to the above general framework for home-school collaboration, Chap-
ter 20 proposes a comprehensive model specifically for conceptualizing the imple-
mentation and management of parental involvement in school education. It suggests
that the conception of parental involvement in school education includes four dif-
ferent levels: participation in educating individual students, participation in parent
organizations, participation in the daily operations of the school, and participation in
school decision-making. An effective implementation of parental involvement at each
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level should follow three different stages: unfreezing stage, implementing stage, and
refreezing stage. To implement different levels of parental involvement at different
stages, the preparations and methods are different. Some practical guidelines and
strategies are also proposed to school practitioners and change agents to effectively
implement and manage parental involvement in school education.

4.8. Managing School Crisis with Multiple Perspectives

As the education environment becomes more complicated and fast changing
than ever before, there is increasing emergence of various crises in schools. How to
understand the nature and impact of these crises and implement preventive measures
or management strategies becomes a vital topic in school management in the Asia-
Pacific Region or other parts of the world. In response to the current knowledge gap
in school crisis management, Chapter 21 aims to explore the causes and effects of
school crises and analyze the related concepts and principles for the implementation
of school crisis management with multiple perspectives.

As school crisis is a kind of organizational crisis, multiple organizational per-
spectives such as the structural perspective, human relation perspective, political
perspective, cultural perspective, and learning perspective can be use to understand
and analyze school crisis. These perspectives provide a comprehensive typology of
various theories and concepts to conceptualize the nature of crisis and develop a
wide spectrum of management strategies for different crisis contexts. By integrating
the strengths of different perspectives, school practitioners and leaders can have a
comprehensive understanding of various types of school crisis, evaluate the whole
management system, and explore the principles and strategies of prevention, con-
trol and follow-up work. It is hoped that this chapter can contribute to knowledge
advancement in school crisis management and facilitate school practitioners, educa-
tors and researchers to study and manage the emerging crises in such a challenging
education environment.

5. CONCLUDING REMARKS

Education is the enterprise for growth of life. It is also the foundation of the
propriety and development of a society. With these significant missions, education is
itself very challenging and demanding in practice. In facing the tremendous impacts
of globalization, information technology, and transformation towards a knowledge-
based economy, how to reform education, how to lead changes, and how to re-
engineering school management inevitably become very crucial challenges and con-
cerns to policymakers, education leaders, school practitioners, and researchers in the
Asia-Pacific Region and other parts of the world. The success or failure of ongoing
education reforms influences the future developments of numerous young people and
the society in the new century.

In the past decade, many education reforms even with good wills have experi-
enced frustrations or failures in most countries of the Region. Suffering from igno-
rance to the complex nature of education reforms and paradigm shifts, policymakers
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and educators often adopt a piecemeal, fragmented and traditional approach to im-
plementing changes and finally fall in disappointment.

Reflecting on the recent developments of education reforms in the Asia-Pacific
Region, this Book aims to contribute to building up a knowledge base that can benefit
and support all endeavors of re-engineering education in a context of globalization,
localization and individualization for the future.

Section I “New Paradigm for Education Reform”, provides a new paradigm
of education with emphasis on triplization including globalization, localization and
individualization in education and creating unlimited opportunities for developing
students’ contextualized multiple intelligence (CMI) (Chapter 1). It further illustrates
how education reforms in different parts of the world experience three waves of
pursuing internal, interface and future effectiveness of education at different levels
(Chapter 2). In order to promote localization particularly in developing countries
in the Region, how multiple theories can be used to foster local knowledge and
human development in the process of globalizing education is also discussed and
illustrated (Chapter 3). To enhance individualization in education, a new theory
of self-learning in a networked human and information technology environment is
proposed (Chapter 4). This section also illustrates how education reform policies can
be reformulated and reanalyzed with a comprehensive framework and an economic
perspective in a context of the new paradigm (Chapters 5 & 6). At the end, the trends
and challenges of education reforms in the Asia-Pacific Region are also reported and
discussed (Chapters 7 & 8).

Section II “New Paradigm for Educational Leadership”, echoing the new
paradigm of education reforms, aims to elaborate how the nature, role and prac-
tice of school leadership in the Asia-Pacific Region and its counterparts should
be transformed towards a new paradigm and respond to the three waves of edu-
cation reforms (Chapters 9 & 10). This section discusses and explains how prin-
cipals’ leadership should be re-conceptualized and redeveloped to lead strategic
management and action learning for school development in a fast changing local
and global environment (Chapter 11). As the driving force for reengineering educa-
tion at the site level, the role and characteristics of school leadership as related to
school performance and societal culture are also analyzed with empirical evidence
(Chapters 12 & 13).

Section III “Re-engineering School Management for Effectiveness”, follow-
ing above paradigm shifts, provides various practical frameworks for reengineering
school management processes in school practices. How to manage the conceptual
issues and practical dilemmas in evaluating school effectiveness and how to develop a
comprehensive framework for monitoring education quality provided at multi-levels
are illustrated and discussed (Chapters 14, 15 & 16). Given teachers as key actors of
reengineering and ensuring education, this section elaborates how to manage teacher
effectiveness in multi-dimensions with multiple models and how to implement multi-
level self-management in school (Chapters 17 & 18). To promote localization in
education, how to reengineer total home-school partnership, promote parental in-
volvement in school education, and manage school crisis with new frameworks and
multi-perspectives is also presented at the end of this section (Chapters 19, 20 & 21).

The three sections and twenty-one chapters of the Book as a whole pro-
vide a rather comprehensive new paradigm together with conceptual and practical
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frameworks that can be used to re-engineer education and facilitate globalization,
localization and individualization in education. It is hoped that policymakers, edu-
cation practitioners, researchers and change agents in the Asia-Pacific Region and
other international communities would benefit from the ideas and frameworks of this
Book and make education reforms for the future of children and the society possible
and successful in the new century.



Section 1

NEW PARADIGM FOR EDUCATION REFORM



Chapter 1

NEW PARADIGM FOR EDUCATION REFORMS:
GLOBALIZATION, LOCALIZATION,

AND INDIVIDUALIZATION

The challenges of the new millennium such as the rapid globalization, the tremen-
dous impacts of information technology, the international transformation towards a
knowledge-driven economy, the strong demands for societal developments, and the
international and regional competitions have driven numerous education changes in
different parts of the world (Cheng & Townsend, 2000). Policy-makers and educators
in each country have to think about how to reform education for preparing their young
leaders to more effectively cope with the challenges in the new era (Armstrong,
Thompson, & Brown, 1997; EURYDICE European Unit, 2000; Hirsch & Weber,
1999; Kogan & Hanney, 2000; Lick, 1999; Mauch & Sabloff, 1995; Mingle, 2000).
In facing the fast changing environment, many policy-makers and educators get
confused with uncertainties and ambiguities and lose their direction in the rapid
globalization. There is an urgent need of a comprehensive framework for under-
standing the impacts of rapid developments and advancing implications for reforms
and innovations in education.

In response to this need, my previous work Cheng (2000) has pointed out the
necessity of paradigm shift in education and its reform to meet the challenges in the
new millennium. Adapted from the key theories in this work, this chapter aims to il-
lustrate how education can be transformed from a traditional site-bounded paradigm
towards a new triplization paradigm. In the new paradigm of education, the develop-
ment of contextualized multiple intelligence (CMI) of students and the processes of
globalization, localization, and individualization in education will be the core activi-
ties to create unlimited opportunities for teaching and learning and to develop a new
generation of CMI leaders and citizens in both local society and global village. The
aims, theory, content and practice of education are completely different from the tra-
ditional thinking. The proposed paradigm shift in education will provide innovative
ideas and possibilities for reforming education in different parts of the world to meet
the challenges for the future.

1. CONTEXTUALIZED MULTIPLE INTELLIGENCES & EDUCATION

Howard Gardner (1993) suggested that there are seven human intelligences, in-
cluding musical intelligence, bodily-kinesthetic intelligence, logical-mathematical
intelligence, linguistic intelligence, spatial intelligence, interpersonal intelligence,
and intrapersonal intelligence. This typology of multiple intelligences, using a bi-
ological perspective, is useful to understand individual’s cognitive competence in
terms of a set of basic abilities or “intelligences” (Gardner, 1993). When we want to
develop a new generation of leaders to lead the community in a context of complicated

19
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technological, economic, social, political, and cultural environments, this perspective
may be too “basic” and limited and does not have a strong relevance to education in
such a complex context. Comparatively, this biological typology of multiple intelli-
gence may be useful to design curriculum and pedagogy for early children education
or lower primary education to develop their basic abilities, but it is not so sophisticated
enough for education that should be highly contextualized to the social, economic,
political, cultural, and technological developments (Berman, 1995; Guild & Chock-
Eng, 1998; Guloff, 1996; Mettetal & Jordan, 1997; Teele, 1995).

According to Cheng (2000), the human intelligence can be contextualized and
categorized into the following six Contextualized Multiple Intelligences (CMI), in-
cluding Technological Intelligence, Economic Intelligence, Social Intelligence, Po-
litical Intelligence, Cultural Intelligence, and Learning Intelligence.

The definitions of these contextualized multiple intelligences can be summa-
rized as shown in Table 1.1. It is assumed that the human nature in the complicated
contexts can be classified into technological person, social person, economic person,
political person, cultural person, learning person, and even contextualized complex
person. To different persons, they may have different strengths in their contextu-
alized intelligences because of different reasons such as their previous education,
personal innate characteristics, family backgrounds, community culture, etc. Some
persons are stronger in technological intelligence or economic intelligence but the
other may be stronger in social intelligence or cultural intelligence. Given the soci-
etal and global contexts are so complicated, diverse, multiple, fluid, and challenging,
it is quite reasonable to expect that the new generations should have at least some
of the contextualized multiple intelligences to meet the diverse challenges in such
complicated contexts in the new millennium. It means that education in this new era
of globalization, diversity and information technology should develop students to be
CMI leaders and citizens to lead the new society and the new world, even though
they may still have one or two specializations in their future career.

Traditionally, education in many parts of the world emphasizes on the develop-T
ment of specialists with only one or two types of intelligence such as technological
intelligence, economic intelligence or social intelligence, but ignoring the others. It
is often assumed that most graduates from education will develop only one to three
careers in the same area during their whole life such that other types of intelligences
or knowledge may not be necessary and relevant to their future development. This
kind of thinking sets a very tight limit to the development of graduates in such a fast
changing environment involving huge transformations in economy, manpower struc-
ture and social infra-structure. We can expect that frequent change in career tends
to be necessary in the future life of our new generations. Therefore, the traditional
education with its focus being narrowly put on one to two types of intelligence will
not meet the challenges and needs of the future anymore.

In the new century, graduates from education should not be limited to be techni-
cians or experts in certain areas but also be intelligent leaders and citizens for devel-
opment of the society in various areas. They will become technologically intelligent
citizens, economically intelligent citizens, socially intelligent citizens, politically
intelligent citizens, culturally intelligent citizens or continuously learning citizens.
In other words, they grasp not only professional skills and knowledge but also higher-
level intelligence and creativity for further development and innovation. Particularly,
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Table 1.1: Contextualized Multiple Intelligences and Expected Outcomes of Education

Contextualized Definition of the
Human Nature Multiple Contextualized Expected Outcomes of
in Social Contexts Intelligences Multiple Intelligences Education
� TechnologicalTT

Person

� TechnologicalTT
Intelligence

� It refers to the ability to
think, act and manage
technologically and
maximize the benefits
of various types of
technology

� A technologically
intelligent leader and
citizen who can
contribute to the
technological
development of the
society

� Economic Person � Economic
Intelligence

� It refers to the ability to
think, act and manage
economically and to
optimize the use of
various resources

� An economically
intelligent leader and
citizen who can
contribute to the
economic
development of the
society

� Social Person � Social
Intelligence

� It refers to the ability to
think, act and manage
socially and to
effectively develop
harmonious
interpersonal
relationship

� A socially intelligent
leader and citizen who
can contribute to the
social development of
the society

� Political Person � Political
Intelligence

� It refers to the ability to
think, act and manage
politically and to
enhance win-win
outcomes in situations
of competing
resources and
interests

� A politically intelligent
leader and citizen who
can contribute to the
political development
of the society

� Cultural Person � Cultural
Intelligence

� It refers to the ability to
think, act, and
manage culturally, to
optimize the use of
multi-cultural assets
and to create new
values

� A culturally intelligent
leader and citizen who
can contribute to the
cultural development
of the society

� Learning Person � Learning
Intelligence

� It refers to the ability to
learn and think
creatively and critically
and to optimize the
use of biological/
physiological abilities

� A continuously
earning leader and
citizen who can
contribute to the
learning development
of the society

� Contextualized
Multiple People

� Contextualized
Multiple
Intelligences
(CMI)

� It refers to the
comprehensive ability
including
technological,
economic, social,
political, cultural and
learning intelligences
as well as intelligence
transfer and creation

� A CMI leader and
citizen who can
creatively contribute to
the technological,
economic, social,
political, cultural and
learning
developments of the
society

they have the potential to become CMI citizens to creatively and wisely lead the
development of the whole society or the global village in facing up challenges in
the new century. How can we develop such CMI leaders and citizens? It is really a
crucial question of education that we will explore in this chapter.
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Figure 1.1: Pentagon Theory of CMI Development for Education

2. PENTAGON THEORY OF CMI IN EDUCATION

Based on the above contextualized multiple intelligences, a Pentagon Theory
of CMI Development proposed by Cheng (2000) can be used to reconceptualize
education, as depicted in Figure 1.1 and presented as follows:

2.1. Development of CMI

The development of students’ contextualized multiple intelligences is the core
condition for developing a new generation of leaders and citizens for the future of
a society in the technological, economical, social, political, cultural and learning
aspects. Therefore, education should be reformed with clear relevance and concrete
linkages with the development of CMI of students.

2.2. Encouraging CMI Interactions

The relationships among the six CMI are interactive and mutually reinforcing
with the Learning Intelligence locating at the central as shown by a pentagon as in
Figure 1.1. The design of education should encourage and facilitate such interactions
and reinforcements among various CMI if we want to equip citizens with a broad
mindset or multiple intelligences to deal with the diverse challenges in the new era.

2.3. Facilitating Intelligence Transfer & Creativity

Intelligence transfer from one type to other types (e.g., from economic intel-
ligence to political intelligence or social intelligence) should be encouraged and
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facilitated to achieve a higher level of intelligence or meta-thinking in learning ac-ff
tivities. The transfer itself can represent a type of intellectual creativity and general-
ization. The more the students can transfer their intelligence from one type to other,
the more creative they will be no matter in the original area or other areas of work or
discipline. To a great extent, intelligence transfer represents the potential of creativity
that is the crucial asset in the emerging knowledge-driven economy. If students can
have achieved CMI, they will have a higher potential to make intelligence transfer
from one type to other type, than those who are strong only in one type of intelli-
gence. It means that they have a higher potential of creativity. Therefore, education
should encourage achievement of CMI as well as intelligence transfer and creativity.
This will be very important to the development of an innovative knowledge-based
economy and the creation of a high level thinking society and an intelligent global
village.

2.4. Taking Learning Intelligence at the Central

To accelerate the development of CMI, the development of Learning Intelligence
can play a central role (Figure 1.1). Instead of teaching and learning huge volume
of information and factual materials, the content of education should put emphasis
on developing students’ ability to persistently learn how to learn systematically,
creatively, and critically. This may partly reflect why the current education reforms
in different parts of the world emphasize the development of students’ ability and
attitude to lifelong learning (Education Commission, 1999; Cheng & Townsend,
2000).

2.5. Globalization, Localization, and Individualization of Education

In order to maximize the opportunities for the development of CMI for students,
globalization, localization, and individualization in teaching and learning are impor-
tant and necessary. The following paragraphs will highlight their conceptions and
implications for education reforms.

3. TRIPLIZATION IN EDUCATION

Rapid globalization is one of the most salient aspects of the new millennium
particularly since the fast development of information technology in the last two
decades (Brown, 1999). To different observers, different types of globalization can
be identified even though most of the attention is in the areas of economy, technology,
and culture (Brown & Lauder, 1996; Waters, 1995). According to Cheng (2000),
there are multiple globalizations, including Technological Globalization, Economic
Globalization, Social Globalization, Political Globalization, Cultural Globalization,
and Learning Globalization in the new millennium (Figure 1.2).

Inevitably, how education should be responsive to the trends and challenges of
globalization has become a major concern in policymaking in these years (Ayyar,
1996; Brown & Lauder, 1996; Fowler, 1994; Green, 1999; Henry, Lingard, Rizvi, &
Taylor, 1999; Jones, 1999; Little, 1996; McGinn, 1996; Pratt & Poole, 2000;aa
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Figure 1.2: Globalization, Localization, and Individualization in Education

Curriculum Development Council, 1999). Cheng (2000) argued that not only global-
ization but also localization and individualization are necessary in ongoing education
reforms. All of these processes as a whole can be taken as a Triplization ProcessTT (i.e.,
triple + izations) that can be used to discuss education reforms and formulate the new
pedagogic methods and environment to implement a new curriculum for enhancing
CMI of students. The implications of globalization, localization, and individualiza-
tion are summarized as shown in Table 1.2 and Figure 1.2.

3.1. Globalization

Globalization refers to the transfer, adaptation, and development of values,
knowledge, technology, and behavioral norms across countries and societies in dif-
ferent parts of the world. The typical phenomena and characteristics associated with
globalization include the growth of global networking (e.g. internet, world wide e-
communication, and transportation), global transfer and interflow in technological,
economic, social, political, cultural, and learning aspects, international alliances and
competitions, international collaboration and exchange, global village, multi-cultural
integration, and the use of international standards and benchmarks. The implications
of globalization for education should include maximizing the education relevance
to global development and pooling up the best intellectual resources, support and
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Table 1.2: Implications of Triplization for Education

Triplization Conceptions and Characteristics Implications for Education

Globalization Transfer, adaptation, and development
of values, knowledge, technology and
behavioral norms across countries
and societies in different parts of the
world:
� Global Networking
� Technological, Economic, Social,

Political, Cultural, and Learning
Globalization

� Global Growth of Internet
� International Alliances and

Competitions
� International Collaboration &

Exchange
� Global Village
� Multi-cultural Integration
� International Standards and

Benchmarks

To maximize the education relevance to
global development and pool up best
intellectual resources, support, and
initiatives from different parts of the world
for learning, teaching and schooling: e.g.
� Web-based LearningW
� International Visit/Immersion Program
� International Exchange Program
� Learning from Internet
� International Partnership in Teaching

and Learning at group, class, and
individual levels

� Interactions and Sharing through
Video-Conferencing across Countries,
Communities, Institutions, and
Individuals

� Curriculum Content on Technological,
Economic, Social, Political, Cultural,
and Learning Globalizations

Localization Transfer, adaptation, and development
of related values, knowledge,
technology, and behavioral norms
from/to the local contexts:
� Local Networking
� Technological, Economic, Social,

Political, Cultural, and Learning
Localization

� Decentralization to the Local Site
Level

� Indigenous Culture
� Community Needs and Expectations
� Local Involvement, Collaboration and

Support
� Local Relevance and Legitimacy
� Community-based Needs and

Characteristics
� Social Norms and Ethos

To maximize the education relevance to
local developments and bring in community
support and resources, local partnership,
and collaboration in learning, teaching
and schooling: e.g.
� Community Involvement
� Public-Institutional Collaboration
� Institutional-based Management &

Accountability/School-based
Management

� Inter-institutional Collaboration
� Community-related Curriculum
� Curriculum Content on Technological,

Economic, Social, Political, Cultural,
and Learning Localizations

Individualization Transfer, adaptation, and development of
related external values, knowledge,
technology, and behavioral norms to meet
individual needs and characteristics:
� Individualized Services
� Development of Human Potential in

Technological, Economic, Social,
Political, Cultural and Learning
Aspects

� Human Initiative and Creativity
� Self-actualization
� Self-managing and Self-governing
� Special Needs

To maximize motivation, human initiative,
and creativity in learning, teaching and
schooling: e.g.
� Individualized Educational Programs
� Individualized Learning Targets,
� Methods, and Progress Schedules
� Self Lifelong Learning, Self

Actualizing, and Self Initiative
� Self Managing Students and Teachers
� Meeting Special Needs
� Development of Contextualized

Multiple Intelligences

initiatives from different parts of the world for learning, teaching and schooling
(Daun, 1997; Holmes, 1999).

Some popular examples and evidences of globalization in education are web-
based learning; the use of the Internet in learning and research; international
visit/immersion programs; international exchange programs; international partner-
ship in teaching and learning at the group, class, and individual levels; interactions
and sharing through video-conferencing across countries, communities, institutions,
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and individuals (Holmes, 1999; Jung & Rha, 2001; Van Dusen, 1997; Lick, 1999;
Klor de Alva, 2000). Many examples of such initiatives can be found in Hong Kong,
Europe, Australia, USA and many other countries. Further, the development of new
curriculum content on technological, economic, social, political, cultural, and learn-
ing globalization is also important and necessary in the new education.

3.2. Localization

Localization refers to the transfer, adaptation, and development of related val-
ues, knowledge, technology, and behavioral norms from/to the local contexts. Some
characteristics and examples of localization are as follows: local networking; the
adaptation of external technological, economic, social, political, cultural, and learn-
ing initiatives to local communities; decentralization to the community or site level;
the development of indigenous culture; meeting community needs and expectations;
local involvement, inter-institutional collaboration, and community support; local
relevance and legitimacy; and concerns for community-based needs and character-
istics, and social norms and ethos (Kim, 1999).

The implications of localization to education reform are to maximize the educa-
tion relevance to local development and bring in community support and resources,
local partnerships, and collaborations in learning, teaching, and schooling. Some ex-
amples for the practice of localization include community involvement in education;
privatization in education; public-institutional collaboration; the assurance of insti-
tutional accountability; the implementation of institutional autonomy, school-based
management and community-based curriculum (Wang, 2000; Altbach, 1999; James,
1994). More and more such examples can be found not only in developed countries
like USA, UK and European countries but also in many developing areas in the Asia-
Pacific Region (Cheng & Townsend, 2000). The development of new curriculum
content related to localization in technological, economic, social, political, cultural,
and learning aspects of the society is also receiving growing attention.

3.3. Individualization

Individualization refers to the transfer, adaptation, and development of related
external values, knowledge, technology, and behavioral norms to meet the individual
needs and characteristics. The importance of individualization to human develop-
ment and performance is based on the concerns and theories of human motivation
and needs (e.g. Maslow, 1970; Manz, 1986; Manz & Sims, 1990; Alderfer, 1972).
Some examples of individualization are the provision of individualized services;
the emphasis of human potentials; the promotion of human initiative and creativity;
the encouragement of self-actualization; self-managing and self-governing; and con-
cerns for special needs. The major implication of individualization in education is
to maximize motivation, initiative, and creativity of students and teachers in learn-
ing, teaching, and schooling through such measures as implementing individualized
educational programs; designing and using individualized learning targets, methods,
and progress schedules; encouraging students to be self-learning, self-actualizing,
and self-initiating; meeting individual special needs; and developing students’ con-
textualized multiple intelligences.
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Students, teachers, and education institutions are “triplized” (i.e. globalized,
localized, and individualized) during the process of triplization.

4. PARADIGM SHIFT IN EDUCATION

With the concepts of CMI and triplization in education, a paradigm shift ofWW
education for the new millennium can be initiated from the traditional site-bounded
paradigm to the new CMI-triplization paradigm. There are contrasting differences
between them on the assumptions about the future of the world, the human nature, the
developments of individuals and the society, the aims of education, and the modes
of learning and teaching.

4.1. The Future of the World, Human Nature, and Development

In the new paradigm, the future of the world is assumed to be in multiple glob-
alizations including technological, economic, social, political, cultural, and learning
globalizations. Also, these globalizations are rapidly growing and interacting in the
whole world. The world is moving very fast to become a global village, in whichww
various parts and countries are rapidly networked and globalized through internet and
different types of IT, communications, and transportations (Albrow, 1990; Naisbitt &
Aburdence, 1991; Ohmae, 2000). All countries and areas have more and more
common concerns and sharing. Also, the interactions between nations and people
become boundless, multi-dimensional, multi-level, fast, and frequent. They become
more and more mutually dependent with international collaborations, exchanges, and
interflows (Ohmae, 2000).

In the new paradigm, the human nature in a complicated context is assumed to be
multiple, as a technological person, economic person, social person, political person,
cultural person, and learning person in a global village of information, high technol-
ogy, and multi-cultures. Both individuals and the society need multiple developments
in the technological, economic, social, political, cultural, and learning aspects. Life-
long learning and a knowledge-based society are necessary to sustain the continuous
multiple developments of individuals and the society in a fast changing era (Drucker,
1993, 1995; Mok & Cheng, 2001). From the viewpoint of the CMI theory, the society
has to move towards a multiple intelligence society that can provide the necessary
knowledge, intelligence, and driving forces to support the multiple developments.
And the individuals have to become a multiple intelligence citizen who can contribute
to the development of a multiple intelligence society.

In contrast, the traditional paradigm perceives that the world has limited global-
ization, mainly in the economic and social aspects. All the nations in different parts
of the world are loosely related, if not isolated, in only few narrow areas especially in
the economic aspect. They have serious competitions and conflicts more than shar-
ing and collaborations. There are very limited, loose, and weak interactions between
nations and people. As a whole, they are loosely coupled with limited international
collaborations and interflows (Beare & Slaughter 1993; Naisbitt, 1984).

The human nature in such a context is mainly assumed as an economic person
or a social person in an industrial or business society. Both individuals and the
society pursue narrowed developments, mainly on some aspects such as economic,
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social, or political developments. Education is assumed necessary to provide the
needed manpower for certain developments of a society at some stages (Cheng, Ng &
Mok, 2002; Cheng, 1995). Therefore, the need for life-long learning or a learning
society may not be so important. The society is an industrial or agricultural society
emphasizing on some types of intelligence or knowledge related to the existing stage
of development of a society. Individuals are expected to be citizens with bounded
knowledge or skills that meet the needs of society at a certain stage of development.

4.2. The Education Environment and Aims of Education

Following the assumptions about the world and development, the new paradigm
assumes that the education environment is inevitably characterized by triplization,
including globalization, localization, and individualization at different levels and in
different aspects of the education system. As the education environment is very fast
changing and becoming very complicated and full of uncertainties and ambiguities,
the boundaries of education institutions and the education system become unclear
and disappearing. Students and teachers often interact frequently and intensively with
the “real world” in learning, teaching and research (Townsend, 1999; Mingle, 2000).
Continuous education reforms and developments are inevitable due to various local
and global challenges emerging from this changing education environment. In such
a context, the aim of education is to support students to become CMI leaders and
citizens who will be engaged in life-long learning (Liu, 1997) and will creatively con-
tribute to the building up of a multiple intelligence society and a multiple intelligence
global village (Table 1.3).

In contrast, the traditional paradigm assumes that the education environment is
mainly characterized by the needs of local community, of which is slowly changing
with moderate uncertainties and complexities. Thus, the boundaries of education
institutions and the education system are assumed to be relatively stable and certain.
Teachers and students rarely interact with the “real world” in their teaching andTT
learning. Students enter the ‘real world’ only after graduation or leaving education
institutions. Education reforms are often limited and superficial mainly as a reaction

Table 1.3: Paradigm Shift in Education: Education Environment and Aims of Education

New CMI-Triplization Paradigm Traditional Site-Bounded Paradigm

About the Education Environment
� Triplization: Education environment is

characterized by globalization, localization, and
individualization

� Local Needs: Education environment is mainly
characterized by the needs of local community

� Fast Changing � Slowly Changing
� Disappearing Boundary � Stable Boundary
� Continuous Development: Continuous

education reform and development are inevitable
due to various local and global challenges

� Lifi ted Reform: Limited and superficial
education reforms due to the public
accountability and local concern

About the Aim of Education
� Develop CMI Leaders and Citizens:

To support students to become CMI leaders and
citizens who will be engaged in lifelong learning
and will creatively contribute to building up a CMI
society and a CMI global village

� Equip Citizens with Knowledge and Skills:
To equip students with the necessary skills and
knowledge to survive in a local community or to
support the development of a society particularly
in the economic and social aspects at a certain
stage
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to the raised public accountability and local concern. From this paradigm, the aim
of education is to equip students with the necessary skills and knowledge to survive
in a local community or to support the development of a society particularly in the
economic and social aspects at a certain stage.

5. PARADIGM SHIFT IN LEARNING

5.1. New Paradigm of Learning

In the new paradigm, learning should be individualized, localized, and globalized
(Table 1.4).

5.1.1. Individualized Learning

Student is the centre of education. Students’ learning should be facilitated to
meet their needs and personal characteristics, and develop their potentials particu-
larly CMI in an optimal way. Individualized and tailor-made programs (including
targets, content, methods, and schedules) for different students are necessary and
feasible. Students can be self-motivated and self-learning with appropriate guidance
and facilitation, and learning is a self-actualizing, discovering, experiencing, and
reflecting process. Since the information and knowledge are accumulated in an un-
believable speed but outdated very quickly, it is nearly impossible to make any sense
if education means mainly to deliver skills and knowledge, particularly when students
can find the knowledge and information by themselves easily with the help of infor-
mation technology and Internet. Therefore, the focus of learning is on learning how to
learn, research, think, and create. In order to sustain learning to be lifelong, learning
should be facilitated to be enjoyable and self rewarding (Mok & Cheng, 2001).

5.1.2. Localized and Globalized Learning

Students’ learning should be facilitated in a way such that local and global
resources, support, and networks can be brought in to maximize the opportunities for
their developments during learning process. Through localization and globalization,
there are multiple sources of learning. Students can learn from multiple sources
inside and outside their education institutions, locally and globally, not limited to a

Table 1.4: Paradigm Shift in Learning

New CMI-Triplization Paradigm Traditional Site-Bounded Paradigm

Individualized Learning: Reproduced Learning:
� Student is the Centre of Education � Student is the Follower of Teacher
� Individualized Programs � Standard Programs
� Self-Learning � Absorbing Knowledge
� Self-Actualizing Process � Receiving Process
� Focus on How to Learn � Focus on How to Gain
� Self Rewarding � External Rewarding

Localized and Globalized Learning: Institution-Bounded Learning:
� Multiple Sources of Learning � Teacher-Based LearningTT
� Networked Learning � Separated Learning
� Lifelong and Everywhere � Fixed Period and Within Institutions
� Unlimited Opportunities � Limited Opportunities
� World-Class Learning � Site-Bounded Learning
� Local and International Outlook � Mainly Institution-based Experiences
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small number of teachers in the institutions. Participation in local and international
learning programs can help them achieve the related community and global outlook
and experiences beyond education institutions. Now, more and more examples of such
kind of programs can be found in Japan, Hong Kong, France and USA. Also their
learning is a type of networked learning. They will be grouped and networked locally
and internationally. Learning groups and networks will become a major driving force
to sustain the learning climate and multiply the learning effects through mutual
sharing and inspiring. We can expect that each student can have a group of lifelong
partner students in different corners of the world to share their learning experiences.

It is expected that learning happens everywhere and is lifelong. Education is just
the preparation for a high level lifelong learning and discovery (Liu, 1997; Mok &
Cheng, 2001). Learning opportunities are unlimited. Students can maximize the
opportunities for their learning from local and global exposures through Internet,
web-based learning, video-conferencing, cross-cultural sharing, and different types
of interactive and multi-media materials (Ryan, Scott, Freeman, & Patel, 2000; Edu-
cation and Manpower Bureau, 1998). Students can learn from world-class teachers,
experts, peers, and learning materials from different parts of the world. In other
words, their learning can be a world-class learning.

5.2. Traditional Paradigm of Learning

In the traditional thinking, students’ learning is part of the reproduction and
perpetuation process of the existing knowledge and manpower structure to sustain
the society, particularly in the social and economic aspects (Cheng, Ng & Mok,
2002; Blackledge & Hunt, 1985; Hinchliffe, 1987; McMahon, 1987). Education is
perceived as a process for students and their learning being “reproduced” to meet the
needs of manpower structure in the society. The profiles of student and learning are
clearly different from those in the new paradigm (see Table 1.4).

5.2.1. Reproduced Learning

In education, students are the followers of their teachers. They go through stan-
dard programs of education, in which students are taught in the same way and the
same pace even though their ability may be different. Individualized programs seem
to be unfeasible. The learning process is characterized by absorbing certain types
of knowledge. Students are “students” of their teachers, and they absorb knowledge
from their teachers. Learning is a disciplinary, receiving, and socializing process such
that close supervision and control in the learning process is necessary. The focus of
learning is put on how to gain some professional or academic knowledge and skills.
Learning is often perceived to be working hard to achieve external rewards and avoid
punishment.

5.2.2. Site-bounded Learning

In the traditional paradigm, all learning activities are institution-bounded and
teacher-based. Students learn from a limited number of institutional teachers and
their prepared materials. Therefore, teachers are the major sources of knowledge and
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learning. Students learn the standard curriculum from their textbooks and related
materials assigned by their teachers. Students are often arranged to learn in a separated
wayaa and are kept responsible for their individual learning outcomes. They have
few opportunities to mutually support and learn. Their learning experiences are
mainly institutional experiences alienated from the fast changing local and global
communities. Learning happens only in education institutions within a given time
frame. Graduation tends to be the end of students’ learning.

6. PARADIGM SHIFT IN TEACHING

6.1. New Paradigm of Teaching

In the new paradigm, teaching should be triplized: individualized, localized, and
globalized (Table 1.5).

6.1.1. Individualized Teaching

Teaching is considered a process to initiate, facilitate, and sustain students’ self-TT
learning, self-exploration and self–actualization. Therefore, teachers should play a
role as facilitators or mentors who support students’ learning. The focus of teaching
is to arouse students’ curiosity and motivation to think, act, and learn. Also, teaching
is to share with students the joy of the learning process and outcomes. To teachers
themselves, teaching is also a lifelong learning process involving continuous dis-
covery, experimenting, self-actualization, reflection, and professional development.
Teachers are CMI teachers who can set a model for students in developing theirTT
contextualized multiple intelligences. Each teacher has his/her own potential and
characteristics, and different teachers can teach in different styles to maximize their
own contributions.

6.1.2. Localized and Globalized Teaching

The new paradigm emphasizes that teaching should be facilitated in such a way
that local and global resources, supports and networks can be brought in to maximize

Table 1.5: Paradigm Shift in Teaching

New CMI-Triplization Paradigm Traditional Site-Bounded Paradigm

Individualized Teaching Reproduced Teaching
� Teacher is the Facilitator or Mentor to supportTT

Students’ Learning

� Teacher is the Centre of EducationTT

� CMI Teacher � Partially Competent Teacher
� Individualized Teaching Style � Standard Teaching Style
� Arousing Curiosity � Transferring Knowledge
� Facilitating Process � Delivering Process
� Sharing Joy � Achieving Standards
� As Lifelong Learning � As a Practice of Previous Knowledge

Localized and Globalized Teaching: Site-Bounded Teaching:
� Multiple Sources of Teaching � Site-Bounded in Teaching
� Networked Teaching � Separated Teaching
� World-Class Teaching � Bounded Teaching
� Unlimited Opportunities � Limited Opportunities
� Local and International Outlook � Mainly Institutional Experiences
� As World-Class and Networked Teacher � As Site-Bounded and Separated Teacher
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the opportunities for teachers’ developments in teaching and for their contribution to
students’ learning. Through localization and globalization, there are multiple sources
of teaching, for example, self-learning programs and packages, web-based learning,
outside experts, and community experiential programs, inside and outside their insti-
tutions, locally and globally. Teachers can maximize the opportunities to enhance ef-
fectiveness of their teaching from local and global networking and exposure through
Internet, web-based teaching, video-conferencing, cross-cultural sharing, and dif-
ferent types of interactive and multi-media materials (Holmes, 1999; Ryan, Scott,
Freeman, & Patel, 2000; Education and Manpower Bureau, 1998). With their help,
students can learn from the world-class materials, experts, peers, and teachers in dif-
ferent parts of the world such that teaching can become world-class teaching. Through
participations in local and international development programs, teachers can achieve
global and regional outlook and experiences beyond education institutions.

Furthermore, their teaching is a type of networked teaching. Teachers are grouped
and networked locally and globally to develop and sustain a new professional cul-
ture and multiply their teaching effects through mutual sharing and inspiring. They
become world-class and networked teachers through localization and globalization.
It is not a surprise that each teacher can have a group of lifelong partner teachers in
other parts of the world to continuously share and discuss their experiences and ideas
of professional practice.

6.2. Traditional Paradigm of Teaching

As discussed in the traditional site-bounded paradigm of learning, teaching is
often perceived as part of the reproduction and perpetuation process of the existing
knowledge and manpower structure to sustain the existing society. As shown in
Table 1.5, the characteristics of teaching are contrastingly different from those in the
new paradigm.

6.2.1. Reproduced Teaching

Teachers are the centre of education. They have some technical, social, andTT
professional competencies to deliver knowledge to students. Teachers teach in some
standard styles and patterns to ensure standard knowledge to be taught to students
even though their own potentials and personal characteristics may be different. Their
major task is to transfer some knowledge and skills they have to students, and therefore
teaching is often a disciplinary, delivering, training, and socializing process. Also,
teaching is often perceived to be working hard to achieve some external standards
set by the central authority.

6.2.2. Site-bounded Teaching

In the traditional paradigm, teaching is often bounded within the education insti-
tution. Education institutions are the major venues for teaching and teachers are the
major sources of knowledge. Teachers are often arranged to teach in a separated way
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Table 1.6: Teachers’ Roles and Corresponding Students’ Roles and Outcomes

Teacher’s Teaching / Likely Student Quality
Roles Learning Process Student’s Roles as Outcomes

1. Appreciator As determined by students 1. Searcher Self-Determination
2. Partner Participation 2. Partner Responsibility
3. Patron Making 3. Designer Creativeness
4. Guide Searching 4. Explorer Adventurousness
5. Questioner Experimentation 5. Searcher Investigation Skill
6. Tutor Reflection 6. Thinker Understanding
7. Counsellor Expression of feeling 7. Client Insight
8. Moulder Conditioning 8. Subject Habits
9. Instructor Transfer of information 9. Memorizer Possession of information

10. Exemplar Imitation 10. Trainee Skills

Adapted from Weaver (1970)

and are kept responsible for their teaching outcomes. They have few opportunities to
mutually support and learn. Their teaching is often bounded such that teachers teach
the standard curriculum with their textbooks and related materials approved by their
institutions or related authority. The teachers and their teaching are often alienated
from the fast changing local communities or international contexts. From this tradi-
tional perspective, teachers are clearly institution-bounded and separated, who will
rarely have any global and regional outlook to develop a world-class education for
their students in the new century.

6.3. Changing Role of Teacher in the New Paradigm

Different roles teachers play in the teaching process may shape the roles and
qualities of students in the learning process that can vary from the very passive way
to the active self-learning and self-actualization mode along a spectrum as shown in
Table 1.6 and Figure 1.3 (Weaver, 1970; Cheng, 2001). According to this spectrum,
to what role a teacher should change in the new paradigm of education?

1        2        3         4         5        6        7       1  11      2        3         4         5        6        7      2 3 4 5 6 72 3 4 5 6 7 8       9       10 8   88     9       109 109 10

Teacher Role

Teacher Direct Instruction

Student Self-Initiative (Self Learning)

Student Role

1        2        3         4         5        6        7       1   11      2        3         4         5        6        7       2 3 4 5 6 72 3 4 5 6 7 8       9       108       9       108 9 108 9 10

Teacherh
Centerede

Studentd
Centeredt

Figure 1.3: The Ecological Relationship between Roles of Teachers and Students
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As shown in Figure 1.3, there is an ecological relationship between roles of
teachers and students. If teachers tend to use more teacher-direct-instruction or
be more teacher-centred in teaching (towards roles 8, 9, and 10 as in Table 1.6),
students become more passive in their learning and the qualities they achieve tend to
be Habits, Possession of Information and Skills. If teachers tend to use student-
centred approaches and play roles 1, 2, 3, 4, 5 and 6 in the teaching process,
students have more opportunities to be active in self-learning and achieve higher
qualities of learning outcomes such as Self-Determination, Responsibility, Creative-
ness, Adventurousness, Investigation Skill, and Understanding that are important in
the new paradigm of education and also crucial to the future of students in the new
century.

We understand the educational aims and processes are complex and the role
of teacher should be dynamic and complicated, including multiple roles ranging
from roles 1 to 10; from total direct instruction to total student self-determination in
the daily educational practices. A mix of multiple roles played by teachers in daily
educational practices is often a fact of school life. What is important for teachers
and educators is to keep in mind what educational aims we want to pursue. If we
want to achieve a real new paradigm of education for the future of our students, we
should encourage the mix of multiple teacher roles to be more student-centred and
less teacher-centred in the whole teaching and learning process.

7. PARADIGM SHIFT IN CURRICULUM AND PEDAGOGY

Following the paradigm shift in learning and teaching, there should also be
paradigm shift in the design of curriculum and pedagogy, as shown in Table 1.7.

Table 1.7: Paradigm Shift in Designing Curriculum and Pedagogy

New CMI-Triplization Paradigm Traditional Site-Bounded Paradigm

New Curriculum Aims: Traditional Curriculum Aims:
� To develop students as CMI leaders and citizens

who will creatively contribute to the formation of
a CMI society and a CMI global village

� To equip students with the necessary knowledge
and skills to survive in a local community or meet
the manpower needs of a society

New Curriculum Characteristics: Traditional Curriculum Characteristics:
� CMI-Focused Curriculum � Subject Focused Curriculum
� Triplized Curriculum StructureTT � Standard Subject Curriculum Structure
� World-Class and Globalzied Curriculum � Subject-Bounded Curriculum
� Localized Curriculum
� Individualized Curriculum

New Pedagogy Characteristics: Traditional Pedagogy Characteristics:
� Facilitating Students’ LifeLong Self–Learning � Delivering Knowledge and Skills to Students
� Multiple Sources of Learning and Teaching � Site-bounded Sources of Learning and Teaching
� Globally and Locally Networked Learning and

TeachingTT

� Separated Learning and Teaching

� Worldwide Networked Pedagogical Environment � Classroom-Bounded Pedagogical Environment
� Boundless and Unlimited Opportunities for

Learning Inside and Outside Institutions

� Fixed Period, within Institutions, and Limited
Opportunities for Learning

� Pedagogy is Based on Pentagon Theory of CMI
Development

� Pedagogy lacks a clear linkage with CMI
development and it is often driven by the delivery
of subject knowledge and external standards in
examinations
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7.1. Shift in Curriculum Aims

Traditionally, curriculum often aims to equip students with the necessary knowl-TT
edge and skills to survive in a local community or meet the manpower needs of
a society in the economic and social developments. However, with the triplization
paradigm, the aims of new curriculum should be to develop students as triplized life-
long learning CMI leaders and citizens for a CMI society and a CMI global village
with multiple developments in technological, economic, social, political, cultural,
and learning aspects.

7.2. Shifts in Curriculum Characteristics

There are contrasting differences in curriculum characteristics between the tra-
ditional and new paradigms of education, as follows.

7.2.1. Towards CMI/Triplization-Focused Curriculum

In the traditional paradigm, the focus of curriculum design is put on the content
and delivery of subject knowledge in certain specialization areas. The structure of
a curriculum is mainly based on the structure of subject knowledge and the needs
for same standard contents and same arrangements for the same cohort of students.
Therefore, the curriculum structure is often linear, separated and subject content
dependent. Whether the curriculum is globalized (or world-class), localized and
individualized is not the concern.

In contrast, the new paradigm focuses the design of curriculum on developing
students’ CMI and ability to make triplization for their own learning and develop-
ment. Therefore, the design is based on characteristics of the development of CMI
and maximizing development opportunities for students’ individualized, localized,
and globalized learning. The curriculum structure is often hybrid, integrative, and
interactive with the support of IT, networking, local and global exposure, and field
experience and virtual reality, to meet the diverse needs of students and the society
in the future development.

7.2.2. Towards World-Class and Globalized Curriculum

The new curriculum content should be world-class and globalized, pooling up the
world-class materials and designs for the learning and teaching processes and maxi-
mizing the global relevance and exposure to the future developments of individuals
and the society. The curriculum content is also relevant to the globalization of tech-
nology, economy, social development, political development, culture, and learning.
Whether it is subject-based or discipline-based is not the major concern.

7.2.3. Localized Curriculum

The curriculum also includes local resources, materials, and concerns to ensure
the local relevance and community involvement for maximizing opportunities for
students’ localized learning. Community-based curriculum is one typical practice
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to increase the local relevance and support in the field (Smylie, 1991, 1994). Tech-
nological, economic, social, political, cultural, and learning localizations are also
important areas of the new curriculum content.

7.2.4. Individualized Curriculum

The curriculum design and content are flexible and adaptable and can be
individualized—in terms of learning targets, content, methods, and schedules—to
meet the developmental needs of individual students, facilitate their self-learning
and self-actualization, and optimize their potentials as triplized CMI leaders and
citizens.

7.3. Shift in Pedagogy Characteristics

The traditional pedagogy emphasizes the delivering of subject knowledge and
skills to students. Inevitably, the pedagogy means mainly to ensure students’ learning
as a disciplinary, receiving, and socializing process and assumes that close super-
vision is necessary during the learning process. The opportunities for traditional
learning are often very limited in a fixed period within a site-bounded but IT-absent
environment. Also, the pedagogy has no clear linkage with CMI development of
students, and it is often driven by the delivery of subject knowledge and external
standards in examinations. Contrastingly different from the traditional paradigm, the
new pedagogy has the following characteristics (see Table 1.7).

7.3.1. Facilitating Self-Learning

The new pedagogy means to ensure students’ learning as a self-actualizing,
discovering, experiencing, enjoyable, and reflecting process. Teachers’ inspiring
and students’ own motivation and self-rewarding are crucial to this self-learning
process.

7.3.2. Multiple Sources for Learning

There are multiple sources for student learning—for example, self-learning pro-
grams and packages, interactive multi-media materials, web-based learning, outside
experts, community experimental programs, etc.—inside and outside the education
institutions, locally and globally. Through different types of partnership and collabo-
ration, other education institutions, local and overseas organizations, and other sectors
such as social services, business, and industry are actively involved in different types
of education programs for students.

7.3.3. Globally and Locally Networked Learning

Student learning is locally and globally networked through, for example, the
Internet, e-communications, visiting programs, local and global exchange programs,
and sharing by video-conferencing. The networked learning can provide a wide
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spectrum of learning experiences and maximize opportunities for students to benefit
from various settings and cultures.

7.3.4. World-wide Networked Pedagogical Environment

In order to make triplizing education possible, it is necessary to build up a
world-wide IT pedagogical environment for student learning and teacher teaching.
It should include some typical and important components such as world-wide net-
working through the Internet, web-based learning, interactive self-learning, multi-
media facilities and learning materials, and video-conferencing for local and in-
ternational sharing and exposure (Ryan, Scott, Freeman, & Patel, 2000). Through
the help of this environment, boundless and unlimited opportunities can be pro-
vided to students’ learning and teachers’ professional development inside and outside
institutions.

7.3.5. Based on Pentagon Theory of CMI

The pedagogy should be also based on the Pentagon Theory of CMI Devel-
opment. It should facilitate students’ CMI development and interaction and pro-
mote intelligence transfer among learning, economic, political, social, cultural, and
technological intelligences. Through development of CMI and intelligence transfer,
students’ creativity in one specialization area or other areas can be substantially en-
hanced. Also, developing students’ learning intelligence should be at the core part
of pedagogy. Students should be facilitated to learn how to learn, think, and create
particularly in the triplized local and global contexts.

7.4. Implications for Ongoing Reform of Curriculum and Instruction

As explained previously, the delivery of subject knowledge and skills is the key
element in the traditional paradigm and teachers are the major source of knowledge.
Inevitably the teacher-centered approach in pedagogy is often assumed as the efficient
way taa o deliver subject knowledge and skills to students, and the examination outcome
of how much knowledge achieved by students is always the key criterion of effec-
tiveness of curriculum and instruction. Therefore, it is not a surprise that the current
curriculum and instruction in many countries are characterized by “subject knowl-
edge” and “teacher-centred approach”. As shown in Figure 1.4, the content, scope, and
effort of existing curriculum and instruction in many countries are mainly in the sec-
ond quadrant (II) if we take the dichotomy of “teacher-centred/examination-centred
approach” versus “student-centred approach” in instructions as the x-axis and the
dichotomy of “subject-knowledge-based curriculum” versus “multiple intelligence-
based curriculum” as the y-axis to form four quadrants.

As illustrated in the new paradigm of education, “student-centred approach”
and “multiple intelligence-based curriculum” should be strongly emphasized and
promoted in order to facilitate students to pursue continuous self-learning and de-
velopment and become CMI persons for their future. Therefore, curriculum and
instruction should be changed from the traditional quadrant II towards the quadrant
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Figure 1.4: The Existing Curriculum and Instruction

IV that emphasizes “student-centred approach” and “multiple intelligence-based cur-
riculum.” (see Figure 1.4)

Depending on the levels of education, the readiness of schools, teachers and stu-
dents, the local culture and other contextual constraints, there may not need to reform
radically and jump directly from quadrant II to quadrant IV. Particularly, we believe
at the current stage that subject knowledge is still very important to the development
of our society and individuals and the teacher-centred approach and examinations
are still necessary to ensure the delivery of certain types of knowledge and skills
in some areas of education. Therefore, we can use an incremental approach to im-
plement the reform of curriculum and instruction by changing 10-30% toward the
student-centred approach and the multiple intelligence-based curriculum as shown
in Figure 1.4. After three to five years of reform, the new situation of curriculum
and instruction may be in a quite balanced way with considerable proportions in all
the four quadrants (I, II, III, & IV) as shown in Figure 1.5. After that, the educa-
tors and reformers may consider whether it is necessary to move further towards
quadrant IV.

It is clear that for different groups of students, schools, and even communities, the
steps and paces of the reform of curriculum and instruction may vary across these four
quadrants. However, the tendency towards quadrant IV is inevitable for borderless
learning in coming years in an era of globalization and information technology.

8. PLATFORM THEORY FOR IMPLEMENTING NEW EDUCATION

How to build up a networked human and technological environment for im-
plementing the new paradigm of education is challenging to both educators and
reformers. According to Cheng (2001, 2002), the development of a networked hu-
man and technology environment can be supported by the school-based platform and
central platform.
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Figure 1.5: After Reform of Curriculum and Instruction in Three to Five Years

Platform is a new powerful concept in conceptualizing and organizing various
types of existing resources, technology, knowledge, and even social and cultural cap-
ital from local and global sources to form an intelligence-intensive and technology-
intensive platform or a supporting environment that can enable and facilitate people
to work and perform in a smart and optimal way. Unlike the traditional concept of
organizational structure with the focus on control and coordination, platform means
mainly for supporting people with the necessary knowledge, technology and social
environment such that they can have the maximum opportunity to develop themselves
and perform at their highest potential in their work.

School-based management should aim at developing a school-based platform
that can accumulate, organize and apply the necessary knowledge and technology,
useful experiences, networks, various types of internal and external resources, and so-
cial support to support educational practice and innovation for effective teaching and
learning, facilitate organizational learning, and develop a culture of professionalism
within a school. To a great extent, a school-based platform is a powerful way to pool
resources for effective learning through localization and globalization. For the detail
of how school-based management can be developed such a platform or mechanism
for continuous development and effectiveness, please refer to Cheng (1996).

At the system or regional level, a central education platform should be also es-
tablished with the support of information technology and various types of local and
global networking, as shown in Figure 1.6. This central platform aims to pool up the
most powerful and relevant knowledge, expertise and resources from local and global
sources to create a more knowledge-intensive, technology-intensive and intelligence-
intensive central base for supporting the development of all types of school-based
platform and related initiatives. On this central platform, schools, teachers, and stu-
dents can work on a higher level of knowledge to develop their school-based initia-
tives and avoid unnecessary wastage of time, resources and efforts due to repeated
“re-inventing a wheel” or “start from scratch”. This central platform is also a huge
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Figure 1.6: Platform Theory for Effective Learning, Teaching and Schooling

network or learning community for sharing the advanced knowledge, best practices
and experiences of success and failure among schools, educators and experts (Mok &
Cheng, 2001).

The key elements of the school-based platform and central education platform
are the accumulation, dissemination, and application of knowledge and technology
to promote various types of innovation, networking and social support and develop
a culture of professionalism and learning community in education that can support
paradigm shift in education and effective learning, teaching and schooling.

As shown in Figure 1.6, with the support of the school-based platform as well
as the central platform, the key elements in effective learning and teaching are the
commitment, motivation and efficacy of students and teachers to promote and achieve
learning as continuous self-actualization and self-development and create unlimited
opportunities for learning, developing learning groups, and evolving learning culture
among students and teachers (Cheng, 2001; Mok & Cheng, 2001).

9. CONCLUSION

From the above discussion, we can see that the proposed CMI-triplization
paradigm for rethinking and re-engineering education is contrastingly different from
the traditional thinking.
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In the new millennium, our world is moving towards multiple globalizations and
becoming a global village with boundless interactions among countries and areas.
Our society is becoming more diversified and multifarious and moving towards a
learning CMI society. Our new generations should be prepared as a CMI person in
such a fast changing and interacting local and global environment. The aims of edu-
cation should be to develop students as CMI leaders and citizens who will creatively
contribute to the formation of a CMI society and a CMI global village with multi-
ple developments in technological, economic, social, political, cultural, and learning
aspects.

We expect, our education will be triplized in the new century. In fact, the ongoing
education reforms in different parts of the world have already provided evidence that
many countries are making effort in this direction through various types of initia-
tives in globalization, localization and individualization. We believe, our learning
and teaching will be finally globalized, localized, and individualized with the help
of the information technology and boundless multiple networking. We will have un-
limited opportunities and multiple global and local sources for life-long learning
and the development of both students and teachers. New education should facilitate
the triplized learning and make its process interactive, self-actualizing, discovery,
enjoyable, and self-rewarding.

New curriculum and pedagogy should be triplized and also CMI-based, that can
provide world-class learning for students. Students can learn from the world-class
teachers, experts, peers, and learning materials from different parts of the world in
any timeframe and get local, regional, and global exposure and outlook as CMI lead-
ers and citizens. We believe, teachers, as the key actors, will play a very crucial role
in the whole process of triplization in education. They will learn to develop them-
selves as triplized CMI teachers, transform their education institutions as triplized
CMI institutions, and facilitate their students to become triplized CMI leaders. Also,
they will help to transform curriculum and pedagogy to be world-class to meet the
challenges and needs in the new millennium.

Finally, I have a dream:
� All our students will become Triplized CMI StudentsTT p . They fully enjoy lifelong

self-learning and actualization and become CMI leaders and citizens for the new
world.

� All our teachers will become Triplized CMI TeachersTT . They share the joy of
triplized learning and teaching with their students and pursue lifelong profes-
sional development.

� All our education institutions will become Triplized CMI Institutions.TT All edu-
cators and teachers are dedicated to make contributions to triplization in learning
and teaching and create unlimited opportunities for all students’ life-long learn-
ing and development in the new century.

This chapter was developed mainly from: Cheng, Y.C. (2000). A CMI-Triplization
Paradigm for Reforming Education in the New Millennium. International Journal of
Educational Management. 14(4), 156–174; Cheng, Y.C. (1999). Curriculum and ped-
agoga y igg n new century: Globalization, localization and individualization for multiple
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intelligences. KeKK ynote speech presented at the 5th UNESCO-ACEID International
Conference with the theme “Reforming Learning, Curriculum and Pedagogy: Inno-
vative Visions for the New Century”, 13–16 December, 1999, Thailand; Cheng,
Y.C (2002). New paradigm of borderless education: Challenges, strategies, and
implications for effective education through localization and internationalization.
Keynote speech presented at the International Conference on Learning and Teach-
ing with the theme “Challenge of Learning and Teaching in a Brave New World:
Issues and Opportunities in Borderless Education from 14–16 October 2002, Hatyai,
Thailand.
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Chapter 2

THREE WAVES OF EDUCATION REFORM:
INTERNAL, INTERFACE, AND FUTURE

The world-wide education reforms have been experiencing three waves in the
past decades (Cheng, 2001a). Assuming the goals and objectives of education were
clear and consensus to all, the first wave of education reforms and initiatives intro-
duced since the 1970s focused mainly on internal effectiveness, with efforts made
to improve internal performance of education institutions generally and the methods
and processes of teaching and learning particularly. Many of the initiatives introduced
and changes made were government-directed and top-down, with the aim to rational-
ize institutional arrangements and improve education practices for enhancing their
effectiveness in achieving the goals and objectives planned at either the site level or
the system level. Improvement of teacher and student performance up to identified
standards had obviously been a popular and important target for educational reform
of this first wave orientation.

In response to the concerns of the accountability to the public and stakeholders’
expectation in the 1990s, the second wave of education reform emphasized interface
effectiveness typically defined in terms of education quality, stakeholders’ satisfac-
tion, and market competitiveness, with most policy efforts directed at ensuring quality
and accountability to the internal and external stakeholders (see, e.g., Coulson, 1999;
Evans, 1999; Goertz & Duffy, 2001; Headington, 2000; Heller, 2001; Mahony &
Hextall, 2000). Quality assurance, school monitoring and review, parental choice,
student coupon, parental and community involvement in governance, school charter,
and performance-based funding were some typical examples of the measures taken
to pursue and enhance effectiveness at the interface between the education institu-
tions and the community (Cheng & Townsend, 2000). How to improve the existing
structures, organizations, and practices in education at different levels to meet stake-
holders’ needs and expectations was a major concern in the second wave of reforms.

Approaching the new century, many stakeholders have expressed concerns about
the effects of many reform initiatives of the first and second waves, questioning if the
initiatives are sufficient for revitalizing schooling and pedagogy so as to ensure
that the younger generation can meet the challenges and needs of rapid transforma-
tions in an era of globalization and information technology. Particularly when the
knowledge-driven economy and information technology are, due to objective rea-
sons, being strongly emphasized in the new millennium, stakeholders in education
urge for a paradigm shift in learning and teaching and demand reforming the aims,
content, practice, and management of education at different levels to ensure their
relevance to the future (see e.g., Burbules & Torres, 2000; Cheng, 2000a & 2000c;
Daun, 2001; Stromquist & Monkman, 2000). The emerging third wave of education
reform strongly emphasizes future effectiveness, defined in terms of the relevance to
the new education functions in the new century as well as the relevance to the new
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paradigm of education concerning contextualized multiple intelligences, globaliza-
tion, localization and individualization (see Chapter 1). The pursuit of new visions
and aims at different levels of education, lifelong learning, global networking, inter-
national outlook, and the use of information technologies are just some evidences of
the emerging third wave (Cheng, 2001a).

The three waves of education reforms above, when considered together, are
themselves a general typology for capturing and understanding the key paradigms
and characteristics of various education reforms in the international context in these
years. Different countries or areas may have different historical and contextual con-
straints, and therefore their progress and characteristics of education reforms may
be different and move towards different waves. For example, some countries may be
still struggling for enhancing internal effectiveness: that is, they are at the first wave
with focus mainly on the improvement of internal process. Some countries may move
towards the second wave or in a mix of the first and second waves, pursuing both
internal and interface effectiveness. In addition to the internal improvement of school
process, they implement different measures and initiatives to ensure education qual-
ity and stakeholders’ satisfaction. Responding to the challenges of globalization and
the impacts of information technology, some countries may have already started the
third wave of education reform to pursue for achieving future effectiveness with an
emphasis on the relevance of education to the new functions of education institutions
and the new paradigm of learning in the new millennium.

This typology of the three waves of education reform in essence serves as a
framework for clarifying changes in the paradigm and theory of education effective-
ness and education quality, and for understanding changes in the formulation and
employment of different strategies and approaches to education quality assurance.
This chapter aims to provide such a framework for education reform by reviewing the
characteristics and paradigms of effectiveness assurance (the most common name as
quality assurance) in the first and second waves and then to explain why the com-
ing initiatives on effectiveness assurance should be moving towards the third wave
which emphasizes strongly on future effectiveness in terms of ensuring the relevancew
to new education functions in the new century as well as the relevance to the new
paradigm of education. In pursuit of not only internal and interface effectiveness but
also future effectiveness in the new millennium, this chapter proposes a new theory
for effectiveness in education.

1. FIRST WAVE: INTERNAL EFFECTIVENESS

As mentioned, the first wave of education reforms and initiatives introduced
since the 1970s focuses mainly on internal effectiveness, with efforts made to improve
internal performance of education institutions particularly the methods and processes
of teaching and learning.

1.1. Effectiveness in Teaching and Learning

Traditionally, the discussion of education effectiveness in this first wave focusesT
heavily on the effectiveness of internal education processes, particularly teaching
and learning in the classroom. In this line of thinking, education effectiveness mainly
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refers to the achievement of planned education goals defined particularly in terms of
students’ education outcomes. The greater the degree and extent of achieving planned
education goals implies the more the effectiveness in education. In this sense, educa-
tion effectiveness is not different from the achievement of planned education goals.
Also, effectiveness assurance often refers to the efforts for improving the internal en-
vironment and processes such that the effectiveness of learning and teaching can be
ensured to achieve the planned goals (Cheng, 1997a). This type of effectiveness as-
surance may be named as “Internal Effectiveness Assurance”. As shown in Figure
2.1, the structure of effectiveness in teaching and learning can provide an overall
view on how strategies and initiatives can be conceptualized and organized to ensure
internal effectiveness in education (see e.g., Cheng, 1995a & 1998).

Education effectiveness in the classroom is a comprehensive conception, even
though it is often assessed by the quality and quantity of enhanced student learning
experiences and outcomes. The structure in Figure 2.1 shows how such key inter-
nal factors as teacher factors, curriculum factors, contextual factors, and student
factors are related to student learning experiences and educational outcomes. Theff
conception implies the adoption of the following assumptions about the procedural
inter-relationships among the components of internal education effectiveness (see
e.g., Cheng, 1998; Medley, 1982):

(1) Student learning outcomes are the product of the interaction between cur-
riculum characteristics, student learning experience, and individual charac-
teristics;

(2) Student learning experience is affected by teacher performance, curriculum
characteristics, and classroom environment;

(3) Teacher performance is determined by the interaction between teacher com-
petence, curriculum characteristics, and school organizational environment;

(4) External teacher education, school-based teacher education, and pre-existing
teacher characteristics can contribute to teacher competence; and

(5) Teaching evaluation based on the information from teacher performance, as
well as student learning experience and learning outcomes, can be used to
facilitate the development of teacher competence through staff developmentff
activities.

1.2. Approaches to Ensuring Internal Effectiveness

From this structure, there may be two different approaches that can be used to
ensure education effectiveness in classroom. They are the component effectiveness
approach and the relationship effectiveness approach.

1.2.1. The Component Effectiveness Approach

This approach focuses on improving the effectiveness or quality of some com-
ponents of the structure with a hope to enhance or ensure the quality in student
learning outcomes. For example, many improvement initiatives take teacher compe-
tence as the key factor for internal effectiveness and make efforts to improve such
teacher competencies as language skills, pedagogic knowledge, subject knowledge,
the use of information technology in education, etc. In the past years, there have been
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different types of improvement efforts for internal effectiveness in education, such
as school management improvement, classroom environment improvement, teaching
improvement, learning improvement, curriculum improvement, evaluation improve-
ment, and teacher education and quality improvement. All these efforts focus on
the improvement of the quality of certain components with aims to achieve planned
education goals. Table 2.1 records some examples of this component effectiveness
approach.

Table 2.1: The Component Effectiveness Approach

Improvement
of Component Effectiveness Examples of Factors to be Improved

Teaching Improvement TypeTT
� Improve Teacher Competence e.g. language skills, pedagogic knowledge, information

technology skills, subject knowledge, ethical and legal
knowledge in education, etc.

� Improve Teacher Performance e.g. teaching styles, teaching attitudes, teaching
strategies, behaviors, the use of facilities, teaching
materials, classroom management pattern, leadership to
students, etc.

Learning Improvement Type
� Improve Student Learning Experience e.g. learning activities, learning strategies, experiences,

responses and feelings, interaction with peers, skill
practice, affective expression, physical performance,
intellectual stimulation and exercise, etc.

� Improve Student Learning Outcomes e.g. academic achievements, reading ability, writing ability,
developed self efficacy in learning, computer literacy,
moral development, citizenship, the skill and motivation of
continuous self learning, etc.

Curriculum Improvement Type
� Improve Curriculum and Its Characteristics e.g. learning aims and goals, teaching and learning tasks,

textbooks, subject syllabus, curriculum design, the
medium of instruction, teaching materials, etc.

Evaluation Improvement Type
� Improve the Evaluation of Teaching &

Learning
e.g. supervision, classroom observation, student
achievement assessment, teacher self evaluation,
teaching portfolio, evaluation by students, etc.

Classroom Environment Improvement Type
� Improve Classroom Environment for

Teaching and LearningTT
e.g. existing social climate, class size, the level and
diversity of students’ academic ability in the class,
teaching and learning facilities, equipment, physical
conditions, etc.

School Management Improvement Type
� Improve Organizational Environment for

Teaching and LearningTT
e.g. instructional leadership, program planning, team
support, staff development in the area of instruction, staff
professionalism, the management of curriculum, school
mission and goals, the policy of program design and
implementation, human relations, school culture, school’s
physical environment, etc.

Teacher Education and Quality ImprovementTT
Type
� Improve Teacher Personal Characteristics e.g. academic qualifications, working experiences,

personalities, self concept and efficacy, beliefs and values
about education and society, personal vision and mission,
cognitive styles, age, etc.

� Improve School-based Teacher Education /
Staff Development

e.g. workshops, experience sharing, collaborative
teaching, reflection on teaching, educational visits, job
enrichment, etc.

� Improve External Teacher Education e.g. goals, objectives, methods, content, course designs,
organization, the relevance of programs, the quality of
teaching, etc.
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Currently, based on this approach, there is a strong emphasis on using the bench-
marking concept (Bogan & English, 1994) to ensure the quality or effectiveness of
each component of the education effectiveness reaching at a certain standard. For
example, in Hong Kong, English language teachers were asked to take a benchmark
examination in order to show their English language proficiency reaching at a given
benchmark (Coniam, Falvey, Bodycott, Crew, & Sze, 2000).

This component effectiveness approach has its inherent limitations. The improve-
ment conception is often simplistic and separated, because it ignores the relationship
between a particular component and other components of education effectiveness.
The improvement of one component does not necessarily result in the improvement
of the quality of other components and the enhancement of the better outcomes of stu-
dents’ learning. For example, the enhancement of teacher competence may not bring
about the improvement of teacher performance or the enrichment of student learning
experience, because there are also influences from organizational environment and
classroom environment that neutralize the expected positive effects. Similarly, the
improvement of the classroom environment may not lead to quality and improvement
in student learning outcomes as teacher performance, curriculum, and even students’
own pre-existing characteristics are also important factors intervening the learning
process and asserting greater impacts on the educational outcomes. Therefore, it is
not a surprise that many improvement initiatives of the first wave reform employing
the component effectiveness approach often result in disappointments and failures
in ensuring effectiveness in education even though huge volume of resources has
been consumed for improving certain components of education effectiveness. The
experiences in the first wave of Hong Kong education reform provide a clear example
of the limitations of this approach to effectiveness assurance in school education (see
e.g., Cheng, 2000b & 2001b).

1.2.2. The Relationship Effectiveness Approach

In comparison with the component effectiveness approach, the relationship ef-
fectiveness approach focuses mainly on improving the quality of relationship between
components of the effectiveness structure. This approach rests on the assumption that
the better relationships between components, the better impacts of components on the
quality in student learning outcomes, implying that the improvement of relationship
between components is the key for ensuring education effectiveness in the classroom.
Table 2.2 provides some examples of the relationship effectiveness approach: for in-
stance, the improvement effort can focus on providing a coherent and positive linkage
between teacher performance and the characteristics of classroom environment and
curriculum in order to enhance the quality of student learning experiences (Example
2); the improvement effort can focus on ensuring the quality of teacher competence,
curriculum and organizational environment related to positive teacher performance
in classroom (Example 3). In other words, it means to ensure that the teacher can
adapt his or her teaching performance to the classroom characteristics (such as class
size, student composition, social climate, etc.) and the curriculum features (such as
learning objectives and tasks, subject content, etc.) in order to maximize the learning
opportunities for different students.

This relationship effectiveness approach is comparatively powerful than the com-
ponent effectiveness approach in ensuring education effectiveness, because it ensures
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Table 2.2: The Relationship Effectiveness Approach (Examples)

Ensuring Relationship Effectiveness Areas to be Enhanced
between Components Through Ensuring Relationship Effectiveness

Example 1: Between
� Student Learning Experience � Student Learning Outcomes
� Curriculum Characteristics
� Student Pre-existing Characteristics

Example 2: Between
� Teacher PerformanceTT � Student Learning Experience
� Curriculum Characteristics
� Classroom Environment

Example 3: Between
� Organizational Environment � Teacher PerformanceTT
� Teacher CompetenceTT
� Curriculum Characteristics

Example 4: Between
� External Teacher Education � Teacher CompetenceTT
� Teacher Pre-existing CharacteristicsTT
� School-based Staff Development

not only the quality or effectiveness of separate components but more the effective-
ness of relationship between components. The successful application of this approach
is based on the understanding of the relationships between components. Therefore,
there is a strong demand for a more sophisticated knowledge base about these rela-
tionships. Without such a knowledge base, it is impossible to know how to ensure
that these relationships would contribute to the quality in student learning outcomes.

Furthermore, in the structure of education effectiveness in the classroom, all
factors are directly or indirectly related in different stages of the teaching and learningff
processes (see Figure 2.1). If the relationship effectiveness approach just focuses on
the improvement of certain relationships but not all, reformers who employ this
approach would be misled and cannot ensure the contribution of all the components
and their relationships converging to the total internal effectiveness in education.

1.3. Models of Internal Effectiveness Assurance

According to Cheng (1996a) and Cheng and Tam (1997), there are eight models
of education effectiveness that can be used to enhance better understanding and to
manage the effectiveness of education from a perspective that takes into consider-
ation of educational institutions and their interface with the environment. The goal
and specification model, the process model and the absence of problem model—
are concerned with the internal effectiveness assurance focusing on internal goal
achievement, process improvement, and internal problem avoidance. These models
can be used to manage and ensure internal effectiveness in education. Table 2.3 sum-
marizes the conception of effectiveness assurance, and the conditions of usefulness
of these models. (also refer to Chapter 14)

1.3.1. The Goal and Specification Model

The goal and specification model assumes that there are clear, enduring, nor-
mative and well accepted goals and specifications to be indicators and standards for
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Table 2.3: Models of Internal Effectiveness Assurance

Conceptions of Conditions for
Effectiveness Assurance Model Usefulness

Goal and
Specification Model

� Ensuring achievement of stated
institutional goals and
conformance to given
specifications

� When institutional goals and
specifications are clear, consensual,
time-bound, and measurable;

� When resources are sufficient to
achieve the goals and conform to the
specifications

Process Model � Ensuring smooth internal
process and fruitful learning
experiences

� When there is a clear relationship
between process and educational
outcomes

Absence of
Problems Model

� Ensuring the absence of
problems and troubles in the
institution

� When there is no consensual criteria of
quality but strategies for improvement
are needed

education institutions to pursue or conform to. As discussed in the previous part, ed-
ucation effectiveness defined by this model is the achievement of the stated goals or
conformance to the specifications listed in the institutional plans or program plans. It
is a type of internal effectiveness. Effectiveness assurance by this model is to ensure
achievement of stated goals and conformance to given specifications.

1.3.2. The Process Model

The process model assumes that the nature and quality of internal process of an
education institution often determine the quality of output and the degree to which
the planned goals can be achieved; particularly in education, experience in process
is often taken as a form of educational aims and outcomes. Therefore, education
effectiveness defined by this model is mainly in terms of the smoothness and “health”
of internal processes and the fruitfulness of learning processes. The process in an
education institution generally includes management process, teaching process, and
learning process. Effectiveness assurance as prescribed by this model concerns the
ensuring of smooth, healthy internal processes and fruitful learning experiences, of
which in essence is also a type of internal effectiveness assurance with an emphasisw
on internal improvement.

1.3.3. The Absence of Problems Model

The absence of problems model assumes that, if there is an absence of problems,
troubles, defects, weaknesses, difficulties, and/or dysfunctions in a particular edu-
cation institution, then this institution is of high education effectiveness. Therefore,
effectiveness is defined as the absence of problems and troubles inside an educa-
tion institution. Effectiveness assurance relies heavily on institutional monitoring
and reporting to ensure that there are no problems and deficiencies arising from
its operation and structure. This is perhaps the oldest concept of internal effec-
tiveness assurance in use in industry (see e.g., Feigenbaum, 1951). Quality control
experts tend to look at the quality such as less scrap, rework, warranty costs, etc.,
of the final product. The management team of an instition may set up a stringent
effectiveness assurance and monitoring system in order to ensure a deficiency-free
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Figure 2.2: Value-Added in Internal Effectiveness

environment. Identifying strategies for the internal improvement of an institution can
be more precisely done by analyzing problems and defects that opposed to education
effectiveness. Therefore, this model is particularly useful when the criteria of educa-
tion effectiveness are really unclear but the strategies for internal improvement are
needed.

1.4. Theory of Value-added in Internal Effectiveness

The internal effectiveness assurance is based on the theory of value-added in
effectiveness, assuming the more the improvement of internal process of teaching
and learning, the more the value added to education effectiveness. As shown in
Figure 2.2, if the internal process, including different components and their relation-
ships, can be improved during a time period from T1 to T2, the area of value added
in effectiveness will increase as the achievement of the planned goals increases. The
proposition is that the larger increase in the achievement of planned goals is due to
the greater improvement of the internal process. Therefore, basing on this theory,
the component effectiveness approach or the relationship effectiveness approach can
readily add value in effectiveness if the respective approach can improve some or all
aspects of the internal process of education.

2. SECOND WAVE: INTERFACE EFFECTIVENESS

Over the past decades, numerous initiatives and research projects with the first
waveaa orientation have been introduced and conducted to pursue internal education ef-
fectiveness in different parts of the world (Cheng & Townsend, 2000). Some focused
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on the improvement of school management and classroom environment (Cheng,
1996b); some on curriculum development and changes (Cheng, Chow, & Tsui, 2000);
some on teacher qualifications and competencies (Fidler & Atton, 1999); some on
the improvement of teaching and learning processes (Bubb, 2001; Morgan & Mor-
ris, 1999); and some on evaluation and assessment (Leithwood, Aitken & Jantzi,
2001; Headington, 2000; MacBeath, 1999 & 2000; Sunstein, & Lovell, 2000). Un-
fortunately, the results of these efforts were very limited and could not satisfy the
increasing needs and expectations of the public. People began to doubt how effective
these improvement initiatives are in meeting the diverse needs and expectations of
parents, students, employers, policy-makers, and those concerned in the community.
How education can be held accountable to the public? How relevant to the changing
demands of the local community are the education practices and outcomes? All these
challenges are in nature concerned with the interface between education institutions
and the community, meaning that effectiveness assurance is not only an issue of in-
ternal process improvement but also the interface issue of meeting the stakeholders’
satisfaction and ensuring accountability to the community.

2.1. Interface Effectiveness

Responding to the success of the application of new management concepts and
the advances of organizational studies in the business and industry world since the
1980s, there has been the second wave of education reforms that emphasizes interface
effectiveness defined in terms of quality management, stakeholders’ satisfaction,
market competitiveness and accountability. In the second wave, the consideration of
education effectiveness and its assurance is put into a larger changing social context,
in which satisfying the needs of multiple stakeholders and ensuring the accountability
of education to the public are crucial criteria for determining education effectiveness.
Clearly, the reform focus has shifted from the internal process improvement to the
interface effectiveness of education institutions.

In this line of thinking, education effectiveness (or the commonly used term, ed-
ucation quality) mainly refers to the satisfaction of stakeholders with the education
services of an education institution including education process and outcomes. The
accountability of an education institution to the public or key stakeholders is often
perceived as an important indicator for satisfying the needs of stakeholders. There-
fore, effectiveness assurance of the second wave reform often refers to the efforts to
ensure education services satisfying the needs of stakeholders and accountable to the
public. Therefore, it is interface effectiveness assurance.

Institutional monitoring, institutional self-evaluation, quality inspection, the use
of quality indicators and benchmarks, the survey of key stakeholders’ satisfaction,
accountability reporting to the community, parental and community involvements in
governance, institutional development planning, school charter, and performance-
based funding are some typical measures used to ensure interface effective-
ness (Cheng, 1997b; Glickman, 2001; Headington, 2000; Jackson & Lund, 2000;
Leithwood, Aitken & Jantzi, 2001; MacBeath, 1999 & 2000; Smith, Armstrong, &
Brown, 1999; Sunstein, & Lovell, 2000). How to improve the existing structures,
processes, and practices in education at different levels to meet stakeholders’ needs
and expectations is a major concern in the interface effectiveness assurance.
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2.2. Models of Interface Effectiveness Assurance

As discussed previously, there are eight models of education effectiveness
(Cheng, 1996a; Cheng & Tam, 1997). In addition to the three models reviewed in
the preceding sections of this chapter, the other five models—namely, the resource-
input model, the satisfaction model, the legitimacy model, the organizational learning
model, and the total quality management model—focus mainly on the interface ef-
fectiveness assurance concerning resource input from interface, the satisfaction of
strategic stakeholders, legitimacy and accountability in the local community, adap-
tation to the changing interface environment through continuous learning, and the
total management of internal people and process to meet the strategic stakeholders’
needs. The characteristics of effectiveness assurance of these models are summarized
in Table 2.4 and discussed as in the following paragraphs. (also see Chapter 14)

2.2.1. The Resource-Input Model

The resource-input model assumes that scarce and quality resources are nec-
essary for education institutions to achieve diverse objectives and provide quality
services in a short time. Therefore, education effectiveness is perceived as the nat-
ural result of enhancing scarce resources and inputs for the respective institutions.
Effectiveness assurance refers to the efforts for ensuring different types of quality
resource inputs and appropriate environment available to education services and prac-
tices. An education institution’s capacity of acquiring scarce and quality resources
from the interface or outside community denotes that it can promise high effective-
ness particularly in a context of great resource-competition. To some extent, this
model redresses the limitations of the three models of internal effectiveness assur-
ance in the first wave, linking education effectiveness to the interface of the education
institution and the resources input from external environment. Therefore, this model
represents a type of interface effectiveness assurance.

Table 2.4: Models of Interface Effectiveness Assurance

Conceptions of Conditions for
Effectiveness Assurance Model Usefulness

Resource-Input
Model

� Ensuring the achievement of
needed quality resources &
inputs for the institution

� When there is a clear relationship
between inputs and outputs;

� When quality resources for the institution
are scarce.

Satisfaction Model � Ensuring the satisfaction of all
powerful constituencies

� When the demands of the constituencies
are compatible and cannot be ignored

Legitimacy Model � Ensuring the achievement of
the institution’s legitimate
position and reputation

� When the survival & demise among
schools must be assessed;

� When the environment is very
competitive and demanding

Organizational
Learning Model

� Ensuring adaptation to
environmental changes &
internal barriers

� Continuous improvement

� When institutions are new or changing;
� When the environmental changes cannot

be ignored

Total Quality
Management Model

� Ensuring the total management
of interface, internal people &
process with outputs meeting
strategic stakeholders’ needs

� The constituencies’ needs are
compatible; the technology & resources
are available for total management
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2.2.2. The Satisfaction Model

The satisfaction model assumes that the satisfaction of the strategic constituen-
cies of an institution is critical to its survival in the community. Therefore, effective-
ness mainly refers to the extent to which the performance of an education institution
can satisfy the needs and expectations of its powerful stakeholders. Education ef-
fectiveness may be a relative concept, depending on the expectations of concerned
stakeholders. If expected education effectiveness is high and diverse, it will be dif-
ficult for institutions to achieve it by satisfying the needs of multiple stakeholders.
If expected education effectiveness is low and simple, of course it will be easier
for education institutions to achieve it, satisfying the expectations of constituencies
stakeholders such that these institutions may be more easily perceived as of high
quality. Effectiveness assurance by this model relies heavily on the efforts to ensure
education practices and services satisfying stakeholders’ needs or even beyond their
expectations.

2.2.3. The Legitimacy Model

Since the education environment is becoming very challenging, demanding, and
competitive, education institutions have to face the various external challenges and
demands for accountability and “value for money.” It is hardly possible for education
institutions to continue its operation or survive without enhancing legitimacy in the
community. The legitimacy model assumes that in order to gain the legitimacy for
survival and to acquire critical resource, institutions have to win the support from
the community, build up a good public image, and show evidences of accountability.
Therefore, education effectiveness mainly refers to the achievement of an education
institution’s legitimate position or reputation in the community. As such, institutions
are of high effectiveness if they can survive in a competing environment.

2.2.4. The Organizational Learning Model

The changing education environment is producing great impacts on nearly every
aspect of functioning in education institutions. The organizational learning model
assumes that responding to changing environment, education effectiveness is a dy-
namic concept involving continuous improvement and the development of members,
practices, process, and outcomes of an education institution. A number of researchers
have indicated that organizations, like human beings, can be empowered to learn and
innovate to provide quality services (Fullan, 1993; Senge, 1990; Schmuck & Runkel,
1985). Effectiveness assurance of this model emphasizes the importance of organiza-
tional learning behaviors to ensuring effectiveness in education. Therefore, strategic
management, development planning, and staff development are important tools for
effectiveness assurance in education (Dempster, et al., 1993; Hargreaves & Hopkins,
1991).

2.2.5. The Total Quality Management Model

Recently, there is a rapidly growing emphasis on total quality management in
education, as it is believed to be a powerful tool to enhance effectiveness of an



THREE WAVES OF EDUCATION REFORM 57

education institution (see, e.g., Bradley, 1993; Cuttance, 1994; Greenwood & Gaunt,
1994; Murgatroyd & Morgan, 1993). The total quality management model defines
education quality as the character of the set of elements in the input, process, and
output of the education institution that provides services that completely satisfy both
internal and external strategic constituencies by meeting their explicit and implicit
expectations (Cheng, 1995b). Therefore, effectiveness assurance by this model is
mainly the total management of interface, internal people, and process with outputs
meeting strategic stakeholders’ needs. It is believed that the improvement of some
aspects of the management process is not sufficient to achieve excellence or total
quality in performance. The critical elements of total quality management in an
institution include strategic stakeholder focus, continuous process improvement, and
the total involvement and empowerment of members (Tenner & Detoro, 1992). To
a great extent, this model is an integration of the above models, particularly the
organizational learning model, the satisfaction model, and the process model.

2.3. Relationship between Internal and Interface Effectiveness Assurance

Each of the eight models of internal and interface effectiveness assurance
(Tables 2.3 and 2.4) reviewed in the previous sections has its own characteristics,
and yet they are inherently linked to each other. Institutional goals can reflect the ex-
pectations, needs, and specifications of stakeholders. Ensuring smooth and healthy
internal process and fruitful learning experiences (i.e., the process model) is critical
to achieve the institutional goals and produce high quality educational outcomes.
The achievement of stated institutional goals and conformance to given specifica-
tions (i.e., the goal and specification model) can bring satisfaction to the stakeholders
(i.e., the satisfaction model). Also, by establishing relationships with the community,
building up the institutional image, and showing accountability, the institution can
achieve its legitimate position (i.e., the legitimacy model) for institutional survival
and quality reputation. Then, by carefully monitoring its programs and checking signs
of pitfalls and ineffectiveness, the institution can ensure that no endemic problem is
threatening the quality of education program (i.e., the absence of problems model).
Finally, the institution continues to improve and develop itself in important aspects
through learning from its errors and its environment (i.e., the organizational learning
model). With the total management of the interface, internal people and process (i.e.,
the total quality management model), then it can achieve all-around effectiveness for
students, parents and the community.

In sum, the goal and specification model, the process model, and the absence of
problem model provide alternatives to conduct internal effectiveness assurance which
is the major focus of the first wave reforms. Clearly, as education institutions are in
a larger changing social context and education is a service, education effectiveness
has to be defined, assessed, and managed at the interface of the institution with
the community and diverse key stakeholders. Therefore, the interface effectiveness
assurance becomes the core concern of the second wave reforms. The other models,
including the resource-input model, the satisfaction model, the legitimacy model, the
organizational learning model, and the total quality management model can provide
a wide spectrum of important concepts and approaches to interface effectiveness
assurance for meeting diverse needs of strategic stakeholders in the community.
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3. THIRD WAVE: FUTURE EFFECTIVENESS

3.1. Towards the Third Wave

In the past decade, there have been numerous education reforms and initiatives
with the orientation of the second wave being introduced in different parts of the
world. The use of the interface effectiveness assurance models to ensure school ef-
fectiveness and education quality in a changing and demanding environment and
meet the needs of key stakeholders has been very evident and popular at the interna-
tional scene. Even now, at the beginning of the new millennium, the second wave is
still the major trend of education reforms. Accountability to the public, quality assur-
ance for stakeholders’ satisfaction, school monitoring and review, parental choice,
student coupon, parental and community involvement in governance, school charter,
and performance-based funding have become popular initiatives in education policy-
making. For example, many countries are now promoting school-based management
as the major school reform that includes most of these initiatives for ensuring in-
terface effectiveness between the education institution and the community (Cheng,
1996a).

A mentioned in Chapter 1, recently the rapid globalization, long lasting impacts
of information technology, drastic shocks of the economic downturn, and strong
demands for economic and social developments in both international and regional
competitions have stimulated deep reflection on current education reforms in the
Asia-Pacific Region and other parts of the world. Policy-makers and educators in
each country have to think about how to reform curriculum and pedagogy and to pre-
pare their young people to more effectively cope with the new era (Dalin & Rust, 1996;
Gardner, 1999). Unfortunately, the environment is changing too fast and full of uncer-
tainties and ambiguities. In such a context, most policy-makers and educators get con-
fused with numerous novel but conflicting ideas and lose their directions in the rapid
globalization. They begin to doubt whether the second wave of education reforms
can meet the challenges in a new era of globalization, information technology, and
knowledge-based economy. They are concerned with how interface effectiveness and
internal effectiveness of education institutions are relevant to those challenges. Even
though the existing stakeholders are satisfied with the quality of education services,
and the education institutions are accountable to the community, education can still
be considered to be ineffective or “useless” for our new generations in the new millen-
nium if and when the aims, content, practices, and outcomes of education have nothing
to do with the future needs and challenges in such a rapidly changing environment.

Therefore, education relevance to the future has to be one of the critical elements
in the discussion of education effectiveness. It means that in addition to internal
effectiveness and interface effectiveness, we should have effectiveness for the future
defined in terms of education relevance. More specifically, we may define future
effectiveness as the relevance of education provided by education institutions to the
future needs of individuals and the community to meet the coming challenges in
the new millennium. Therefore, future effectiveness assurance refers to the efforts
to ensure the relevance of aims, content, practices, and outcomes of education to the
future of new generations in a new era.

In recent few years, more and more countries have begun to review their education
systems in the light of future challenges and needs in the new century and initiated
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the third wave of education reforms. Critical observers have urged a paradigm shift
in learning and teaching and promoted reform of different aspects of education in
order to ensure the relevance to the new knowledge-driven economy, information
technology, and globalization and to pursue education effectiveness for the future
(see, e.g., Cheng, 2003a, b). This is the start of the third wave of education reforms
that is in need of a new theoretical base of future effectiveness assurance.

In the discussion of future effectiveness and its assurance, there are two important
types of education relevance: “Relevance to New Functions of Education Institution”
and “Relevance to Paradigm Shift in Education” in the new century.

3.2. Relevance to New Functions of Education Institution in the New Century

In the new century, education institutions in general and schools in particular
have different new functions, such as technical-economic, human-social, political,
cultural, and educational functions, at individual, institutional, community, society,
and international levels (Cheng, 1996a) as shown in Table 2.5. To a great extent, the ef-
fectiveness of education institutions should be intimately linked with the achievement
of these functions. If education institutions can perform and achieve these functions,
the education service provided by these institutions can be perceived to be effective
and of high quality. Therefore, the effort of effectiveness assurance aims at enhanc-
ing the effectiveness of teachers and education institutions to achieve these functions
(Cheng & Walker, 1997; Cheng, 1998).

Technical-economic functions refer to the education system’s contribution toTT
the technical or economic developments and needs at each of the five levels afore-
mentioned. At the individual level, education helps students acquire the knowledge
and skills necessary to survive and compete in a modern society. At the institutional
level, education institutions provide quality services for clients, employers, and oth-
ers connected with the organization. At the community and societal levels, education
institutions aid the economic and instrumental needs of their local community and
economy, modify or shape economic behaviors, and contribute to the development
and stability of the broader society. These then feed to the international community
through the education system and subsystems providing economically, technologi-
cally and environmentally sensitive adults to the constantly shrinking world com-
munity. Education relevance to technical-economic functions should be one of the
major concerns in current education reforms.

Human-social functions refer to the contribution of the education system to hu-
man development and social relationships at different levels of the society. At the
individual level, education helps students psychologically, socially, and physically
develop as fully as possible. At the institutional level, education institutions help
invent and reinforce the quality human relationships which frame organizational be-
havior. From a Functionalist perspective, education serves certain social functions
in their local community. These functions include the social integration of diverse
constituencies, the facilitation of social mobility within existing class structures and
the reinforcement of social equality. From the alternative viewpoint of the Conflict
Theory, education reproduces the existing social class structure and perpetuates so-
cial inequality (Cheng, 1995a; Blackledge & Hunt, 1985). Due to the growing global
consciousness (Beare & Slaughter, 1993), education needs to prepare students for
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Table 2.5: Relevance to New Functions of Education Institution

Technical-
Economic Human-Social Political Cultural Educational
Functions Functions Functions Functions Functions

In
d

iv
id

u
al

� Knowledge
and skills
training

� Career training

� Psychological
developments

� Social
developments

� Potential
developments

� Development
of civic
attitudes and
skills

� Acculturation
� Socialization

with values,
norms, and
beliefs

� Learning how
to learn and
develop

� Learning how
to teach and
help

� Professional
development

In
st

it
u

ti
o

n
al

� As a life place
� As a work

place
� As a service

organization

� As a social
entity/system

� As a human
relationship

� As a place for
political
socialization

� As a political
coalition

� As a place for
political
discourse or
criticism

� As a centre for
cultural
transmission
and
reproduction

� As a place for
cultural
re-vitalization
and
integration

� As a place for
learning and
teaching

� As a centre for
disseminating
knowledge

� As a centre for
educational
changes and
developments

C
o

m
m

u
n

it
y � Serving the

economic or
instrumental
needs of the
community

� Serving the
social needs
of the
community

� Serving the
political needs
of the
community

� Serving the
cultural needs
of the
community

� Serving the
educational
needs of the
community

S
o

ci
et

y

� Provision of
quality labor
forcesff

� Modification of
economic
behavior

� Contribution to
the manpower
structure

� Social
integration

� Social mobility/
social class
perpetuation

� Social equality
� Selection and

allocation of
human
resources

� Social
development
and change

� Political
legitimization

� Political
structure
maintenance
and continuity

� Democracy
promotion

� Facilitating
political
developments
and reforms

� Cultural
integration
and continuity

� Cultural
reproduction

� Production of
cultural capital

� Cultural
revitalization

� Development
of the
education
professions

� Development
of education
structures

� Dissemination
of knowledge
and
information

� Learning
society

In
te

rn
at

io
n

al

� International
competition

� Economic
co-operation

� International
trade

� Technology
exchange

� Earth
protection

� Sharing
information

� Global village
� International

friendship
� Social

co-operation
� International

exchanges
� Elimination of

national
/regional
/racial /gender
biases

� International
coalition

� International
understanding

� Peace/against
war

� Common
interests

� Elimination of
conflicts

� Appreciation
of cultural
diversity

� Cultural
acceptance
across coun-
tries/regions

� Development
of global
culture

� Development
of global
education

� International
education
exchanges
and
co-operation

� Education for
the whole
world

Notes. From Cheng (1996a)

international harmony, social co-operation, global human relationships, and work
towards the elimination of national, regional, racial, and gender biases at the in-
ternational level. Given the importance of human-social functions of education to
developments at different levels, how to ensure education relevance and quality in
this aspect is often the hot topic in education policy-making and debates.
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Political functions refer to the contribution of the education system to the political
developments at different levels of society. At the individual level, the education
institution helps students develop positive civic attitudes and skills and to exercise
the rights and responsibilities of citizenship. At the institutional level, education
institutions act as places for encouraging critical discussion of political issues. At
the community and societal levels, education institutions play an important role in
promoting the awareness of democracy and facilitating political developments and
changes. The growing awareness of international interdependence reinforces the
need for education to contribute to international understanding and the elimination
of international conflict. Responding to the increasing emphasis on democracy and
harmony at different levels in the new century, the education relevance to political
functions become a necessary part of future effectiveness assurance.

Cultural functions refer to the contribution of the education system to the cul-
tural transmission and development at different levels of society. At the individual
level, the education institution helps students develop creativity and aesthetic aware-
ness, and to become familiar with the dominant values underpinning their society.
At an institutional level, education institutions act as agents for systematic cultural
transmission, cultural integration among their multiple and diverse constituencies,
and cultural re-vitalization. At the community and society levels, education institu-
tions often serve as a cultural unit carrying the explicit norms and expectations of
the local community. Again, the Conflict Theory provides an alternative view. It sug-
gests that education institutions and teachers socialize students from different strata
of society with different sets of values and beliefs and, in the process, benefit some
groups more than others. At the international level, education can encourage the
appreciation of cultural diversity and the acceptance of different norms, traditions,
values, and beliefs in different countries and regions. For the long term develop-
ment of individuals, the community, the society, or the whole world, the education
relevance to cultural functions is inevitably a key concern in future effectiveness
assurance.

Education functions refer to the contribution of the education system to the de-
velopment and maintenance of education at different levels. Traditionally, education
has been perceived as a means to achieving the economic, social, political, and cul-
tural values only. Rapid and widespread changes, however, have now prompted an
acceptance that education in and of itself is a crucial goal. The content, system, and
structure of education, then, need to be developed and maintained. At the individual
level, education helps students learn how to learn, and teachers learn how to teach.
At the institutional level, the education institution serves as a place for profession-
als working together to improve learning and teaching through mutual supports and
shared innovations. At the community and society levels, education provides services
for different educational needs within their communities, facilitate the developments
of education as a profession, disseminate knowledge and information to the next
generation, and contribute to the formation of a learning society. In order to encour-
age mutual understanding among nations, education institutions can contribute to
the development of global education and international education exchange and co-
operation. The increasing importance of continuous lifelong learning to the future
development reinforces the relevance to education functions as necessary component
in effectiveness assurance.
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The knowledge of above functions of education institutions and accompanying
levels is crucial for effectiveness assurance. It provides a frame for education lead-
ers and teachers to understand and operationalize education programs relevant to
the new functions of education institution at different levels. Now, many education
institutions narrow their focus only on some of the functions, such as technical-
economic functions or human-social functions, but ignore the others. Some empha-
size functions only on the individual and institutional levels but neglect the functions
at the community, society and international levels. The biased emphases or nar-
rowed focuses would inevitably hinder their efforts to pursue future effectiveness in
education.

3.3. Relevance to Paradigm Shift in Education

As explained in Chapter 1, there is an emerging paradigm shift in education
from the Traditional Site-bounded Paradigmrr to theNew CMI-Triplization Paradigm
in the new century. The new paradigm will emphasize the development of stu-
dents’ contextualized multiple intelligences (CMI)—including technological, eco-
nomic, social, political, cultural, and learning intelligences—and the processes of
triplization—including globalization, localization and individualization—in edu-
cation. Correspondingly, there are contrastingly differences in the characteristics
of learning, teaching, curriculum and pedagogy between the traditional paradigm
and new paradigm of education. (see Chapter 1 for the detail) Therefore the
educational practices at different levels in different aspects should be based on
the new paradigm that aims at education relevance to the future for our new
generation.

3.4. Paradigm Shift in Effectiveness Assurance

Given the paradigm shift in learning, teaching and schooling, there is also cor-
responding paradigm shift in effectiveness assurance. In brief, since the traditional
paradigm emphasizes the delivery of knowledge and skill, the education effectiveness
assurance is often focused on the following questions:

1. How well learning and teaching can be organized to deliver the necessary
knowledge and skills to students;

2. How well the delivery of knowledge and skills to students can be ensured
through the improvement of teaching and learning;

3. How well teachers’ teaching can be improved in a given time period;
4. How well students can arrive at a given standard in teaching examinations;
5. How well the performance of teaching and the outcomes of learning can

satisfy the key stakeholders’ expectations and needs; and
6. How accountable the education services is to the public and stakeholders.
Clearly, the first four questions are concerned with internal effectiveness

assurance that focuses on the internal improvement in teaching, learning, and the
delivery of knowledge and skills. The last two questions come from the concern
of interface effectiveness assurance that focuses on the stakeholders’ satisfaction
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with the performance and learning outcomes and the education accountability to the
public. In other words, the traditional paradigm reflects the line of thinking of the
first and second waves.

But the paradigm shift towards CMI-triplization induces a new conception of
effectiveness assurance because the aims, content, and process of education are com-
pletely different from the traditional thinking. The new effectiveness assurance can
be based on the following major questions:

1. How well learning, teaching, and schooling are triplized?
This question aims to underscore the need to ensure that student learning,

teacher teaching, and schooling can be well placed in a globalized, localized, and
individualized context. Enhancing only internal improvement in teaching, learning,
and schooling is not sufficient to ensure education relevance to the globalization,
localization, and individualization for the future development of students. Also,
the satisfaction of stakeholders and accountability at the interface of school may
contribute to the localization of education but cannot promise globalization and
individualization.

2. How well students’ learning opportunities are maximized through the IT en-
vironment, networking, CMI teachers, and CMI education institutions?

This question draws attention to the need to ensure the maximizing of opportu-
nities for students’ learning and development in a triplized, CMI environment. The
concern is not on how much internal process can be improved and how much stake-
holders are satisfied, but on how large and how many opportunities can be created
for students’ learning and development of their CMI.

3. How well students’ self-learning is facilitated and sustained as potentially
lifelong?

This question concerns the ensuring of the maximized opportunities for stu-
dents’ self-learning being sustainable to lifelong. Short-term internal improvement
and short-term stakeholders’ satisfaction may not be so important and relevant to the
future of students if students themselves cannot sustain their learning as a lifelong
process.

4. How well students’ ability to triplize their self-learning is developed?
This question aims to lead to ensuring the relevance of student learning to the

development of their ability of triplizing self-learning. It is very important and neces-
sary for students to achieve their own ability for maximizing learning opportunities
and sustaining their self-learning through globalization, localization, and individu-
alization.

5. How well students’ CMI is continuously developed by themselves?
The question focuses on ensuring the outcomes of learning and teaching fun-

damentally relevant to the development of students’ contextualized multiple intel-
ligences, including technological, economic, social, political, cultural, and learning
intelligences, which are crucial for them to meet the challenges in the future. This is
the main concern.

From the above discussion, the implications for the paradigm shift in effective-
ness assurance are substantial. In order to ensure education relevance to the future
for the new generations in the new century, education should move towards the
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Relevance to the Future
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Figure 2.3: Value Created and Added in School Effectiveness

development of students’ contextualized multiple intelligences and triplization in
education including globalization, localization, and individualization.

4. THEORY OF VALUE-ADDED & CREATED IN EFFECTIVENESS

4.1. Value Added to Internal and Interface Effectiveness

As discussed previously, the effectiveness assurance of the first wave is based
on the theory of value added, that is dependent of the improvement of internal pro-
cess, including learning, teaching and management, to maximize the achievement
of planned goals. As shown in Figure 2.3, area A is the value added between time
T1 and T2 due to the improvement of the internal process. If the planned goals are
consistent with key stakeholders’ needs and expectations, then the internal effective-
ness assurance is consistent with the interface effectiveness assurance. And the value
added to internal effectiveness through internal improvement is also the value added
to interface effectiveness. However if the planned goals are not the key stakeholders’
goals or needs, then the value added to internal effectiveness is not itself the value
added to interface effectiveness.

4.2. Value Created to Future Effectiveness and Interface Effectiveness

If an education institution can increase education relevance or create enhanced
goals during time T1 and T2, then new values can be created in education effec-
tiveness, as shown in area B of Figure 2.3. This is the theory of value created. The
future effectiveness assurance is based on this theory with a focus on creating values
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through the enhancement of education relevance to the future. If the enhanced goals
can meet stakeholders’ expectations or even beyond, then the value created in future
effectiveness is also the value created in interface effectiveness. In this case, the fu-
ture effectiveness assurance is consistent with the interface effectiveness assurance.
Of course, if the enhanced goals are not the stakeholders’ needs, there may be no
values created to the interface effectiveness.

If the improvement of internal process and the enhancement of education rele-
vance can be achieved at the same time, there will be more value added and created
to education effectiveness, as shown in area C of Figure 2.3.

5. CONCLUSION

From the above discussion, we can see that the three waves of education reforms
in fact reflect the employment of different paradigms in conceptualization and assur-
ance of education effectiveness. Summarized in Table 2.6 are major characteristics
of these three paradigms.

5.1. Three Paradigms of Effectiveness Assurance

The first wave of education reforms emphasizes internal improvement and ef-
fectiveness. Therefore, the paradigm of effectiveness assurance in education concep-
tualizes effectiveness mainly as the internal effectiveness of management, teaching,
and learning to achieve the planned goals. Effectiveness assurance is defined as the
efforts to improve internal environment and processes of the education institution
such that the effectiveness of learning and teaching can be ensured to achieve the
planned goals. Based on the structure of effectiveness in the classroom, there are two
major approaches that can be used to conceptualize internal improvement for effec-
tiveness. The component effectiveness approach focuses on improvement of some
components of the internal processes and the relationship effectiveness approach on
improvement of the relationships between components of the internal process. In
practice, there are three models often being used to enhance internal effectiveness,
of which are the goal and specification model, the process model, and the absence
of problem model. The efforts of effectiveness assurance are often short-term orien-
tation, related to the daily practices and improvement in management, teaching, and
learning. Each model has its own characteristics to manage internal improvement for
effectiveness in education. Basically, the internal effectiveness assurance is based on
the theory of valued added in effectiveness.

The second wave of education reforms, and thus the effectiveness assurance
as well, focus on the interface between education institutions and the community.
Education effectiveness is in essence interface effectiveness, mainly defined and as-
sessed by the satisfaction of stakeholders with the education services of education
institutions, including education process and outcomes. Accountability to the public
and stakeholders is also the key effectiveness indicator. Therefore, effectiveness as-
surance means to ensure education services satisfying the needs of stakeholders and
accountable to the public. Depending on the approaches used to deal with the interface
issues and achieve interface effectiveness, there are five models for interface effec-
tiveness assurance, including the resource-input model, the satisfaction model, the
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Table 2.6: Three Different Paradigms of School Effectiveness Assurance

First Wave Second Wave Third Wave
Paradigm Paradigm Paradigm

Conceptions Internal Effectiveness: Interface Effectiveness: Future Effectiveness:
of
Effectiveness

� As education
effectiveness to achieve
planned goals

� As satisfaction of
stakeholder with the
education services
including education
process and
outcomes; and as
accountability to the
public

� As education relevance to
the future needs of
individuals, the community,
and the society

Effectiveness Internal Effectiveness Interface Effectiveness Future Effectiveness
Assurance Assurance: Assurance: Assurance:

� Improving the internal
environment and
processes such that the
effectiveness of learning
and teaching can be
ensured to achieve the
planned goals

� Ensuring education
services satisfying
the needs of
stakeholders and
accountable to the
public

� Ensuring the relevance of
aims, content, practices,
and outcomes of school
education to the future of
new generations in a new
era of globalization,
information technology, and
knowledge-driven economy

Major
Approaches/
Models of
Effectiveness
Assurance

Approaches: Interface Models: Relevance to New School
Functions:� Component

effectiveness approach
� Relationship

effectiveness approach
Internal Models:
� Goal and specification

model
� Process model
� Absence of problem

model

� Resource-input model
� Satisfaction model
� Legitimacy model
� Organizational

learning model
� Total qualityTT

management model

� Technical-economic
functions

� Human-social functions
� Political functions
� Cultural functions
� Education functions

Relevance to Paradigm in
Education:
� Development of

contextualized multiple
intelligences

� Triplization in education:TT
Globalization, localization
and individualization

Main
Questions for
Management
and Practice

� How well learning,
teaching, and schooling
are organized to deliver
knowledge and skills?

� How well the delivery of
knowledge can be
ensured through the
improvement of
schooling, teaching, and
learning?

� How well teachers’
teaching can be
improved and developed
in a given time period?

� How well students can
arrive at a given
standard in examination?

� How well the
performance of
teaching and the
outcomes of learning
can meet the
stakeholders’
expectations and
needs?

� How accountable the
education services is
to the public and
stakeholders?

� How well learning, teaching,
and schooling are triplized?

� How well students’ learning
opportunities are maximized
through IT environment,
networking, CMI teachers,
and CMI schools?

� How well students’
self-learning is facilitated
and sustained as potentially
lifelong?

� How well students’ ability to
triplize their self-learning is
developed?

� How well students’ CMI is
continuously developed by
themselves?

Time Frame of
Effectiveness
Assurance

� Short-term Orientation � Middle-term
Orientation

� Long-term Orientation

Theory of
Value Added/
Created

� Theory of value-added in
internal effectiveness

� Theory of
value-added and
value-created in
interface
effectiveness

� Theory of value-created in
future effectiveness
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legitimacy model, the organizational learning model, and the total quality manage-
ment model. All these models have been used widely in the business sector, and now
they have received increasing attention and application in the education sectors fol-
lowing the movements of school-based management, education accountability, and
privatization and marketization in education. In comparison with the short-term focus
of internal effectiveness assurance, the efforts of interface effectiveness assurance
are middle-term orientation, interacting with the interface and external environment
of the education institution. The interface effectiveness assurance can be based on
the theory of value added, the theory of value created, or both, depending on whether
or not the planned goals are the stakeholders’ expectations.

Responding to the challenges of globalization, information technology and
knowledge-driven economy in the new millennium, the third wave of education re-
forms urges a paradigm shift in effectiveness assurance. Educational effectiveness
is future effectiveness that is defined by the education relevance to the future needs
of individuals, the community, and the society. Therefore, future effectiveness assur-
ance is to ensure the relevance of aims, content, practices, and outcomes of education
to the future of new generations in facing up challenges of new millennium. There
are two main types of education relevance. First, the relevance to new functions
of education institutions in the new century includes technical-economic functions,
human-social functions, political functions, cultural functions, and education func-
tions. And second, the relevance to the paradigm shifts in education should include
an emphasis on the development of students’ contextualized multiple intelligences
and the triplization in education for creating unlimited opportunities for students’
continuous lifelong learning and development. As compared with the internal and
interface effectiveness assurance, the efforts of future effectiveness assurance are
mainly long-term orientation no matter for development of individuals, the com-
munity and the society. Also, triplization, including globalization, localization, and
individualization, in education is a crucial process for ensuring education relevance
and future school effectiveness. Clearly, the theory of future effectiveness assurance
is based on value created through the enhancement of education relevance and cre-
ation of new goals, that is different from the theory of value added through internal
improvement.

5.2. Total Effectiveness Assurance

Although internal effectiveness assurance, interface effectiveness assurance, and
future effectiveness assurance are based on different paradigms and they have dif-
ferent merits and focuses, all of them are important and necessary to provide us a
comprehensive framework to consider and manage education effectiveness in the new
century. They are mutually supplementary to each other, taking internal improvement,
interface satisfaction and accountability, and future relevance into consideration. We
can comfortably argue that, if an education institution can ensure internal effective-
ness, interface effectiveness, and future effectiveness, they have in effect enhanced
total effectiveness assurance.

From this line of thinking, the efforts in ongoing education reforms should focus
not only on interface effectiveness assurance and internal effectiveness assurance but
also on future effectiveness assurance in order to achieve total effectiveness.
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t4
t3

t1
t2

Time Frame

Future Effectiveness

Interface Effectiveness

Driven by continuous
learning & development

Internal Effectiveness

Figure 2.4: Maximizing Total Effectiveness through a Spiral Path

Given the constraints of time framework and resources, it is often unrealistic to
expect an education institution to maximize in such a rapidly changing education
environment the achievement of internal effectiveness, interface effectiveness, and
future effectiveness at the same time, in a short time, or all the time. However, ac-
cording to the dynamic concept proposed in Cheng (1996a), an education institution
can strive and learn to become effective to provide services of high internal effective-
ness, interface effectiveness, and future effectiveness in a dynamic way in a longer
time span, as shown in Figure 2.4. During the early stage between time t1 and t2, the
education institution may not achieve high total quality in education in a short time.
However, if they can continuously learn and develop to pursue all these three types of
effectiveness assurance, the effectiveness of their education services can be max-
imized towards higher total effectiveness in the later stage as shown in time t3
to t4.

All in all, how to ensure total effectiveness is a fundamental question that must
be immediately and fully addressed by education reformers. A point of departure is
to have a better understanding of the three waves of reform in relation to education
effectiveness and then draw policy implications for guiding the efforts to rationalize
education reform in order to cope with the various impacts and challenges in the
new millennium. It is hoped that the review in this chapter of the essence of the
three waves of reform and the three paradigms of education effectiveness, as well
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as the conception of total effectiveness construed in terms of internal effectiveness,
interface effectiveness, and future effectiveness, can provide a new comprehensive
framework for educators, researchers, and policy-makers in different parts of the
world to pursue quality education in the new century.

This chapter was developed mainly from: Cheng, Y.C. (2001).Educational relevance,
quality and effectiveness: Paradigm shifts. Invited keynote speech presented at thenn
International Congress for School Effectiveness and School Improvement held in
5–9 January 2001 in Toronto, Canada; Cheng, Y.C. (2002). Three waves of educa-
tion reform: Internal, interface, and future. In Y.C. Cheng, M.M.C. Mok, & K.W.
Chow (eds.) Hong Kong and International educational policies: A handbook. (Vol. 1,
pp. 3–30). Hong Kong: Hong Kong Institute of Education; Cheng, Y.C. (2001).
Paradigm shifts in quality improvement in education: Three waves for the futurerr .
Invited plenary speech at the International Forum on Quality Education for the
Twenty-first Century co-organized by UNESCO-PROAP, National Commission for
UNESCO of Ministry of Education, and National Institute of Educational Research
of China in12–15 June 2001, Beijing, China.
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Chapter 3

FOSTERING LOCAL KNOWLEDGE AND HUMAN
DEVELOPMENT IN GLOBALIZATION

OF EDUCATION

As pointed out in Chapter 1, rapid globalization is one of most salient aspects of
the new millennium particularly since the fast development of information technol-
ogy in the last decade. How education should respond to the trends and challenges
of globalization has become a major concern in policy making in these years. In
addition, facing the increasing demands for various developments of individuals
and local communities in the new century, not only globalization but also localiza-
tion and individualization are necessary in ongoing educational reforms. Efforts and
initiatives for a paradigm shift towards globalization, localization and individual-
ization in education have been gradually evident in some countries in recent years
(Chapter 1).

Globalization is creating numerous opportunities for sharing knowledge, tech-
nology, social values, and behavioral norms and promoting developments at different
levels including individuals, organizations, communities, and societies across differ-
ent countries and cultures. In particular, the advantages of globalization may include
the following (Cheng, 2000; Brown, 1999; Waters, 1995):

1. Global sharing of knowledge, skills, and intellectual assets that are necessary
to multiple developments of individuals, local communities and international
communities;

2. Mutual supports and benefits to produce synergy for various developments
of countries, communities, and individuals in different parts of the world;

3. Creating values and enhancing efficiency and productivity through the above
global sharing and mutual supports to serving local needs and human devel-
opment;

4. Promoting international understanding, collaborations, harmony and accep-
tance to cultural diversity across various countries and regions; and

5. Facilitating multi-way communications and multi-cultural appreciations
among various groups, countries and regions.

Globalization seems to be unavoidable to many countries and numerous initia-
tives and efforts have been made to adapt to it with aims at taking opportunities to
develop their societies and people in the process of globalization. However in recent
years there are also increasing international concerns about the negative impacts
of globalization on indigenous and national developments. Various social move-
ments and demonstrations have been initiated against the threats of globalization
particularly on developing countries. It is believed that the dangerous consequences
of globalization are various types of political, economic, and cultural colonization
and overwhelming influences of advanced countries to developing countries and the
rapidly increasing gaps between rich areas and poor areas in the world. In particular,
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the potential negative impacts of globalization include the following (Brown, 1999;
Stiglitz, 2002; Waters, 1995):

1. Increasing the technological gaps and digital divides between advanced coun-
tries and less developed countries, that are hindering equal opportunities for
fair global sharing;ff

2. Creating more apparently legitimate opportunities for a few advanced coun-
tries to economically and politically colonize other countries globally;

3. Exploiting local resources and destroying indigenous cultures of less advanced
countries to benefit a few advanced countries;

4. Increasing inequalities and conflicts between areas and cultures; and
5. Promoting the dominant cultures and values of some advanced areas and

accelerating cultural transplantation from advanced areas to less developed
areas.

Clearly, the management and control of the impacts of globalization are related
to some complicated macro and international issues that may be far beyond the
scope of this chapter. However in general, many people believe, education is one of
key local factors that can be used to moderate some impacts of globalization from
negative to positive and convert threats into opportunities for the development of
individuals and local community in the inevitable process of globalization (Green,
1999; Henry et al., 1999; Jones, 1999). How to maximize positive effects but minimize
negative impacts of globalization is a major concern in current educational reforms
for national and local developments. Specifically, what is the relationship between
the local knowledge systems and the global knowledge system in globalization?
How can we foster local knowledge and human development for individual and local
developments through globalization in education and from the global knowledge
system, particularly in those developing countries that are facing the challenges of
losing local identity in overwhelming globalization. This chapter aims to provide
a new framework of multiple theories for exploring these issues and concerns and
supporting many ongoing education reforms in different parts of the world under the
tremendous impacts of globalization.

1. LOCAL KNOWLEDGE AND GLOBAL KNOWLEDGE

Local knowledge is the knowledge that has been tested valid in a local con-
text and accumulated by the local community or people. To different local com-
munities, the existing social contexts, cultural assets and historical backgrounds
may be completely different and therefore the knowledge and wisdom they have
found useful and valid and accumulated in the past years may be different. There-
fore, it is not a surprise that the knowledge systems of local communities may be
mutually different. As shown in Figure 3.1, the local knowledge system of com-
munity A may be different from those of communities B, C, D, E, F, and many
others.

Global knowledge is a vague concept. To different scholars or researchers, the
concept of global knowledge may be differently defined. Some may define the global
knowledge roughly as the knowledge that is valid and common in many, if not most,
countries and areas in the world. If we accept this definition, it means that some parts
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Figure 3.1: Local Knowledge Systems and the Global Knowledge System

of the local knowledge may contribute to the pool of global knowledge if they are
valid in many countries; and other parts of the local knowledge may not become
global knowledge because they are valid only in this local context but not the others.
As shown in Figure 3.1, parts of local knowledge system A become part of global
knowledge but the other parts are unique and valid only in community A.

Due to the rapid globalization accelerated by the advances in information tech-
nology and the wide international networking, communication, interaction and com-
petition, the influences and impacts of some knowledge systems particularly of the
advanced countries are disseminated globally and fast to other countries. How local
people and a local community can learn from the global knowledge to foster their
local knowledge and human development to support their local developments in the
context of globalization will be a crucial question in educational reform. As shown
in Figures 3.2 and 3.3, there are two types of interactions between local knowledge
development and global knowledge dissemination in globalization: growing local
knowledge and disappearing local knowledge in the process of globalization.

As shown in Figure 3.2, if the local knowledge can be fostered in globalization,
there will be increased contribution to local developments and also likely increased
contribution to the growth of global knowledge and global developments if this
increased local knowledge is also valid to other communities.

As shown in Figure 3.3, if the local knowledge is overwhelmed and even re-
placed by the external knowledge in the process of globalization, the local knowledge
system will be unable to grow and will gradually disappear. In turn, there will be
decreased contribution to local developments due to the inappropriateness of external
knowledge to the local context and the lack of appropriate local knowledge for the
development of local community.
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2. MULTIPLE THEORIES OF FOSTERING LOCAL KNOWLEDGE

According to the past experiences of Asia countries interacting with the Western
countries in the past century (e.g. Yu (2001) on China; Wada (1993) on Japan) as
well as the recent observations (Cheng, 2002a, b), a typology of multiple theories can
be proposed to conceptualize and foster local knowledge and human development
particularly through globalized education, as shown in Table 3.1. All these theories
have their own characteristics, strengths and limitations in globalizing education.

2.1. Theory of Tree

Many Asia countries such as China, India, Japan, Thailand, and Korea, which
have experienced a long history to build up their fruitful cultural traditions, are



Table 3.1: Multiple Theories of Fostering Local Knowledge and Human Development in Globalization
of Education

Implications Expected
Multiple for Curriculum Educational
Theories Characteristics and Instruction Outcomes Strengths Limitations

Theory
of Tree

The process
has its roots in
local values and
traditions but
absorb external
useful and
relevant
resources to
grow outwards;

Fostering local
knowledge in
globalized
education
needs local and
cultural roots

The curriculum is
based on local
values and cultural
assets but absorbs
suitable global
knowledge and
technology to
support the
development of the
local community
and individuals as
local citizens;

The selection of
global knowledge
in instruction will
mainly depend on
the needs of the
local community
and cultural
preference

A local
person with
international
outlook;

Act locally
and develop
globally;

The local
community can
maintain its
traditional values
and cultural
identity and
accumulate local
knowledge as it
grows and
interacts with the
input of external
resources and
energy;

The successful
growth of a local
community will
contribute to the
growth of the
global community
and knowledge;

If the cultural roots
are poor and narrow,
the growth of
individuals and local
community will be
tightly bounded and
suffering;

The conversion of
global knowledge
into local knowledge
may be very
selective and limited
subject to the
cultural bias;

Without any cultural
changes, the
developments and
growths may be
mainly short-term
technical changes

Theory
of
Crystal

The key of the
process is to
have local
seeds to
crystallize and
accumulate the
global
knowledge
along a given
local shape;

Fostering local
knowledge is to
accumulate
global
knowledge
around local
seeds

The design of
curriculum and
instruction is to
identify the core
local needs and
values as the
fundamental seeds
to accumulate
those relevant
global knowledge
and resources for
education;

The understanding
of local knowledge
structure is a
necessary base for
students to
accumulate the
global knowledge
and wisdom

A local
person
remains a
local person
with some
global
knowledge;

Act locally
and think
locally with
increasing
global
techniques

There is no
conflicts between
local needs and
the global
knowledge to be
absorbed and
accumulated in
the development
of local
community and
individuals;

It is quite easy to
identify what the
local community
wants or doesn’t
want from the
overwhelming
global inputs and
to avoid being
over-globalized;

It is not easy to find
a set of good local
seeds or values that
can be used to
crystallize and
localize the powerful
and fruitful global
knowledge and
wisdom;

The original nature
and types of local
seeds themselves
may crystallize only
those similar to them
but not other;

No contributions to
the growth of global
knowledge and
community

Theory
of
Birdcage

The process is
open for
incoming global
knowledge and
resources but
limiting the local
developments
and related
interactions with
the outside
world to a fixed
framework;

Fostering local
knowledge in
globalized
education
needs a local
framework for
protection and
filtering

It is necessary to
set up a local
framework with
clear ideological
boundaries and
social norms for
curriculum design
such that all
educational
activities can have
a clear local focus
when benefiting
from the exposure
of wide global
knowledge and
inputs;

Local loyalty and
concerns should
be the core parts
of education

Local
person with
bounded
global
outlook;

Act locally
with filtered
global
knowledge

The framework
can help to
ensure local
relevance in
globalized
education;

It helps to avoid
any loss of local
identity and
concerns during
globalization or
international
exposure;

It may protect the
local interests
from the
over-globalization

It is difficult to build
up appropriate
cultural or social
boundaries to filter
the global impacts
and ensure local
relevance;

The boundaries may
be too tight and
closed to stop any
necessary
interactions with the
outside world and
limit the growth of
local knowledge

(continued )



Table 3.1: Continued

Implications Expected
Multiple for Curriculum Educational
Theories Characteristics and Instruction Outcomes Strengths Limitations

Theory
of DNA

The process
identifies and
transplants the
better key
elements from
the global
knowledge to
replace the
existing weaker
local
components in
the local
development;

Fostering local
knowledge is to
replace the
invalid local
knowledge with
the vital global
knowledge

The curriculum
design should be
very selective to
both local and global
knowledge with aims
to choose the best
elements from them;

The understanding
of weak and strong
elements in both
local and global
knowledge is
necessary in
education;

Students are
encouraged to be
open for
transplanting any
good elements into
local contexts

A person
with locally
and globally
mixed
elements;

Act and
think with
mixed local
and global
knowledge

It is open for any
rational
investigation and
transplant of valid
knowledge and
elements without
any local barrier or
cultural burden;

It seems to be the
efficient way to
learn and improve
the existing local
practices and
developments

It may not be true
that the
identification of
weak and strong
elements is
culturally and
socially easy;

It may be too
mechanical to
assume that the
transplant and
replacement can
be carried out
easily without any
cultural
resistance and
negative social
impacts on the
developments of
individuals and
local community

Theory
of
Fungus

The process is
to digest certain
types of global
knowledge for
the nutrition of
individual and
local
developments;

Fostering local
knowledge is to
digest some
global
knowledge and
convert it to be
local nutriment
for the
development of
individuals and
local community

The curriculum and
instruction should
aim at enabling
students to identify
and learn what
global knowledge is
valuable and
necessary to their
own developments;

The design of
education activities
should digest the
complex global
knowledge into
appropriate forms
that can feed
individuals and their
growth

A person
equipped
with certain
types of
global
knowledge;

Act and think
dependently
of relevant
global
knowledge

It is easier to digest
and absorb the
useful elements of
global knowledge
than to produce
local knowledge
from the beginning;
The roots for
growth and
development are
based on the
global knowledge
instead of local
culture or values

The process will
be mainly
one-way
digestion and
absorption of
external
knowledge;

Its contribution to
the growth of the
global knowledge
and resources is
very limited;

There is no clear
local identity and
base for its
growth but
dependent of
external
resources and
knowledge

Theory
of
Amoeba

The process is
to make full use
of the global
knowledge with
minimal local
constraints;

Fostering local
knowledge is to
fully use and
accumulate
global
knowledge in
the local context

The curriculum
should include the
full range of global
perspectives and
knowledge;

To achieve a broad
international outlook
and apply global
knowledge locally
and globally is
crucial in education;

Cultural burdens and
local values can be
minimized in the
design of curriculum
and instruction in
order to let students
be totally open for
global learning

A flexible
and open
person
without any
local
identity;

Act and think
globally and
fluidly

It is completely
flexible and open
to all global
exposure;

It has least local
and cultural
constraints in
accumulating
global knowledge
and resources
such that the
developments of
individuals and
local community
can have larger
opportunities to be
benefited from
advanced
experiences in
different parts of
the world

There will be a
loss of local
values and
cultural identity;

Potentially, the
local community
will lose its
direction and
social solidarity
during
overwhelming
globalization;

It is not so clear
what local
contribution can
be made to the
growth of global
knowledge and
development
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making great efforts to maintain their cultural assets and local identities in facing the
challenges of globalization. They often tend to use the theory of tree to foster local
knowledge in globalization particularly in education.

The theory of tree assumes that like the growth of a tree, the process of foster-
ing local knowledge should have its roots in local values and traditions but absorb
useful and relevant resources from the external or global knowledge system to grow
the whole local knowledge system inwards and outwards. Therefore, fostering lo-
cal knowledge through globalized education needs local identity and cultural roots
and the curriculum design should be based on local values and cultural assets but
absorbs suitable global knowledge and technology to support the development of
the local community and individuals as local citizens. For example, the Confucian-
ism is often perceived as the core cultural values for education in Chinese societies
like Taiwan and mainland China even though the absorption and transplantation of
technology and knowledge from the western societies is still necessary to serve the
developmental needs at different levels. The Confucian values and beliefs often play
a key role to direct how to learn and apply the technology and knowledge for local
needs. Therefore, the selection of global knowledge in curriculum and instruction
will mainly depend on the needs of the local community and cultural preference but
not the popularity in the outside world. The expected outcome in globalized educa-
tion will be to develop a local person with international outlook, who will act locally
and develop globally.

The strength of this theory is that the local community can maintain and even
further develop its traditional values and cultural identity as it grows and interacts
with the input of external resources and energy in accumulating local knowledge for
local developments. Since the process is mainly based on the cultural roots, it will be
stable and gradual. To a certain extent, the successful growth of a local community
and its local knowledge system will contribute to the growth of the global community
and knowledge, as shown in Figure 3.2.

However, if the cultural roots of the local community are poor and narrow, the
growth of individuals and local community will be tightly bounded and suffering
from narrow cultural constraints. The conversion of global knowledge into local
knowledge may be very selective and limited subject to the cultural bias. Furthermore,
it is not a surprise that without any cultural changes, the developments and growths
of individuals and the local community may be mainly short-term technical changes
and the knowledge to be accumulated may be only technical knowledge.

2.2. Theory of Crystal

Some countries may worry the total exposure to globalization leading to a loss
of local identity and values and they prefer to focus on fostering local knowledge in
globalization on a given local aspect. The theory of crystal reflects this concern. Like
crystallization, the key of the fostering process is to have “local seeds” to crystallize
and accumulate the global knowledge along a given local expectation and demand.
Therefore, fostering local knowledge is to accumulate global knowledge around some
“local seeds” that may be the existing local demands and values to be fulfilled in these
years. For example, in the past century some Asian countries like China, Japan and
Korea were proud of their traditional values but they were concerned with theirKK
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weaknesses in science and technology particularly in the international competitions.
Therefore, they had strongly emphasized to learn from the outside world and build
up their own strengths in the area of science and technology. This is a good case to
show the theory of crystal for fostering local knowledge with clear local needs in
globalized education.

According to this theory, the design of curriculum and instruction is to identify
the core local needs and values as the fundamental seeds to accumulate those relevant
global knowledge and resources for education. Even though globalized education is
provided to students, the understanding of local knowledge structure is also a neces-
sary base for them to accumulate the global knowledge and wisdom. The expected
educational outcome is to develop a local person who can remain as a local person
but equipped with some global knowledge. He or she can act locally and think locally
with increasing global techniques.

With local seeds to crystallize the global knowledge, there may be no conflictsWW
between local needs and the external knowledge to be absorbed and accumulated
in the development of local community and individuals. In practice, it is easier to
identify what the local community wants or does not want from the overwhelming
global inputs and to avoid being over-globalized. However, at the same time, it is also
not easy to find a set of good local seeds or values that can be used to crystallize and
localize the powerful and fruitful global knowledge and wisdom. Since the original
nature and type of local seeds themselves may crystallize only those similar to them
but not other, the knowledge to be fostered may be limited. Given the nature of
one-way crystallization, there will be no clear contribution to the growth of global
knowledge and community.

2.3. Theory of Birdcage

How to avoid the overwhelming and dominating global influences on the nation
or local community is often one of key concerns in the processes of globalization
and modernization. The theory of birdcage is often considered as one of important
approaches to tackling this issue in fostering local knowledge in globalized education.

This theory contends that like the function of a birdcage, the process of fostering
local knowledge can be open for incoming global knowledge and resources but at
the same time efforts should be made to limit or converge the local developments
and related interactions with the outside world to a fixed framework (i.e. within the
birdcage). It means that fostering local knowledge in globalized education needs a
local framework (like a “birdcage”) for filtering the incoming external knowledge
and protecting the local developments from the negative global influences.

In globalization of education, it is necessary to set up a framework with clear
ideological boundaries and social norms for curriculum design such that all educa-
tional activities can have a clear local focus when benefiting from the exposure of
wide global knowledge and inputs. For example, for a communist China, the ide-
ology of communism or socialism can be an important framework or “birdcage” to
set boundaries for curriculum design and educational activities when education is
open to the outside world and globalization. The expected educational outcome is
to develop a local person with a bounded global outlook, who can act locally with
filtered global knowledge.
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The theory can help to ensure local relevance in globalizing education and avoid
any loss of local identity and concerns during globalization or international expo-
sure. Particularly the local framework may protect the local interests from over-
globalization. However in practice, it is often very difficult to build up appropriate
cultural or social boundaries to filter the global impacts and ensure local relevance,
firstly because the boundaries may be too tight and closed to stop necessary and
meaningful interactions with the outside world and limit the growth of local knowl-
edge, or secondly because the boundaries may be too loose and lose their functions
for filtering and protection.

2.4. Theory of DNA

In the contemporary history of Asian countries, many initiatives and reforms
have made to remove dysfunctional local traditions and structures and replace them
with new ideas borrowed from other countries particularly the western countries. The
theory of DNA represents this line of thinking and movement. Like re-structuring
DNA for better biological product and performance, this theory emphasizes on identi-
fying and transplanting the better key elements from the global knowledge to replace
the existing weaker local components for better local developments. It means that
fostering local knowledge is mainly a process to replace the invalid local knowledge
with the vital global knowledge through globalization or globalized education.

In globalizing education, the curriculum design should be very selective to both
local and global knowledge with aims to choose the best elements from them. There-
fore, the understanding of weak and strong elements in both local and global knowl-
edge is necessary in education. Students are strongly encouraged to be open for
transplanting any good elements into local contexts. And the expected educational
outcome is to develop a person with locally and globally mixed elements, who can
act and think with mixed local and global knowledge.

The strength of this theory is its openness for any rational investigation and
transplant of valid knowledge and elements without any local barrier or cultural bur-
den. It may provide an efficient way to learn and improve the existing local practices
and developments. Clearly, in practice, it may not be true that the identification of
weak and strong elements is culturally and socially easy. Sometimes, it may be too
mechanical to assume that the transplant and replacement with a good will can be
carried out easily without any cultural resistance and negative social impacts on the
developments of individuals and local community. Many reforms in the past years
have already given us good lessons on the failure of transplant of oversea initiatives
to local contexts.

2.5. Theory of Fungus

Due to various historical, geographical or economic reasons, the development
of some countries may depend heavily on some other countries. It is not a surprise
that their expectation and practice of fostering local knowledge also depend very
much on the selective global knowledge closely related to those countries they are
depending on. For example, Singapore and Hong Kong had been colonies of the
United Kingdom a long time. The development of their education system and other
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social systems had adopted heavily some major features of the UK systems. The
theory of fungus reflects this mode of fostering local knowledge in globalization.
This theory assumes that it is a faster and easier way like fungus to digest and
absorb certain relevant types of global knowledge for the nutrition of individual and
local developments, than to create their own local knowledge from the beginning.
Therefore, the process of fostering local knowledge is to digest the types of global
knowledge significant and relevant to local developments and convert it to be local
nutriment for the development of individuals and the local community.

From this theory, the curriculum and instruction should aim at enabling students
to identify and learn what global knowledge is valuable and necessary to their own
developments and significant to the local community. In globalizing education, the
design of education activities should aim at digesting the complex global knowledge
into appropriate forms that can feed the needs of individuals and their growth. The
expected educational outcome is to develop a person equipped with certain types of
global knowledge, who can act and think dependently of relevant global knowledge
and wisdom.

This theory has its strengths. Particularly for some small countries like Singapore
and Fuji, it is easier to digest and absorb the useful elements of global knowledge than
to produce their own local knowledge from the beginning. The roots for growth and
development are based on the global knowledge instead of local culture or values.
Clearly, the process will be mainly one-way digestion and absorption of external
knowledge and thus, its contribution to the growth of the global knowledge and
resources is very limited. There is no clear local identity and vision for its growth
but dependent of external resources and knowledge.

2.6. Theory of Amoeba

For some countries or areas (e.g. Hong Kong) without too much cultural back-
ground, they may not be so concerned with the conservation of local values and cul-
tural assets. What they are most concerned may be the adaptation to the fast changing
global environment and the economic survival in serious international competitions.
Therefore, they may tend to use the theory of amoeba that aims to make full use
of the global knowledge with minimal local constraints. This theory considers that
fostering local knowledge is, like the movement of amoeba, only a process to fully
use and accumulate global knowledge in the local context. Whether the accumulated
knowledge is really local or the local values can be preserved is not a major concern.

According to this theory, the curriculum design should include the full range of
global perspectives and knowledge to totally globalize education in order to max-
imize the benefits from global knowledge and become more adaptive to changing
environment. Therefore, to achieve a broad international outlook and apply global
knowledge locally and internationally is crucial in education. And, cultural burdens
and local values can be minimized in the design of curriculum and instruction in
order to let students be totally open for global learning. The expected educational
outcome is to develop a flexible and open person without any local identity, who can
act and think globally and fluidly.

The theory encourages the local community to be completely flexible and open to
all global exposure such that it has least local and cultural constraints in accumulating
global knowledge and resources. Then, the developments of individuals and local
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community can have larger opportunities to be benefited from advanced experiences
in different parts of the world. Of course, the strengths of this theory are also its
limitations particularly in some culturally fruit countries like India, China and Japan.
There will be a potential loss of local values and cultural identity in the country and
the local community will potentially lose its direction and social solidarity during
overwhelming globalization. In a larger perspective, it is not so clear what local
contribution can be made to the growth of global knowledge and development.

2.7. Comparing Multiple Theories

The above theories have their own strengths and limitations in application. To dif-
ferent countries and communities, their contextual conditions and characteristics may
be very different. It is difficult to conclude any one or two of theories better than the
others. However, these theories can provide a typology for policy-makers, educators
and researchers to consider the conceptualization and implementation of strategies
and measures to maximize the advantages of globalization and grow local knowledge
and human development for the developments of individuals and the local commu-
nity and to minimize the negative impacts of globalization on the local developments.
Given the complexity of a country or a local community, it would be recommendable
to consider the possible combinations of various theories in conceptualizing the ways
of fostering local knowledge and human development in globalizing education.

According to the extents of the dependence of global knowledge and the orien-
tation towards local values and culture, the characteristics of these theories can be
roughly plotted as shown in Figure 3.4. The theories of amoeba and fungus have the

Local Orientation

Global Dependency
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least local orientation but stronger global dependence. Comparatively, the theories
of tree, crystal, and birdcage have the stronger local orientation but weaker global
dependence. The theory of DNA may be lying between these two groups of theories.

3. DYNAMICS BETWEEN LOCALIZATION AND
GLOBALIZATION IN EDUCATION

From the above discussion, we can see that fostering local knowledge and hu-
man development in the global environment is in fact a process of localization of
global knowledge for local developments. Also the growth of local knowledge and
human development may contribute back to the pool of global knowledge system and
generate impacts on other countries. This becomes a part of globalization of local
knowledge. It means that there is a dynamic relationship between localization and
globalization.

3.1. Localized Globalization in Education

The theories of tree, crystal, birdcage and DNA provide different approaches
including such as cultural roots, local seeds, ideological boundaries, and the
replacement of poor local components to localizing global knowledge in the pro-
cess of globalizing education.

The process of localized globalization and its contribution to the local develop-
ments can be illustrated as shown in Figure 3.5. The life cycle of globalization in
education is indicated by SABCD or SAXCE.

If the theories of amoeba and fungus are adopted in the globalization of education,
there will be nearly no local orientation or concerns in the process. It means that it will
be a total globalization as shown in life cycle SABCD. At the beginning (i.e. SAB),

Globalization in Education

Advantages for Local 
Developmentsl

Total Globalization (by
Theories of Amoeba and 
Fungus)

Localized Globalization (by Theories of Tree, 
Crystal, Birdcage, and DNA),

A

BBBB

C

Value-added due to local
creativity and adaptation

Value-reduced due to 
colonization and local 
irrelevance

Expected 
Value

E

D

Operational Change

Cultural Changeg

S

X

Figure 3.5: Localized Globalization in Education
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the contribution to the local development will be increased quickly particularly due
to the operational change or technical change got from the global knowledge input.
However after that, the contribution may be gradually decreased from B to CD due
to value-reduced from the effect of colonization and irrelevance to the deeper local
needs. The local culture will be changed towards submissive colonial culture, losing
its local identity and creativity.

In contrast, if the theories of tree, crystal, birdcage, and DNA are employed to
localize global knowledge in education, it will be localized globalization as shown
in life cycle SAXCE. Since there may need time and effort for adaptation due to
inducing the local elements (such as values, concerns, and ideas) at the point A in the
process of globalization, the contribution to the local developments may be decreased
during the period of adaptation from A to X. However after that, the contribution to
local developments will be quickly increased from C to E due to the value-added from
the local relevance and adaptation. The increased advantages to local developments
will be mainly based on the success of both operational change and cultural change
towards local self-determination and creativity.

3.2. Scenarios of Globalization and Localization in Education

Given the importance of both localization and globalization in education as well
as the additional values created from their interaction as discussed above, there may
be four scenarios in educational development: Highly Globalized and Localized;
Totally Globalized; Totally Localized and Totally Isolated, as shown in Figure 3.6.TT

(Theories of Tree, Crystal,
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(Theories of
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Figure 3.6: Four Scenarios of Globalization and Localization in Education
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Scenario 1: Highly Globalized and Localized Education. This is an ideal sce-
nario emphasizing both localization and globalization in education and to a great
extent, integrating them through the theories of tree, crystal, birdcage and DNA.
This scenario aims at localizing the global knowledge and resources and making
them valid and relevant to the local context and also aims at globalizing the educa-
tional opportunities and experiences for students and broadening their international
outlook.

Scenario 2: Totally Globalized Education. This scenario is mainly based on
the theories of amoeba and fungus, emphasizing on the global orientation and depen-
dence and ignoring the local orientation and values in designing educational aims,
curriculum and instruction. The educational activities are mainly global oriented. In
some Asian countries or areas, the international schools established for the elite class
often adopt this model.

Scenario 3: Totally Localized Education. This scenario totally ignores the
global knowledge and influence but strongly emphasizes on local relevance and
community involvements in educational design and practice. Existing local values,
cultural identity, community experiences and local knowledge are the core part of
education.

Scenario 4: Totally Isolated Education. This scenario represents the tradi-
tional mode of site-bounded education that is isolated from the local community and
the outside world. The educational aims, curriculum content, and pedagogical prac-
tice have been maintained unchanged for many years and have very little relevance
to the daily community experiences, real work life, and changing local develop-
ments. There is a big gap between the education provided and the local and global
realities.

Traditionally, the major mode of school education is mainly in scenario 4 andT
partly in scenario 3. The developments of individuals and the local community are of-
ten suffering from this traditional mode of education in facing the serious challenges
in a new era of globalization and transformation (Cheng, 2000). The current educa-
tional reforms in different parts of the world are making efforts to shift education
from scenarios 3 and 4 towards scenario 1, highly globalized and localized education,
as shown in Figure 3.7.

4. FOSTERING INDIVIDUAL KNOWLEDGE AND HUMAN
DEVELOPMENT IN GLOBALIZATION IN EDUCATION

From the above multiple theories of fostering local knowledge and human de-
velopment and the relationship between localization and globalization in education,
we can discuss further how to foster local knowledge and human development at
the individual level and the school organization level with localization and global-
ization in education and the support of information technology and various types of
international and local networking.

As illustrated in Chapter 4, Mok and Cheng (2001) has proposed a theory of
self-learning in a networked human and technology environment. We can use this
theory to illustrate how local knowledge and human development are fostered at the
individual level in the process of localizing and globalizing education.
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Figure 3.7: Reform towards Scenario 1—Highly Globalized and Localized Education

Based on the concepts of action learning (Yuen & Cheng, 1997, 2000; Argyris &
Schon, 1974; Argyris, Putnam, & Smith, 1985), Mok and Cheng (2001) conceptu-¨
alised the process of self-learning as a cyclic process in a networked human and IT
environment as shown in Figure 3.8. It subdivides a learning episode into a sequence
of three components such as mental condition (mind-set), action, and outcome, linked
by four processes including planning, monitoring, feedback to mental condition and
feedback to action. There are two types of feedback from the monitoring process and
outcomes to the learner: One to the mind-set and the other one directly to action. The
feedback to mind-set will help the learner to reflect on and change his/her own mental
models including meta-cognition, thinking methods, meta-volition, and knowledge
and then to change the planning process as well as the action of learning. The learn-
ing associated with changes in mental-set or mental models is often referred as the
second order learning or the double-loop learning (Chapter 4).

The feedback directly to the action of learning will help the learner to adapt
his/her learning behaviors. The learning associated with changes in behaviors or
actions is often referred to be the first order learning or the single loop learning.
Since this type of learning has not changed the mental conditions of the learner, it
may not produce long lasting learning effects at a higher level.

As illustrated in Figure 3.8, education can be globalized and localized with the
multiple theories and the support of networked human and IT environment in both
local and global contexts. With different theories of fostering local knowledge and hu-
man development in globalization of education, the expected educational outcomes,
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Figure 3.8: Growth of Individual Knowledge and Development as Local Knowledge in Globalized and
Localized Education

curriculum designs and even pedagogical methods are different (see Table 3.1). How-
ever no matter what theories to be used in globalizing education, the fostering of local
knowledge and human development at the individual level happens in the first or-
der learning and the second order learning. In the first order learning, students can
achieve the types of operational knowledge and skills that are directly relevant and
contributive to the local developments. In the second order learning, students can
achieve the types of high-level knowledge such as wisdom, meta-cognition, values
and beliefs that are crucial and necessary to the long-term developments of the local
community.

Since the knowledge achieved has been gone through individual students’ effort,
action, self-reflection and self-construction in the first order learning and second
order learning, they are individual knowledge including new elements and individual
discovery and contribution to the pool of local knowledge and global knowledge.
Therefore, the fostering of local knowledge and human development should not be
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a static concept but a dynamic concept including the growth and contribution of
individual knowledge. The increase in individual knowledge will result in the growth
of local knowledge for both short-term and long-term local developments.

5. FOSTERING INSTITUTIONAL KNOWLEDGE AND DEVELOPMENT
IN GLOBALIZATION OF EDUCATION

There is a strong reform movement in different parts of the world to promote
education institutions as learning organizations or communities such that they can
learn to be adaptive and effective in facing up the various challenges from the
fast changing educational environment in this new era of globalization and trans-ff
formation. The school reform towards school-based management is one important
worldwide initiative to promote school self-initiative and autonomy for enhancing
effectiveness and educational quality at the institutional level. Based on the idea of
strategic management (Cheng, 1996), school-based management can be organized
as a self-management process at the three levels includes five stages, namely envi-
ronmental analysis, planning and structuring (affiliating), staffing (developing) and
directing, implementation, and monitoring and evaluating (Cheung & Cheng, 1996),
as shown in Figure 3.9. (see Chapter 18 for the detail)

To a great extent, this self-management process is also a self-learning cycle
for the continuous learning and self-improvement of an education institution in a
context of globalization and localization in education (Cheng, 1996). Similar to
the growth of individual knowledge in globalized education, local knowledge about
learning, teaching and management can be fostered during the self-management
process or self-learning cycle. The fostering of local knowledge at the institu-
tional level can also be considered as the growth of institutional knowledge be-
cause this knowledge is generated, accumulated and owned by the education institu-
tions through the institutional thinking, planning, action, experience, evaluation, and
reflection.

There are three levels of fostering local knowledge and human development in an
education institution during the multi-level self-management process: the individual
member level, group level and organizational level. It means that individual mem-
bers, groups, and the whole institution can learn and accumulate knowledge from
their daily action and interaction with the local and global environments as institu-
tional knowledge or local knowledge in globalization of education. Of course this
accumulated and validated institutional knowledge can be disseminated and shared
with other institutions and the local community through various types of networks and
channels for improving educational practices and enhancing the local developments
of the community.

As discussed above, the organizational learning and institutional knowledge
fostering are in a context of globalization and localization in education. The pro-
cess of organizational learning and knowledge fostering can benefit from the global
knowledge and be affected by the theories of fostering local knowledge used to
localize global knowledge (see Table 3.1). Based on different theories used to foster
local knowledge, the characteristics of organizational learning, knowledge foster-
ing and expected organizational performance may be different, as summarized in
Table 3.2.
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Figure 3.9: Growth of Institutional Knowledge and Development as Local Knowledge in Self-
Management Cycle at Individual, Group and School Levels

6. BUILDING UP NETWORKED LEARNING COMMUNITIES FOR
FOSTERING LOCAL KNOWLEDGE AND HUMAN DEVELOPMENT

IN GLOBAL ENVIRONMENT

According to Mok and Cheng (2001), building up a networked human and IT
environment can facilitate not only individual learning but also the development
of learning communities and sharing of knowledge and wisdom fostered in the pro-
cesses of action and globalization (Chapter 4). In other words, through this networked
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Table 3.2: Fostering Institutional Knowledge and Development in Globalized Education and Multiple
Theories

Multiple Characteristics of Organizational Learning and Expected Organizational
Theories Knowledge Fostering Performance

Theory of Tree The process has its roots in local values and traditions
but absorb external useful and relevant resources to
grow outwards;

Fostering institutional knowledge in globalized education
needs local and cultural roots

A local organization with an
international outlook;

Act locally and develop
globally;

Theory of
Crystal

The key of the process is to have local or organizational
concerns to crystallize and accumulate the global
knowledge along a given local value;

Fostering institutional knowledge is to accumulate global
knowledge around certain local concerns and needs

A local organization remains
local with some global
knowledge;

Act locally and think locally
with increasing global
techniques

Theory of
Birdcage

The process is open for incoming global knowledge and
resources but limiting the organizational developments
and related interactions with the outside world to a fixed
framework;

Fostering institutional knowledge in globalized education
needs a local framework for protection and filtering

A local organization with a
bounded global outlook;

Act locally with filtered global
knowledge

Theory of DNA The process identifies and transplants the better key
elements from the global knowledge to replace the
existing weaker organizational components in the
development;

Fostering institutional knowledge is to replace the invalid
local and institutional knowledge with the vital global
knowledge

An organization with locally
and globally mixed elements;

Act and think with mixed
local and global knowledge

Theory of
Fungus

The process is to digest certain types of global
knowledge for the nutrition of organizational
developments;

Fostering institutional knowledge is to digest some
global knowledge and convert it to be local nutriment for
organizational development in the local community

An organization equipped
with certain types of global
knowledge;

Act and think dependently of
relevant global knowledge

Theory of
Amoeba

The process is to make full use of the global knowledge
with minimal local constraints;

Fostering institutional knowledge is to fully use and
accumulate global knowledge in the local context

A flexible and open
organization without any
local identity;

Act and think globally and
fluidly

environment, the individual knowledge and institutional knowledge earned by indi-
viduals and schools in globalized education can be disseminated, shared, further
validated, refined, and consolidated to be the local knowledge and human develop-
ment in the local community.

When individual learners, classrooms, education institutions and communities
are locally and globally networked with the support of information technology (IT),
there may be multiplying effects on the amount of available information as well as
human touches and interactions. All these will become fruitful sources and stimuli to
individual learning and organizational learning. The networked individual learners,
teachers, parents and other professionals may form a learning system to support var-
ious types of learning and fostering individual knowledge, institutional knowledge
and local knowledge in the globalized education. Learners, teachers and parents are
networked to form a learning classroom; classrooms are networked to form a learn-
ing education institution; education institutions and the community are networked
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Table 3.3: Characteristics of A Networked Human and IT Environment and Multiple Theories

Multiple Theories Characteristics of Networked Human and IT Environment

Theory of Tree The environment is characterized with local values, cultural traditions and assets
in the design and content for guiding the search and use of external useful and
relevant resources to facilitate individual and institutional learning and serve local
developments.

Theory of Crystal The design of the environment is based on certain ongoing crucial concerns and
needs of local community with aims to accumulate the global knowledge for
learning and development to address these given concerns and needs;

Theory of Birdcage The environment is characterized with some ideological and social boundaries or
filters in order to protect the learning activities of individuals and education
institutions from the negative impacts of over-globalization even though it is open
for incoming global knowledge and resources.

Theory of DNA The design of environment is mainly to facilitate the process of identifying and
transplanting the better key elements from the global environment to replace the
existing weaker components in the local developments of individuals and
education institutions;

Theory of Fungus The environment is designed mainly as a networked platform for digesting and
transforming certain types of global knowledge to feed the needs of individuals
and education institutions in fostering individual knowledge and institutional
knowledge.

Theory of Amoeba The environment is characterized with the total openness in access of the global
environment and related resources and knowledge with minimal local constraints
in facilitating individual and institutional learning.

to form a learning society; and learning societies are networked across nations
(Chapter 4).

IT speeds up the process of providing social messages and informative feed-
back to the learners and members in the learning system. This speed, coupled with
the massive amount of information available via the informative network, not only
means that this will be the information-rich era, but also, it implies that a closely
networked social environment needs to be in place for promoting and supporting
individual learning and organizational learning in the fast changing local and global
environment. Effective individual learning and organizational learning occur in such
a networked human and IT environment that can facilitate higher level of intelligence
and motivation of learners as well as other members in the human network and provide
the necessary social networks and interactions, technology and hardware to foster,
validate, accumulate, and disseminate the various types of individual knowledge and
institutional knowledge and convert them into local knowledge.

Based on different theories of fostering local knowledge and human develop-
ment, the design and characteristics of the networked human and IT environment
may be conceptually and methodologically different, as shown in Table 3.3.

7. CONCLUSION

Given the increasing international concerns with both positive and negative im-
pacts of globalization on indigenous and national developments, how to manage the
realities and practices of globalization and localization in education for maximizing
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the benefits and minimizing the disadvantages for the developments of individuals
and local community inevitably becomes a key concern in educational development
particularly in the developing countries. After clarifying the related concepts of local
knowledge and global knowledge in a context of globalization, a typology of multiple
theories of fostering local knowledge and human development has been proposed to
address this key concern, namely as the theory of tree, theory of crystal, theory of
birdcage, theory of DNA, theory of fungus, and theory of amoeba.

These theories have varied emphasis on global dependence and local orienta-
tion and therefore they have their own characteristics, strengths, and limitations in
conceptualizing and managing the process of fostering local knowledge and human
development. Clearly, their implications for the design of curriculum and instruc-
tion and their expected educational outcomes in globalization of education are cor-
respondingly different. The theories of tree, crystal, birdcage, DNA, fungus, and
amoeba provide different approaches such as cultural roots for growth, local seeds
for crystallization, ideological boundaries for protection and filtering, replacement
of poor components, digestion of global knowledge, and total openness to localize
global knowledge in the process of globalizing education.

Each country or local community may have its unique social, economic and
cultural contexts and therefore, its tendency to using one theory or a combination
of theories from the typology in globalizing education may be different from the
other. To a great extent, it is difficult to say any one better than other even though
the theories of tree, birdcage and crystal may be more preferred in some culturally
rich countries like China, India, and Japan. For those countries with less cultural
assets or local values, the theories of amoeba and fungus may be an appropriate
choice for development. However, this typology can provide a wide spectrum of
alternatives for policy-makers and educators to conceptualize and formulate their
strategies and practices in fostering local knowledge and human resources for the
local developments.

The relationship between localization and globalization in education is dynamic
and interactive. Localized globalization in education can create more values for lo-
cal developments if local creativity and adaptation can be induced in the process of
operational change and cultural change. There may be four scenarios of localization
and globalization in education, including “totally isolated”, “totally globalized”, “to-
tally localized” and “both highly localized and globalized”. All these four scenarios
represent the efforts pursuing different sets of social and organizational values in ed-
ucation. From a perspective of long-term local and global developments, the scenario
with an emphasis on integration of both localization and globalization should be a
preferable choice.

Based on the multiple theories and related concepts, this paper has further pre-
sented how to facilitate individual learning and organizational learning in the fast
changing local and global environment and how to foster both individual knowl-
edge and institutional knowledge in education institutions as the major contribution
to the growth of local knowledge and human development in globalized education.
Furthermore, implications have been drawn for building up a networked human and
IT environment to support formulation of learning communities and fostering local
knowledge and human development.
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It is hoped that the theories and ideas raised in this paper can benefit the ongoing
international efforts for globalization and localization in education for the future of
our next generation in the new millennium.

This chapter was adapted from: Cheng, Y.C. (2004). Fostering local knowledge
and human development in globalization of education. International Journal of
Educational Management, 18(1). 7–24; Invited keynote speech presented at the 8th

International Conference held at Faculty of Education of Chulalongkorn University,
18–21 November 2002, Bangkok, Thailand.

8. REFERENCES

Argyris, C., & Schön, D. A. (1974).¨ Theory in practice: Increasing professional effectiveness. San
Francisco: Jossey-Bass Classics.

Argyris, C., Putnam, R., & Smith, D.M. (1985). Action science. San Francisco: Jossey-Bass.
Brown, T. (1999). Challenging globalization as discourse and phenomenon. International Journal of

Lifelong Education, 18(1), 3–17.
Cheng, Y. C. (1996). School effectiveness and school-based management: A mechanism for development.

London: Falmer Press.
Cheng, Y. C. (2000). A CMI-triplization paradigm for reforming education in the new millennium.

International Journal of Educational Management, 14(4), 156–174.
Cheng, Y. C. (2001). A new paradigm of education: Globalization, localization, individualization &

contextualized multiple intelligence. Invited keynote speech presented at the Conference on
“Impact of Globalization on Education” organized by The National Institute of Educational
Planning and Administration in 18–20 December, 2001, New Delhi, India.

Cheng, Y. C (2002a). Fostering local knowledge and wisdom in globalized educationFF . Invited keynote
speech presented at the 8th International Conference held at Faculty of Education of
Chulalongkorn University, 18–21 November 2002, Bangkok, Thailand. The theme of the
conference is “Globalization and Localization Enmeshed: Searching for a Balance in Education”

Cheng, Y. C. (2002b). New paradigm of borderless education: Challenges, strategies, and implications for
effective education through localization and internationalization. Invited main keynote speaker at
the International Conference on Learning and Teaching with the theme “Challenge of Learning
and Teaching in a Brave New World: Issues and Opportunities in Borderless Education from
14–16 October 2002, Hatyai, Thailand.

Cheung, W. M. & Cheng, Y. C. (1996). A multi-level framework for self management in school,
International Journal of Educational Management, 10(1), 17–29.

Green, A. (1999). Education and globalization in Europe and East Asia: Convergent and divergent trends.
Journal of Education Policy, 14JJ (1), 55–71.

Henry, M., Lingard, B., Rizvi, F., & Taylor, S. (1999). Working with/against globalization in education.
Journal of Education Policy, 14JJ (1), 85–97.

Jones, P. W. (1999). Globalisation and the UNESCO mandate: Multilateral prospects for educational
development. International Journal of Educational Development, 19(1), 17–25.

Mok, M. M. C. & Cheng, Y. C. (2001). A theory of self learning in a human and technological
environment: Implications for education reforms. International Journal of Education
Management, 15(4). 172–186.

Stiglitz. J. E. (2002). Globalization and its discontents. London: Penguin.
Wada, S. (1993). Reinspiring Japanese educational objectives.WW Peabody Journal of Education, 68(4):76–87.
Waters, M. (1995).WW Globalization. London: Routledge.
Yu, H. P.PP (2001) (ed.). The course of modernization in China. (3 volumes, pp.1–1516), Jiang Xu, China:

Jiang Xu People Education Publishing House.
Yuen, P. Y. & Cheng, Y. C. (1997).YY The action learning leadership for pursuing education quality in the

21stcentury. Paper presented at the Fifth International Conference on Chinese Education Towards
the 21st Century: Key Issues on the Research Agenda, Hong Kong, HKSAR.

Yuen, P. Y. & Cheng, Y. C. (2000). Leadership for teachers’ action learning.YY International Journal of
Educational Management, 14(5), 198–209.



Chapter 4

A THEORY OF SELF-LEARNING IN A NETWORKED
HUMAN AND IT ENVIRONMENT

As illustrated in Chapter 1, paradigm shifts are necessary in education from
teacher-centred to learner-centred, from delivery of knowledge and techniques to
development of contextualized multiple intelligences, from site-bounded teaching
to globalized, localized and individualized learning, and from limited textbooks to
multiple sources of learning including community experiences, Web-based learn-
ing, international exposure, and world class materials (Cheng, 1999, 2000). How to
develop students’ capacity of effective self-learning becomes the core concern of
numerous ongoing education reforms in different parts of the world in order to meet
the challenges of rapid transformation and globalization in the new millennium.

The drastic impacts of development of information technology (IT) and the
Internet on every aspect of the society and the life of individuals are driving policy-
makers and educators to adopt new technologies for broadening opportunities for
students’ learning and accelerating the transformation of education towards a new
paradigm of triplization in education that aims at facilitating students’ self-learning
throughout the life span (Villanueva, 2000). It is completely not a surprise that for
most countries, whether they are advanced or less developed, in the Asia-Pacific
Region or elsewhere in the world, the use of IT in education becomes an important
item in their current education reform agenda (Cheng & Townsend, 2000).

In the past few years many countries have invested a huge scale of resources in
setting up an IT environment, promoting new approaches to learning and encour-
aging the culture of lifelong self-learning among teachers and students in schools.
However unfortunately, many initiatives with such a good will are facing serious
difficulties, resistances, and frustrations in implementation. One of the major hin-
drances is the lack of deep understanding of the nature and process of developing and
sustaining self-learning. In particular, very little has been understood with regard to
how students’ self-learning can happen, how it can be motivated and sustained in a
long run, how information technology can play an important role to facilitate and
sustain self-learning, what problems will there be if IT is over-emphasized, how im-
portant is a networked social human environment to self-learning at both individual
and group levels, and how the networked IT environment and the networked human
environment can work together to initiate and maintain a culture of self-learning and
facilitate each student’s persistent learning in both the local and global contexts. Asff
discussed in Chapter 3, how we can build up a networked human and IT environment
to facilitate fostering individual knowledge, institutional knowledge, local knowl-
edge and human development should be an important question in globalization of
education.

Without a comprehensive theory to understand and answer these questions, allWW
the efforts of education reforms and practices with IT will become ineffective and

95
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fail if not causing problems to students, teachers and schools. Therefore, there is anff
urgent need to develop a theory of self-learning particularly in a context of networked
human and IT environment.

The discussion of self-learning in a human and IT environment may be related
to the following clusters of literature: the literature on action learning and orga-
nizational learning (e.g. Kolb, 1984; Watkins & Shindell, 1994); the literature on
learning psychology or motivation psychology (e.g. Schunk, 1996); the literature on
self-directed learning or self-regulated learning at a separated individual level from
a psychology perspective (e.g. Schunk & Zimmerman, 1998; Boekaerts, Pintrich, &
Zeidner, 2000); the literature on learning environment (e.g. Cheng, 1994; Tam &
Cheng, 1995); the literature on information and communication technology in ed-
ucation (e.g. Burbules & Callister, 1999; Basto, 1999; Lu, Wan, & Liu, 1999); and
the literature on lifelong learning and learning society (e.g. Knasel, Meed, & Ros-
setti, 2000). From these clusters of literature, we can see substantial advancement
of knowledge in each of the related areas in these years, that can be used to under-
stand some key aspects of self-learning. The literature on self-directed/self-regulated
learning that is growing rapidly recent years focuses mainly on individual learners
from a psychological perspective. It is rare to link the self-learning process of in-
dividual learner with a larger social context beyond individual, classroom or even
school levels. How the sustainability of self-learning is related to networked learning
environment in a regional or global context is often ignored. There is lack of literature
that can integrate the advances in these different areas to provide a comprehensive
model or theory to explain the nature of self-learning in a networked human and IT
environment.

In response to the above knowledge gap in current education reforms, this chapter
aims to develop a theoretical model for understanding and enhancing self-learning
in a human and IT environment. In particular, it is hoped that the model can be used
to facilitate students becoming a highly motivated and effective self-learner with
the support of a networked human and IT environment. Some implications will be
drawn from the theory to inform the paradigm shift in education practices and policy
formulation in current worldwide education reforms.

1. SELF-LEARNING CYCLE

The concept of self-learning is not a new one. Knowles (1975) stated that it is
but a “basic human competence—the ability to learn on one’s own”. Based on the
concepts of action learning (Yuen & Cheng, 1997, 2000; Argyris & Schön, 1974;¨
Argyris, Putnam, & Smith, 1985), the process of self-learning can be conceptualized
as a cyclic process in a networked human and IT environment as shown in Figure 4.1.
It subdivides a learning episode into a sequence of three components including mental
condition (mind-set), action, and outcome, linked by four processes including plan-
ning, monitoring, feedback to mental condition and feedback to action. Learner’s
mental condition (mind-set) includes his/her pre-existing conditions of motivation,
cognition, and volition to learning. It will determine the process of planning learning
activities as well as the content of action in learning. Action refers to the intended
activities and behaviors demonstrated by learners in self-learning. Monitoring refers
to the process of detecting any mismatches between the learner’s intended targets
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Figure 4.1: A Self-learning Cycle in A Networked Human and IT Environment

and action and the outcomes of learning process. Outcome refers to the results or
consequences from the learning activities, including positive and negative, overt and
subtle learning experiences during the self-learning process.

There are two types of feedbackff from the monitoring process and outcomes
to the learner: One is to the mind-set and the other one directly to action. The
feedback to mind-set will help the learner to reflect on and change his/her own mental
models including meta-cognition, thinking methods, meta-volition, and knowledge
and then to change the planning process as well as the action of learning. The learning
associated with changes in mental-set or mental models is often referred as the second
order learning or the double-loop learning (Argyris & Schön, 1974). Particularly,¨
the cognitive side of learning with changes in mental condition is well recognized
as changes in schemes (Piaget, 1962), schemata (Schmidt, 1975), images (Denis,
1991), repertoires (Schön, 1987), or theories-in-use (Argyris & Sch¨¨ on, 1974).¨

The feedback directly to action of learning will help the learner to adapt his/her
learning behaviors. The learning associated with changes in behaviors or actions is
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often referred to be the first order learning or the single loop learning. Since this type
of learning has not changed the mental condition of the learner, it may not produce
long lasting learning effect at a higher level.

In the above model of self-learning, relationship between components may be
reciprocal, even though there are one-way arrows used to show the major features of
the learning process in the diagram. For instance, a certain mental condition impacts
upon the learning action which subsequently produces outcomes and feedback to
impact upon the mental condition of the learner. The cyclic nature of self-learning
reflects that learning may go through many such experience cycles before developing
a higher level of thinking or mastering of a skill. The self-learning is also layered
because after completing a cycle, the knowledge level of the learner will advance
to a higher level concerning the learning tasks, the strategies as well as the learning
contexts. How to sustain the cyclic process of self-learning by the learners them-
selves continuously and throughout their life span is really an important issue of
current education practices and reforms. Particularly, how the human and IT envi-
ronment can be designed, developed and used to facilitate such a continuous lifelong
self-learning inevitably becomes an important question to theory development and
practice innovation.

Responding to these issues, a theory of self-learning in a networked human and
IT environment is proposed, developed, and elaborated in following sections.

2. NETWORKED IT ENVIRONMENT

Self-learning occurs in a context. Whether the learning context facilitates or
hinders continuous learning by the learners themselves has to be reconsidered and
redesigned in education reforms. According to the literature of learning environment,
both human environment and technological environment are important to facilitating
and sustaining self-learning (Garrison, 1997; Henderson & Cunningham, 1994).
Due to the tremendous developments in IT, internet, and global networking, recently
there has been a great demand for developing an IT environment in order to support
paradigm shifts in learning and teaching. Computer technology makes it possible for
multiple learners to be networked and participate in the learning task, thus greatly
enhancing the social interactions, sharing of learning experiences and resources in a
very convenient way. IT can also facilitate and accelerate the monitoring, assessment,
and feedback processes in a very fast and efficient way (Embretson & Hershberger,
1999).

In education reforms, there may be four important aspects in which new tech-
nology can contribute to the development of a powerful IT environment that can
facilitate the self-learning cycle:ff

1. Computer technology revolutionalized both the speed and access to infor-
mation (Hallinger, 1998). Information is interpreted in its broadest sense,
including resource materials for the learner as well as feedback concerning
how well the learner has learned. With the help of the Internet, learners can
access the best quality of web-based learning materials in different parts of the
world. Further, because of the high speed of information technology, feedback
can be immediately generated for each step of learning tasks and activities as
well as for the overall proficiency of learning. The fast feedback to learner’s
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mental conditions and learning behaviors in fact accelerates the speed of
learning, including cognitive changes and behavioral changes of the learner;

2. Developments in IT make it possible for the application of measurement
theory to assessment tasks during the self-learning process. Technology is
now available for real-time scoring (Herl, Baker, & Niemi, 1996), computer
adaptive testing (CAT), automated data logging (Chung & Baker, 1997),
and computer item construction (Bennett, 1999). The advanced assessment
methods can greatly improve the quality and accuracy of monitoring and
feedback such that the quality and opportunity of learning can be ensured;

3. Developments in IT enable assessment to move away from the paper-pencil
format to rich imagery multimedia task presentation and submission
(Bennett, 1999; Chung & Baker, 1997) that can capture richly contextualized
performance in the learning process (Bennett, 1999). For example, Chung
and Baker (1997) described the scoring of complex concept maps constructed
by students, based on information that stored in Web-pages. They were
able not only to measure the quality of the finished product, but also to
capture, unobtrusively, the process of how students learned. They used
Web page access log to monitor students’ process of learning including
information important to the task, amount of time searching the Web for
relevant information, time spent on each Web page, modification to the
concept map under construction, etc. All this information would be powerful
to understand the complex nature of learning process and in turn improve
learning strategies, activities, and outcomes; and

4. Networked IT environment breaks down distance barriers of access to
education and creates connectivity amongst learners (Mok & Cheng, 2000a).
When learners, teachers, parents, resource people, and other related experts
can be networked through IT, more opportunities will be available for social
interactions, experience sharing, and information flow. With this, a networked
human environment can be created to sustain and support self-learning of
individual learners.

3. NETWORKED HUMAN ENVIRONMENT

The meaningfulness of learning is often constructed within a human environment
that comprises the teachers, peers, parents and other adults. Also such a human
environment for learning reflects to a certain extent the education values espoused
by the social actors (Garrison, 1997). The human environment plays a significant
role in the key aspects such as pedagogical, psychological and behavioral aspects
of self-learning (Schunk, 1998). In particular, Zimmerman (2000) highlighted the
interdependent role of social factors, environmental factors and personal self and
their bi-directional influences in self-learning.

In education reforms, the human environment itself can be designed to become
an important source of pedagogical information. The teacher, as a key actor in the
human environment of learning, helps the learner to develop attitudes and skills
for goal-setting, self-management, self-monitoring, and self-evaluation which are
essential to the success of self-learning. For example, in this IT age, there is no
short of information, but the learner needs to make judgment about the information.
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Consequently, the learner has to develop critical thinking skills to validate and au-
thenticate the quality of instructional materials, such as those downloadable from the
web. Further, the teacher as a proficient adult provides appropriate learning references
or guides the learner to these materials. Winne and Perry (2000) identified the unique
position held by teachers in judging the quality of the student’s self-learning and pro-
viding guidance where appropriate. The learner also learns from peers, parents and
other adults by observation and emulation (Schunk, 1987; as cited in Schunk, 1998).

Self-learning is a complex process and the endeavour can result in non-
accomplishments, frustrations or even failures. In such instances, the empathy and
social support from the teachers, parents and peers acts as an emotional safety net
for the learner. A strong social climate gives strength to the learner to continue en-
gagement in the task, analyse strategies and manage the failures and frustrations in
a positive way.

It is now possible, with the development in IT, to network the learner with the
teachers, parents, peers and other adults or professionals in the community such that
influence of the human environment on self-learning can be maximised (Mok &
Cheng, 2000a).

When individual learners are networked with the support of IT, as shown in
Figures 4.2 and 4.3, there may be multiplying effects on the amount of available
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information as well as human touches and interactions that will become fruitful stim-
ulus to students’ self-learning. The networked individual learners, teachers, parents
and other professionals may form a learning system to support students’ continu-
ous self-learning. In a learning society, each learner is self-motivated and generates a
learning cycle of self-learning and self-evaluation. Learners, teachers and parents are
networked to form a learning classroom; classrooms are networked to form a learning
school; schools and the community (including all types of institutions, organizations
and groups) are networked to form a learning society; learning societies are net-
worked across nations (Mok & Cheng, 2000b). IT speeds up the process of providing
social messages and informative feedback to the learners and members in the learning
system. This speed, coupled with the massive amount of information available via
the informative network, not only means that this will be the information-rich era,
but also, it implies that a closely networked social environment needs to be in place
for promoting and supporting self-learning of individual learners. Self-learning is
no longer the acquisition of information of individual learners in an isolated context.
Instead, effective self-learning occurs in the human environment that can facilitate a
higher level of intelligence and motivation of learners as well as other members in
the human network in the selection, management, transfer, creation and extension of
knowledge (Mok & Cheng, 2000a).
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4. FACILITATING SELF-LEARNING CYCLE

Building up a strong and direct linkage between each stage of self-learning
cycle and networked learning environment should be an important issue in education
reform and in daily education practice. From the aforementioned nature of learning
cycle and networked human and IT environment, we may consider how each stage of
the self-learning cycle can be initiated and sustained continuously to achieve effective
learning with the support of a networked human and IT environment.

4.1. Stage 1: Initiating Learning from Mindset

In the first stage of the learning cycle, how the learner’s mental conditions or
mindset can be prepared such that it is ready for initiating learning is a major concern.
Three elements of the learner’s mental condition are crucial to initiating self-learning,
including motivation, meta-cognition and meta-volition. How the human and IT
environment can facilitate the mental conditions to start self-learning activities is
summarized in Table 4.1.

4.1.1. Motivation

For self-learning to take place, the learner has to be motivated to initiate the
learning task and engage in it. Many models of motivation for self-learning have
been offered in the literature (e.g. Rheinberg, Vollmeyer & Rollett, 2000). The com-
monality among them in describing the characteristics of a self-initiated learner points
to two key factors: (a) expectancy: the learner has to believe that the learning activity
has a positive effect on the learning outcome, and (b) value: the learner considers the
learning outcome to be of personal importance.

Motivation can be inspired and sustained by the human environment, comprising
teachers, peers, parents and significant others. These social actors can motivate learn-
ing by inspiring the learner to establish the links between efforts and outcomes, affirm
the importance of the learning outcomes or identify gaps in the learner’s knowledge
base. A supportive social environment helps to sustain learner motivation.

Motivation can be stimulated and facilitated by the technology environment
which determines to a certain extent the composition and nature of the social en-w
vironment. For instance, who can participate in the learning experience as “peers”,
whether it is someone in the same classroom or in a distant geographical loca-w
tion; whether the interaction and feedback among peers is instantaneous or delayed;
whether the interaction is one-to-one, many-to-one, or simultaneous; whether thew
exchange is frequent or sparse. As such, IT has a facilitating role in motivating the
learner. Further, the capacity of the technology also sets the parameter for the amount,
form, presentation and accessibility of learning resources for the learner. If properly
designed, IT can provide an information rich and stimulating environment to instill
learning desires.

4.1.2. Meta-cognition

Three levels of cognition are relevant to the self-learner: the pedagogical level,
the sociological level and the psychological. Pedagogical cognitionPP concerns the
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Table 4.1: Learner’s Mental Conditions Facilitated by A Networked Human and IT Environment to
Initiate Self-learning

A Self-learner’s Facilitated by Networked Facilitated by IT
Mental Conditions Human Environment Environment
� Motivation: Learner is

motivated to initiate the
learning activity and prepared
to engage in it

� Inspiring: Teachers and peersTT
provoke learning needs
through challenges or
identification of gaps in
knowledge or skills

� Stimulation: IT provides an
information rich and stimulating
environment to instill learning
desires

� Sustaining: supportive social
environment to sustain
motivation

� Facilitation: IT facilitates
speedy and frequent
correspondence between
learners, teachers and peers

� Meta-cognition: Learner has a
clear idea of one’s own prior
knowledge and the learning
activities to be engaged in

� Cognitive capacity building
through social support:
Teachers and peers help theTT
learner to develop:

� Information generation: IT
provides information that
facilitates the learner to
establish understanding:

− clear expectation of learning
outcomes

− Information on prior
achievement recorded and
stored using IT helps the
learner to develop a realistic
expectation of learning
outcomes

− understanding about the
learner’s level of prior
knowledge

− Learner’s level of knowledge
can be established through
self-administered tests and
checklists on the web

− understanding on the amount
of learning efforts to be spent
to achieve expected outcomes

� Meta-volition: Learner is willing
to engage in learning activities
and make good use of all
available resources

� Engendering volition: TeachersTT
cultivate amongst learners a
collaborative learning culture
in order to:

� Supporting volition:
User-friendly and enticing
learning environment enhances
volition:

− enhance the learner’s
willingness to engage in the
learning activities

− Well designed teach-wares canWW
reduce resistance and fear in
using technology to support
learning, which in turn enhance
the willingness of the learner to
participate

− increase the learner’s
confidence in teachers and
peers as resource people to
support learning

− IT increases the frequency of
group communication, thus
help build rapport amongst
learners for further
collaboration

learner’s awareness and understanding about one’s own level of prior knowledge,
learning style, the nature of learning task involved, learning strategies to be used,
learning outcomes and the attribution of learning outcomes. Sociological cognition
concerns the learner’s level of awareness and understanding of the social context,
including its network composition, operation, rules and regulations of interaction,
social climate, relevance of elements in the human context as well as skills to maxi-
mally benefit from the social resources. Psychological cognition refers to the learner’s
level of awareness and understanding of one’s own affective aspects in relation to the
learning task, including the learning goal, expected outcomes, and the motivation
and value espoused by the learner concerning the learning outcomes.

The learner’s understanding concerning his/her own level of prior knowledge
affects his/her motivation in a number of ways. First, if the level is too low for the
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current learning, then the demand on the learner will be very great but if the level is
much higher than the learning task needs, then the challenges of this task may not
be enough to sustain motivation. Similarly, the level of psychological cognition also
affects the learner’s commitment to the learning and his/her decisions concerning
learning action. The learner’s level of sociological cognition affects the degree to
which the learner can benefit from the social context.w

A skillful self-learner is high in their pedagogical, social and psychological
cognitive levels. The role of teachers and peers are to support the learner to develop
the meta-cognition skills and to enhance the learner’s meta-cognitive level through
systematic teaching, as well as group discussion and group reflection on relevant
documents including the learner’s record of prior achievement. In this sense, the
human context facilitates self-learning by cognitive capacity building.

In education reforms, IT environment should be designed to facilitate meta-
cognitive development not only by providing a forum for social interaction but also
by providing a medium for storage of the large volume of pedagogical informa-
tion concerning the learner’s previous learning episodes. In this sense, technology
environment supports self-learning through information generation.

4.1.3. Meta-volition

Meta-volition involves the learner’s willingness to engage in learning activities
and regulation of the willingness. It also includes the learner’s willingness and regu-
lation in making good use of all available resources and persevering with the learning
activity, as well as the learner’s preparedness to change learning behaviors to conform
to plans.

Teachers facilitate the self-learner by engendering volition through the culti-TT
vation of a collaborative learning climate amongst peers and the creation of a safe
environment for learner to explore and experiment. A strong rapport in the group
increases the learner’s willingness and confidence in teachers and peers as resource
people for learning.

A user-friendly and enticing technology environment enhances volition. Well-
designed teach-wares can reduce resistance and fear in using technology to support
learning, which in turn enhance willingness of the learner to participate. Further,
IT increases the frequency and speed of group communication that thus help build
rapport among members.

4.2. Stage 2: Planning for Learning Action

Planning refers to the analysis, strategies and behavior of the self-learner in
preparing for the learning action to achieve his/her learning goals. It takes the form
of environmental analysis, preparation and affiliation (Table 4.2). Environmental
analysis is undertaken to establish an understanding of the learning environment and
self in terms of strengths, weaknesses, opportunities and threats. It also includes the
analysis of the conditions and resources available in the networked human and tech-
nology environment. Preparation and affiliation include analysing the learning tasks,
setting learning goals, selecting and organizing learning strategies, social network
building, establishing group interaction protocols and etiquettes, and engendering
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Table 4.2: Planning for Actions in Self-learning

A self-learner’s Planning Facilitated by Networked Human
for Learning Environment Facilitated by IT Environment
� Environmental analysis:

An assessment of the
learning environment
and one’s own strengths
and weaknesses

� Capacity building: TeachersTT
and the group help the learner
to analyze:

� Resources expansion: IT
greatly expands:

− cognitive resources, social
resources, psychological
resources and educational
resources to facilitate learning
tasks

− options and resources available
to the learner such that the
learner is accessible to multiple
sources and multiple types of
resources

− self-learning style, readiness to
learn, one’s own strengths and
weaknesses

− possibilities and methods of
building an imagery of the
learner

� Planning and affiliating:
The learner analyses
task, sets goals and
strategic plan

� Perspective building: TeachersTT
as knowledgeable informants
help the learner put the
learning task in perspective by:

� Judicial use of IT: Teachers asTT
knowledgeable informants help
the learner to use IT judiciously

− Task analysisTT
− Setting achievable and realistic

goals
� Fostering a supportive

social environment: Instill in
group a culture of sharing, trust
and affiliation

� Enabling supportive
social environment: Social
interaction facilitated by IT

� Maximising learning
opportunities: Teachers createTT
learning environment that
provides multiple learning
opportunities for the learner.

� Enabling maximal
learning opportunity: maximal
learning opportunity made
facilitated by IT

� Empowering: TeachersTT
systematically develop the
learner’s skills for
self-motivating, self-learning,
self-monitoring

� Broadening: enabling complex
multifaceted and
multidimensional perceptual
generation; Versatility of IT
enables multiple learning
approaches to suit learners of
different learning styles

group loyalty. An important component in planning for learning action is the es-
tablishment of strategies for self-monitoring, resolving conflicts between plan and
action, as well as management strategies to handle failures.

A skillful self-learner has a clear idea of the learning environment and of the
learning task, sets hierarchical goals, links goals to action plans (Ford, 1995), and
are more likely to commit to goals (Gollwitzer, 1996). Teachers and peers con-
tribute to planning by perspective building, fostering a supportive social environ-
ment, maximizing learning opportunities and empowering the self-learner. Teachers
as knowledgeable informants help the learner put the task in perspective by sup-
porting the learner in analyzing the task difficulty, relevance and links with prior
learning. Teachers can also support the learner by breaking down a difficult goal
into smaller, hierarchical and more achievable goals. Teacher input at the planning
stage also includes group building to foster a strong team spirit in support of later
learning. Teacher support in developing self-learning skills, self-monitoring skills
and stress management skills empowers the learner. Research (e.g. Gollwitzer, 1996;
Zimmerman, 1994) has identified supporting evidence that enhanced self-confidence
of the learner and an optimistic view of goal achievement would increase the chances
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of goal commitment. Consequently, to develop a high quality human environment is
essential to the success of the self-learner.

IT greatly expands the options as well as the types and sources of information
available for self-learners’ planning. With the support of IT network, social interaction
can be facilitated and multiple perceptions can be shared and handled during the
planning phase of learning. Also, IT makes it possible for teachers to guide a big
number of self-learners to set group goals in the planning process. At the planning
phase, the judicious use of IT is an important skill to be established.

4.3. Stage 3: Learning Action

In this stage, the implementation of learning action as planned involves control,
task enactment and appreciation components. How these components can be facil-
itated in a networked human and IT environment should be an important issue in
education practices (See Table 4.3).

4.3.1. Control

Control refers to the process that the learner chooses the best course of action in
engaging in learning to achieve the goals of learning. It means that the self-learner
believes in a causal relationship between action and outcome. By implementing
the planned learning action, the learner accepts the responsibility for the outcome
(Zimmerman, 1994). Kuhl and Goschke (1994) identified four types of control during
self-learning action: (a) attention and intention control (i.e. focusing selectively on

Table 4.3: Learning Actions

A Self-learner’s Learning Facilitated by Networked Human
Actions Environment Facilitated by IT Environment
� Control: The learner chooses

the best course of action,
exercises self-control in
continual engagement in the
learning activities and
regulates learning strategies
to achieve learning goals

� Expert support: Teachers orTT
networked mentors provide
expert advice on possible
learning paths and scaffolding
to the learner and facilitate him
or her to focus on learning
tasks

� Knowledge accumulation: IT
helps keep track of learning
path, attempts, successes
and failures such that
learning is focused and
grounded on knowledge
accumulated

� Task engagementTT : Accretion
of knowledge through a series
of learning activities, including
assimilation, accommodation,
integration, extrapolation and
origination.

� Discourse on new knowledge:
Teachers or mentors facilitateTT
and promote discourse about
the learning experience among
networked learners such that
the learning of an individual
learner can have a
multiplicative effect on other
learners through observation
and emulation

� Plurality of learning
experience: Through IT, a
dialogue on the learning
experiences can be shared
easily, thus enabling the
plurality of learning
experience. Accumulation of
knowledge through
documented in e-format for
later learners

� Appreciation: Learner
appreciates the new
knowledge gained and is
further motivated to continue
engagement in the learning
task

� Emotional safety net:
Networked teachers and peers
share the joy of achievement
and display empathy in case of
failures, thus providing a safe
environment for the learners to
experiment with learning

� Positioning against internal
and external frame
of reference: IT facilitates
the voluminous storage and
speedy retrieval of previous
achievement records made
by this and other learners
such that the learner
appreciates where he/she is
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tasks and relevant information); (b) emotion and motivation control (i.e. avoiding
emotional states that may inhibit task accomplishment and focusing on emotions
that are aligned with intention); (c) action control (i.e. keeping away from counter-
intentional impulses); and (d) volitional control (i.e. willfulness in goal maintenance).

Teachers or networked mentors can facilitate students’ learning action by pro-TT
viding expert support to them in exercising control in learning process. IT facilitates
control through knowledge accumulation in the form of keeping track of the learning
path, attempts, successes and failures such that learning is focused and grounded on
knowledge accumulated.

4.3.2. Task Engagement

Task engagement involves the implementation of learning plan. New knowledgeTT
is being acquired through assimilation, accommodation, integration, extrapolation
and origination, resulting in an accretion of knowledge. Skillful self-learner inten-
tionally uses such learning strategies as repetition, elaboration and reorganization
(Weinstein, Husman & Dierking, 2000) to promote achievement of the learning
goals.

There is empirical evidence that learning strategies can be learned and modi-
fied (Weinstein, 1978; as cited in Weinstein, Husman & Dierking, 2000). In addition,
these learning strategies can be developed through observation and emulation of pro-
ficient models (Bielaczyc, Pirolli, & Brown, 1995; as cited in Weinstein, Husman &
Dierking, 2000). As such, the role of teachers, peers and significant others in facilitat-
ing the learning enactment is to encourage and maintain active knowledge discourse
about the learning experience among group members such that the experience of an
individual learner can have a multiplicative effect on other learners through obser-
vation and emulation. Further, while the learner appreciates new knowledge gained
and become further motivated on the task, through sharing the joy of achievements
and displaying empathy towards failures, the social environment provides a safety
buffer for the learner to experiment with learning.

IT facilitates the enactment of learning activity in two aspects: informative and
technological. IT enables the voluminous storage and speedy retrieval of informa-
tion with regard to previous achievement of this and other learners such that the
learner can position himself/herself against internal and external frames of refer-
ence. Accumulation of knowledge about activities, strategies, pitfalls and merits can
be documented in e-format for later learners. Information technology expedites a
dialogue on individual learning experience, thus enabling the plurality of learning
experience of all learners.

4.4. Stage 4: Monitoring, Evaluation and Modification

Meta-cognitive monitoring is a key construct in self-learning. The learner per-
ceives the learning task and monitors the progress of action plans. Attributions
of action to goal and of activity to outcome impact upon the learner’s decisions
on revising, maintaining and abandoning of learning plans and strategies. Based
on the appraisal, the learner may modify learning goals or strategies midcourse
(Table 4.4).
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Table 4.4: Monitoring, Evaluation and Modification by the Self-learner

Facilitated by Networked
A Self-learner’s Monitoring Human Environment Facilitated by IT Environment
� Meta-cognitive

monitoring: The learner
monitors learning activities,
learning strategies and
outcomes of effort. Based
on appraisal of these
elements, the learner may
modify learning goals or
strategies midcourse

� Expert monitoring: Networked
teachers, mentors or peers may
help to monitor the learner’s
progress and provide input
concerning the judgment and
decision on the modification of
learning goal, activities and
strategies

� Reduction on cognitive demand
for progress monitoring: IT
facilitates evaluation and allows
recording of achievement (the
learners, group and other
learners), strategies thus
reducing cognitive demand on
the learner

� Maximal transfer
learning from successes
and mistakes: Teachers orTT
mentors may establish group
monitoring protocols such that
the transfer of learning from
successes and mistakes of other
learners can be maximized
through discussion and sharing

� Enabling editing features: IT
features can be built in that
support the learner to edit,
fine-tune or restructure learning
activities and strategies
midcourse

A networked human environment can be built up in such a way that networked
mentors, teachers or peers help to monitor learners’ progress and provide inputs
concerning the judgment and decision on modification of learning goals, activities
and strategies. Teachers may also establish group monitoring protocols such that the
transfer of learning from successes and mistakes of other learners can be maximized
through discussion and sharing.

IT facilitates self-learning by its reduction on cognitive demand for progress
monitoring. IT not only makes the evaluation of current efforts possible by charting
personal achievement, it also allows the record of group achievement and achieve-
ment of other learners, as well as strategies used, thus reducing cognitive load
on the learner. In addition, features can be built in, with the support of technol-
ogy, to support the learner to edit, fine-tune or restructure learning activities and
strategies midcourse. IT enables speedy feedback that permits the learner to mod-
ify action immediately before discrepancy between target and achievement is too
irrecoverable.

4.5. Stage 5: Outcomes

Outcome can have different facets. A successful outcome is goal realization
where the learner develops a mastery of or has changed in the knowledge, skills, andw
disposition relating to the task or the learning strategies used. How the learner per-
ceives the outcomes of learning depends on the outcome expectation at the planning
phase, personal importance of the outcome, amount of effort, attribution of effort
to outcome, and valence of the consequence. The consequence from the learner’s
perception can be satisfaction, pride, or disappointment.

In a networked human environment, teachers, mentors, peers, parents and other
social actors can play important roles at the outcome stage. Acknowledgement and
reward from teachers, peers and significant others can affirm achievement made
by the learner. The networked members can support the learners in undertaking
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attribution analysis on the outcome. In cases where there is a group structure such
as in classrooms, group reflection and concrete suggestions with regard to action in
the next learning cycle as well as empathy towards the learner can have significant
impacts on the learner. In evaluating a learning outcome, either social reference
norm or individual reference norm can be used. It was found in a recent review
(Mischo & Rheinberg, 1995, as cited in Rheinberg, Vollmeyer, & Rollett, 2000),
empirical evidence has been identified from 21 studies that in class situations, teachers
using individual reference norm, instead of using other peers’ outcome, to train
students’ skills in evaluating learning outcomes have favorable effects on students’
motivation to learning.

4.6. Stage 6: Feedback to Induce Changes in the Mind-set

Feedback on learning outcome can have significant impacts on the learner’s
motivation, meta-cognition and meta-volition. The role of a networked human and
IT environment to be developed in education is crucial to facilitating feedback to
induce changes in the learner’s mind-set (Table 4.5).

4.6.1. Changes in Motivation

On the basis of feedback, if the outcome is perceived to be controllable by the
learner, then there is likely to be higher self-motivation (or intrinsic motivation) for
the learner to engage in the next learning episode. Positive feedback boosts learner
confidence in using the learning strategies.

Actors in the human environment, particularly teachers, mentors, peers and par-
ents, support the learner in assessing the meaning and validity of feedback and further
develop the learner by highlighting next target, potentials and possibilities. On the
other hand, whilst networked teachers, mentors and peers may contribute to learner
edification, eventually the learner has to integrate external feedback with existing
schema to construct meaning. The internalization of feedback affects entry motiva-
tion for further learning. The role of IT in providing feedback concerns extension.
Versatility of IT extends the learning horizon beyond the current achievement. Feed-VV
back with regard to the next milestones and pathways to reach them can be accessed
easily using IT.

4.6.2. Changes in Meta-cognition

Feedback of the previous learning cycle heightens the learner’s awareness and
knowledge. The learner has a better idea of how much is known and not known about
the content domain, the specific learning task and the strategies to perform the task.
The learner is also more knowledgeable in self-management skills, self-monitoring
skills, self-instruction skills and networking skills.

The learner, teachers, mentors and the networked group reflect jointly upon the
activities, strategies, achievement involved in the previous learning cycle and further
build up their meta-cognitive skills based on the experience. Self-management, self-
instruction and self-monitoring are complex and cognitively demanding activities.
Memory available via IT reduces cognitive load on the self-learner.
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Table 4.5: Feedback to Induce Changes in the Mind-set

A Self-learner’s Learning Facilitated by Networked Human
Feedback Environment Facilitated IT Environment
� Changes in motivation:

Feedback on outcome
changes the learner’s
motivation and aspiration

� Transfer to intrinsic motivation:
Networked teachers, mentors, and
peers together analyze the
attribution of achievement to self
and strategies to facilitate the
internalization of motivation.

� Edification: Networked teachers
and mentors further develop the
learner by highlighting next target,
potentials and possibilities

� Support internalisation of
motivation: IT enables
detailed records of complex
learning processes, thus
providing evidence on causal
relations between efforts,
strategies and outcomes.
Records of group members
provide multiple cases. If
congruent, multiple cases
triangulate the learner’s
experience

� Extension: Versatility of ITVV
extends the learning horizon
beyond the current
achievement. The next
milestones and pathways to
reach them can be accessed
easily with the help of IT

� Changes in meta-cognition:
Feedback of the previous
learning cycle heightens the
learner awareness. The
learner is also more
knowledgeable in
self-management skills,
self-monitoring skills,
self-instruction skills and
networking skills

� Further building meta-
cognitive skills: The learner,
teachers and networked group
together reflect upon the activities,
strategies, achievement involved in
the previous learning cycle and
build up skills based on the
experience

� Reduce cognitive load:
Self-management,
self-instruction and
self-monitoring are complex
and cognitively demanding
activities. Memory available
by IT reduces cognitive load

� Changes in meta-volition:
Informed decision and
self-determination to
engage in further learning
activities grounded on prior
positive academic and
social experience

� Building meta-volition: The learner,
teachers and networked group
together reflect upon the learning
experience to have a better
imagery of self-efficacy and goal
orientation for purposeful
commitment

� Enhancing confidence in
making commitments:
Experience with IT in the
previous learning cycle
enhances confidence in the
capabilities and drawbacks
of IT, thus enhancing the
confidence of volition of the
learner

4.6.3. Changes in Meta-volition

With feedback on the outcomes, the learner is able to make informed decisionWW
and self-determination to engage in the next cycle of learning activities grounded on
prior positive academic and social experiences. The learner is supported by teachers,
mentors and the networked group in building meta-volition through discourse and
group reflection, resulting in a better imagery of self-efficacy and goal orientation for
purposeful commitment. Experience with IT in the previous learning cycle enhances
the learner’s confidence in the capabilities of IT and understanding of its drawbacks.
Such understandings enhance the confidence of learner volition.

4.7. Stage 7: Feedback to Induce Changes in Learning Action

Feedback affects the learning action in terms of changes in the learner’s skills
and strategies with regard to learning action. Similar to changes in the learner’s
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mind-set, how feedback can be utilized to induce changes in the learning behavior
or action is also an important question in designing the networked human and IT
environment.

4.7.1. Changes in Skills and Action

Inevitably, after one learning episode, the learner becomes more skillful and
purposeful in self-learning strategies, monitoring self-progress, attributing outcomes
to strategies, and even in changing strategies or adjusting goals based on feedback.
Learning engagement tends to be more focused on performance and parsimonious
in information processing. Goal setting may be more refined and hierarchical.

An important change to be induced by the learner with support from networked
teachers, mentors, peers, and parents is the shifting of learning control and learning
responsibility to the learner. With more experience, the learner has to take more
ownership of the learning activities, including the planning, enactment, monitoring
and response to feedback. Teachers, peers and parents step back and regulate the
support according to learner readiness, the complexity of task and prior outcomes.
In designing the human and IT environment, the attention should be paid to facilitate
feedback from learning cycle and induce changes in both the mindset and behaviors
of learners.

5. CONCLUSION

The above model provides a theory for developing self-learning in a networked
human and IT environment. From the above discussion, we can see that the sus-
tainability and effectiveness of self-learning is basically related to four key el-
ements such as cognition, control, commitment and context in the self-learning
process.

Cognition refers to the learner’s understanding of the self, the learning task,
and the contextual factors. A skillful self-learner has a clear awareness and un-
derstanding of his/her own knowledge (domain and task), goal orientation, effi-
cacy, learning style, level of commitment and skill level in self-management of
the learning (Garrison, 1997). Awareness and understanding of the learning task,
including its level of difficulty, complexity, links with prior learning, and possible
outcomes are also essential (Biemiller, Shany, Inglis, & Meichenbaum, 1998). The
self-learner also needs to have a good cognition of the contextual factors, compris-
ing both the human and technology resources and their constraints on the learn-
ing task. Much of the cognition is built up by the self-learner’s continual moni-
toring of task, action, context, and progress (Butler & Winne, 1995; Zimmerman,
1998).

Control refers to the self-learner’s regulation of the learning engagement, includ-
ing the efforts devoted to the learning tasks, the learning strategies used, proactively
seeking feedback, strategic modifications of goals and actions based on feedback
(Kuhl & Goschke, 1994). The learner has to control both the self and the contextual
factors. Controlling self involves the volition to pursue task, self-instruction andff
self-monitoring (Zimmerman, & Kitsantas, 1996). Controlling contextual factors
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means selecting, and making use of, best resources in the networked human and IT
environment to facilitate learning.

Commitment (Garrison, 1997; Meece, 1994; Schunk, 1998) refers to the learner’s
sustained motivation and perseverance in the engagement in learning in spite of
difficulties and set back.

Context means the networked human and IT environment (Garrison, 1997; Hen-
derson & Cunningham, 1994) within which learning takes place. The networked
human environment supplies enhanced human resources including the networked
teachers, mentors, peers, parents and other resource people who can provide fruit-
ful knowledge, necessary competencies, group intelligences, social interaction and
social support essential for maintaining a psychological balance and zest for self-
learners’ continual commitment to the learning. IT environment includes three func-
tional aspects. First, IT can be a powerful learning tool. Second, it is a medium
enabling speedy feedback on multiple dimensions to the learner, who upon the feed-
back readjusts approaches for subsequent learning. Third, IT facilitates simultaneous
interaction and mutual support among networked group members during the learning
process.

The theory of self-learning in a networked human and IT environment as well
as these four key elements can provide an important base for the formulation of ed-
ucation reforms that strongly believe in the importance of student-centred education
and lifelong self-learning to the development of contextualized multiple intelligence
citizens and a learning society in the new millennium (Chapter 1). As discussed
above, the implications drawn from the theory proposed in this chapter are signif-
icant for re-designing the learning environment to promote effective self-learning
at each stage of the learning cycle or continuously. The major implications can be
summarized and driven by the following questions:

1. How relevant the current and coming education reforms in curriculum, peda-
gogy, schooling, and educational context are to the enhancement of learner’s
self-learning cycle to be more effective and sustainable to lifelong?

2. Particularly how the education reforms and initiatives are related to facilitating
the four key elements such as cognition, control, commitment and context in
the self-learning process, such that students or learners can initiate, maintain
and enjoy self-learning and benefit from it?

3. How can the human environment be well organized and networked to facilitate
students’ effective self-learning in a larger social context, within and beyond
schools, locally and globally, as described by the theory proposed by this
chapter?

4. How can the IT environment support the development of networked human
environment and facilitate each stage of self-learning cycle, as proposed by
this theory?

These questions are in fact inviting different ideas and thinking to consider and
test the initiatives in education reforms, whether they are relevant to the paradigm shift
towards student-centered education and lifelong self-learning. Without a comprehen-
sive understanding of how effective self-learning can be facilitated in a networked
human and IT environment, all efforts in education reforms may result in frustrations
and failures, if not a disaster to students, parents, teachers and schools. It is hoped
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that the proposed theory of self-learning can benefit ongoing education reforms in
different parts of the world.

This chapter was adapted from: Mok, M.M.C. & Cheng, Y.C. (2001). A theory of
self learning in a human and technological environment: Implications for education
reforms. International Journal of Education Management. 15(4), 172–186.
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Chapter 5

ECONOMIC CONSIDERATIONS IN EDUCATION
REFORMS AND POLICYMAKING

There are numerous ongoing education reforms initiated in the Asia-Pacific
Region and other parts of the world as described in Chapter 7. Given the scope of
the reforms and the magnitude of the resources required, inevitably, the economic
effectiveness of these reforms and related policies has attracted much attention from
stakeholders and policy analysts.

Some people are concerned about whether the existing education can meet the
needs of new economic development in this millennium and how education should
be changed to prepare new generations for the knowledge-based economy (see, e.g.,
Education Commission, 1999a, 1999b, 2000a, 2000b; Klor de Alva, 2000; Walshok,
1999). Others are concerned about how the education system should be resourced and
funded in a more efficient and effective way in order to meet diverse growing demands
for education (see e.g., Davis, 1999; Grosskopf & Moutray, 2001; Psacharopoulos,
1999; Wyckoff & Naples, 2000). The first concern relates to the issues of exter-
nal economic effectiveness for the future of economic development and the second
concern to the issues of internal economic effectiveness for using resources to fund
different types of educational services.

For the case of Hong Kong, the government has substantially increased its in-
vestment in education and put forward many new educational policies since the
1980s (Education Commission, 1984, 1986, 1988, 1990, 1992, 1996, 1997, 1999a,
1999b, 2000a, 2000b; Education and Manpower Branch and Education Department,
1991; Education and Manpower Bureau, 1997). Unfortunately, there was often a
lack of clear and sophisticated economic analysis of how the educational policies
could address the external or internal economic effectiveness issues in the pol-
icy papers. To many people who are interested in the economic aspect of educa-
tional policy, most economic concepts and considerations encompassed in the debate
of educational policies are often too abstract, complicated, and comprise multiple
layers. Many educational policies have not been discussed and analyzed in depth
from an economic perspective even though plans have been made to inject a huge
volume of resources. Consequently, it is not a surprise that the economic effec-
tiveness of many past and ongoing educational policies is still unknown to many
people.

In response to such an urgent need in education reforms, this chapter aims to
delineate a simplified framework for educators, policy-makers, policy analysts, and
all those concerned in conducting economic analysis in policy debate and formu-
lation of educational policies. Hopefully, this simplified framework can contribute
to advancing rational educational policy making and to ongoing education reforms
for the new economic development and the effective use of resources in providing
educational services to meet the diverse needs in the new millennium.

117
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1. EDUCATION AS A SYSTEM

When one reviews the infra-structural changes of societies and communities in
the past two decades, one can observe the prevalence of the neo-liberalism in the glob-
alization of education, resulting in “the subordination of education to labor market
requirements” (Elliott, 1999, p.139). Given that the humans are now facing a serious
problem of the depletion of scarce resources, thus making productivity improvement
a critical concern in all countries, it is inevitable that economic considerations must be
entertained in educational policy-making. In brief, from an economic point of view,
educational policy needs to include economic considerations, such as the following:
� meeting the short-term or/and long-term economic demands of the society at

different levels for education;
� identifying, procuring, and allocating appropriate resources for inputs to the

education system;
� making appropriate educational provisions (e.g., school places for students, the

number of trained teachers, schools, educational facilities, the levels of educa-
tion, etc.);

� changing the internal structures of the education system for meeting different
purposes in operation and education; and

� enhancing the efficiency of internal processes of the system and its sub-systems
(such as schools, training institutions, etc.).
All these considerations and related efforts are aimed at improving educational

services and practices, enhancing internal and external economic effectiveness, and
generating other social benefits to different levels of the society (Behrman & Stacey,
1997; Solmon & Fagnano, 1994).

The proposed simplified framework, furnishing a basis for clarifying the above
economic considerations, rests on a premise that education can be considered a sys-
tem. In brief, an education system comprises all kinds of subsystems—such as schools
and educational institutions at different levels and of different modes—receiving dif-
ferent types of inputs from multiple sources (including resources, manpower, needs
and expectations of stakeholders, national goals, etc.). As shown in Figure 5.1,
through internal processes of the education system, some outputs that encompass
direct and indirect benefits and impacts are produced to individuals, education insti-
tutions, and the local community. Then, these outputs eventually generate long-term
impacts on the whole society and even beyond. From this perspective, a new educa-
tional policy often means a set of proposed initiatives, measures, or changes to the
inputs and/or internal processes of the education system, with a hope to achieve some
planned changes in educational effects. According to Coombs (1994), educational
policy making is often characterized by the extraordinary complexity (involving so
many participants and stakeholders at different levels), visibility of the education
system and most policy deliberations (i.e., almost all citizens have educational ex-
perience and believe they are “experts” in education), dispersion of authority in
educational policy making at different levels, ambiguity about goals in most educa-
tional settings, and labor intensive processes involving the majority of the education
budget on staffing.

The education system is by nature an open system that interacts with the ex-
ternal environment. It means that the education system produces some outputs to
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Figure 5.1: Education as An Open System

the external environment, and the latter reacts with some feedback to the education
system. Responding to the feedback, the education system may change its inputs
as well as internal processes. Accordingly, whether the performance and efficiency
of internal processes of the education system, the positive or negative impacts of
educational outputs, and the subsequent economic benefits can meet the expecta-
tions and needs of stakeholders and the community is often a crucial concern. This
concern will determine whether or not the existing educational policies should be
changed. If the aforementioned cannot meet the expectations and needs, there will
be a greater pressure from the public and those concerned to change the existing
educational policies and ask for reforms and new initiatives to induce changes in
inputs to the education system. It forms a feedback loop to the educational policy
cycle, as illustrated in Figure 5.1. With the change in inputs, the education system
may change its internal structures and processes, thus hopefully produce in the next
cycle more preferable outputs and effects that meet the needs of stakeholders as well
as societal developments.

2. A SIMPLIFIED FRAMEWORK FOR ECONOMIC CONSIDERATIONS

From the above perspective, we can illustrate a simplified preliminary frame-
work for understanding and analyzing the economic aspect of educational policy, as
shown in Figure 5.2. The framework includes three main parts: first, the inputs to
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the education system; second, the structures and processes of the education system;
and third, the economic effects and consequences of education from the system. In
this section, the outline of the framework will be presented while the details will be
explained and discussed in the next sections.

Among the numerous inputs to the education system, the demand for education
and the supply of education are the two major and basic elements in the economic
consideration of educational policy. Depending on the demands from different levels
of the society, educational demands are often categorized into “national demands,”
“social demands,” and “private demands.” The supply of education to meet these
demands is often limited by the amount and types of available resources. Conse-
quently, the pursuit of match between demand and supply is the kernel concern of
educational policy. In reality, however, the supply often does not meet the demand in
certain aspects if not all, whether it is over-supply or under-supply. Inevitably, how to
ensure the match between supply and demand becomes the core issue in educational
planning and financing. Mismatch usually creates serious policy problems related
to equity and equal opportunity in education (Lynch, 2000; Psacharopoulos, 1987;
Woodhall, 1987a).WW

In addition to the concerns with the demand and supply and their match at the
input level, policy analysis and discussion should also place a strong emphasis on
the effectiveness, flexibility, and adaptability of the structures and processes of the
education system, with an expectation on maximizing the economic benefits of ed-
ucational outputs. An education system can be categorized into formal systemff and
non-formal system, which can be further categorized into different grades, levels, andw
types of education sub-systems. The composition and size of sub-systems and the
resources allocation among these sub-systems for optimal conditions to provide edu-
cational services to meet diverse needs are important issues in educational planning
and policy-making.

The economic effects of an education system can be classified into direct eco-
nomic effects and indirect economic effects. Direct economic effects refer to the
impacts of educational outcomes on developing, sustaining, or modifying manpower
structure and economic structure to meet the demands of existing traditional economy
and developing a new knowledge-driven economy. Indirect economic effects usually
refer to the impacts of educational outcomes on production technology, quality of
human resources, and social-economic behaviors that indirectly affect the develop-
ment and productivity of economy. Of course, all these direct or indirect economic
effects can manifest eventually as the economic growth, social returns, private re-
turns, and redistribution of income in the society (Behrman & Stacey, 1997; Carnoy,
1994c; Cipollone, 1994; Hicks, 1994; McMahon, 1987b; Owen, 1998; Solmon, 1987;
Woodhall, 1987b).WW

In addition to positive economic effects, an education system, if not well-planned
and managed in inputs and processes, may have negative consequences on the de-
velopment of economy. For instance, the mismatch between educational outcomes
and economic demands (e.g., education but unemployment or over-qualification for
employment) and the phenomenon of brain drain from one country to another can
both be considered as loss of educational benefits. These negative consequences may
finally cause damage to the development of local economy. Therefore, educational
policy and planning need to consider the potential impacts of educational inputs and



122 NEW PARADIGM FORPP RE-ENGINEERING EDUCATION

processes upon economic benefits, and search for the best educational arrangements
within the context of various limitations.

Proposed in Figure 5.2 is a simplified framework for economic considerations
and analysis in educational policy-making. The framework indicates which domains
and which relationships among domains should be the major concerns or foci in
considering educational policy and its relation to the economic factors. Question
marks in Figure 5.2 denote possible questions, concerns, or relationships for analysis.
The above provides a brief overview of the framework and, in the following sections,
the discussion and analysis will focus on the specific components of the framework
in order to explicate how the framework can be used to highlight important economic
issues and considerations for policy-making.

3. INPUTS TO EDUCATION SYSTEM

As discussed above, there are many types of inputs to the education system.
From the economic perspective, the educational demand and educational supply are
key concerns in educational policy and planning.

3.1. Educational Demands

Demands for education can come from the country, the community, or the in-
dividual (see Figure 5.2). At the country or national level, social control is often a
fundamental policy of all governments to maintain country stability and survival,
and provide fair allocation of limited resources to meet diverse needs and demands
of multiple stakeholders and the public. In order to achieve such social control and
stability, the country needs to sustain and develop its economic, social, and political
structures for enhancing its international competitiveness and consolidating all its
citizens of diverse background. Education has often been recognized as an effective
tool in sustaining and developing the current economic, social, and political struc-
tures (Behrman & Stacey, 1997; Cheng, 1996). Consequently, most governments
make great efforts to expand education for all or universal education (see, e.g., Boli,
Ramirez, & Meyer, 1986; Chabbott & Ramirez, 2000; McMahon, 1998; Nespoli,
1991).

3.1.1. National Demands

At the country level, the demand for the development of a production workforce
to serve national economic growth has been reflected on school education in many
countries. They have implemented free primary education and enlisted a huge part of
the population into the preparation for the workforce through education and training.
To a great extent, education has become a huge “industry” in most countries of the
world.

Given different historical and cultural backgrounds, many countries may use
different models for economic and social development and therefore their economic
structures as well as human resource structures may be quite different. Naturally,
the diversity in human resource structure and demand is reflected in the educational
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demand at the country level (see, e.g., Foster, 1987; Heyneman, 2000; Hinchliffe,
1987a, 1987b; Levin, 1987; McMahon, 1998).

3.1.2. Social Demands

At the society or community level, the size and composition of total population
of the society are often key factors affecting social demands for education. For
instance, an increase or a decrease in the total population of on-age students will
directly affect the volume and types of educational demand. The analysis of student
enrollment demand is necessary in educational planning and policy making (Wetzel,
O’Toole, & Peterson, 1998).

3.1.3. Private Demands

There is also private demand for education at the individual level. Each citizen
needs to be educated, trained, and equipped to survive in a competitive society. A
free society provides an open labor market and renders different market prices for
different qualities of labor. Individuals who want to pursue a better salary job often
like to enhance their personal qualities in terms of qualifications through education
and training. Career opportunity and development give an impetus to the individuals
and their family to invest money for better education and higher qualifications (Arkes,
1999; Newell, 1999; Robst, 1999). Of course, the capacity of individuals and their
family to support educational expenses, their own learning ability and the level offf
their interest in education all have an effect on their demand for education (Harnqvist,
1987; Hlavna, 1992; Schultz, 1987).

3.1.4. Demands from the New Economy

Responding to the drastic impacts of globalization, information technology, and
international competition in the new millennium, there is a strong emphasis on the
shift from the traditional economy toward the new knowledge-driven and technology-
intensive economy. The economic structure and human resource are experiencing
some fundamental changes. New education is expected to be the key for facilitating
such radical changes for the future (Burton-Jones, 1999; Ohmae, 2000). As mentioned
at the beginning of this chapter, numerous education reforms have been conducted
in different parts of the world, and a paradigm shift has been pursued in education in
order to produce a new breed quality workforce and to meet the needs of development
of a new knowledge-driven and technology-intensive economy (Cheng, 2000; Mok &
Cheng, in press). In other words, there is a demand for new education to meet the
needs of the new economy in the new millennium (Klor de Alva, 2000; Levin, 1997;
Mingle, 2000).

According to Cheng (2000), the paradigm shift of education is moved from “tra-
ditional site-bounded education” to “new CMI-triplization education,” which em-
phasizes the development of students’ contextualized multiple intelligences (CMI)
(including technological, social, political, economic, cultural, and learning intelli-
gences) and the triplization in education includes globalization, localization, and
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individualization for the creation of unlimited opportunities for learning and devel-
oping each student’s multiple potentials and creativity to meet the challenges from
the new economy as well as other drastic social transformations in the new century.

From the above, we can see that the economic analysis of educational policy
should be concerned with the existing and emerging educational demands at different
levels, such as the country, the society/community, and individual levels. Inevitably,
the relationships between these demands and their relative importance also become
an important concern in policy-making and planning. The setting of priorities for
these demands on policy goals and objectives to be achieved is clearly a crucial issue
when considering the allocation of the limited resources and supply of the educationalw
services to meet these demands (Samoff, 1996).

3.1.5. Consumption and Investment

Depending on the nature of expected outcomes from education, educational
demands can be classified into “consumption demands” and “investment demands.”
The consumption demands refer to demands on those educational services that can
bring in short-term benefits and interests only. For example, many people take some
short courses just for personal leisure purposes. That is a consumption demand. The
investment demands refer to demands on educational services that can contribute to
the long-term benefits for development of individuals or the society. For example,
taking a professional diploma in education aims at achieving a qualified teacher
status for teaching in a school. This educational demand is an investment demand.
Traditionally, the pursuit of educational qualifications is perceived as a very importantTT
investment. How educational qualifications are related to the future job opportunities,
incomes, and returns is often a key concern in economic considerations of educational
policy (Arkes, 1999; Light, 1999; Vila & Mora, 1998).

Comparing these two types of educational demands, which one should be ac-
corded higher priority is an important consideration in educational policy and plan-
ning. Given that the investment demand tends to generate greater impacts upon social
and economic development, it is generally considered by stakeholders in many coun-
tries that it should receive more support in the allocation of resources particularly
from the public funding.

3.2. Educational Supply

3.2.1. Educational Resources

In general, there are many different and competing demands to be fulfilled by
educational services in every society. Nevertheless, the quantities and types of edu-
cational supply are often limited, depending on the amount of available resources that
can be supplied by the society and individuals. According to the nature of available
resources and costs, as well as the methods of supply, we can classify educational re-
sources into two major categories: Resources supplied by the Provider and Resources
supplied by the Consumer (see Figure 5.2). Cost for resources is an important and
necessary concern in educational policy (Rice, 1997). The resources supplied by the
provider can be further divided into the direct cost and the opportunity cost. In the
case of public education, the direct cost of the provider refers to the educational
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expenses directly responsible by the country or society, including such explicit costs
of organizing education as the set-up costs of education institutes, the maintenance
costs, and salaries of the teaching staffs. The opportunity cost of the provider refers
to the possible loss of the country’s total production due to the consumption of human
resources (including teaching staffs and students) and all related physical resources
for education, rather than for other economic activities. It means that there is opportu-
nity loss for all such human and physical resources to be invested in other production
functions because of education.

Resources supplied by the consumer can also be divided into the direct cost
and the opportunity cost. The direct cost of consumer refers to educational expenses
borne by the student or his/her family, including sundry items, books, stationery,
and transport. The opportunity cost of consumer refers to possible incomes from
employment forfeited by the student for studying in schools.

From the discussion, it is obviously that the cost of education in educational
policy should include the total costs of both provider and consumer in terms of direct
cost and opportunity cost (Woodhall, 1987c).

3.2.2. Forms of Educational Supply

Educational supply manifests in several forms: the supply of different kinds of
school places, teacher quality, school facilities, contents of curriculum, resources
allocation, etc. In educational policy, educational supply can be provided in terms
of its quantity and quality. Since resources made available for educational services
are usually limited, there may be contradictions between the quantity and quality
in the educational supply. Enhancement of quality in supply often needs more re-
sources. For example, provision of high-quality teachers may need more professional
trainings and better salary packages to attract and keep high-quality people in the
teaching profession. To meet the needs of numerous stakeholders, it is technically
and politically easier to supply the quantity than the quality in education. Therefore
the quality is often sacrificed for satisfying the demands on quantity. For example,
in many developing countries, the increase in the number of primary school places
was more important and urgent for implementing the universal educational policy
than the provision of quality primary education. In Hong Kong, after the basic needs
of primary and junior secondary school places had been met in the 1980s, there
was an increasing demand expressed by the public on improving education quality
(Education Commission, 1988, 1990, 1992, 1997).

From the above discussion, we can see that, bounded by limited resources and a
fixed time frame in educational supply, educational policy has to cope with the con-
flicts between quantity and quality and to establish an appropriate balance between
them to meet the diverse and competing expectations of the public. Setting up prior-
ities and strategies to meet the diverse demands in education is inevitably necessary,
even though it is often a difficult task in educational policy (Samoff, 1996).

3.3. Match Between Educational Demand and Supply

The match between educational demand and educational supply can be con-
sidered as the core problem of educational policy-making. In theory, educational
policy-makers will try their best to avoid over-supply or under-supply situations and



126 NEW PARADIGM FORPP RE-ENGINEERING EDUCATION

to strive for a balance between demand and supply. Mismatch may result in a huge
wastage of scarce educational resources and lead to different types of educational
equity issues (Paquette, 1998; Vahey, 2000). Nevertheless, because of the multitude
of factors that can influence the match between demand and supply—for instance,
changes in demographic or environmental factors, changes in people’s educational
needs, and changes in the amount and types of available resources—will all affect
the demand and supply and their relations, leading to an imbalance. Koshal (1999)
has shown an example of analysis on the demand and supply of educational service
in a case of liberal arts colleges.

3.3.1. Practical Questions for Educational Supply

Given that resources for education are limited, even in rich societies, it is often
the norm than the exception that educational demands—whether at the country,
community, or individual level—cannot be fulfilled entirely by public and even private
funding (Tsang, 1994). In making educational decisions, therefore, the following
three practical questions are considered in determining the allocation of educational
resources:

1. What combination of educational services should be supplied?
Depending on the subjects of services, kinds of services, and forms of services,
policy makers need to formulate different combinations of educational ser-
vices in meeting identified educational demands and achieving certain policy
goals. For example, what percentages of 18–22-year-old adolescents should
receive tertiary education? What percentages should receive vocational ed-
ucation? In order to pool up resources to provide educational services for
reaching the goal of universal secondary education for all, which other ser-
vices should be reduced?

2. What technology and facilities should be used in supplying educational ser-
vices?
To satisfy different educational needs, different technology and facilities may
be utilized. For example, should a school operate in the scale of several thou-
sand students or several hundred students? Are students better educated in
private or public schools? How can parents and students have a fair choice
between public and private education? Should the traditional mode of teaching
be replaced by distance learning or information technology in education?

3. Who should be supplied with educational opportunities particularly by the
public funding? For instance, if not all children have the opportunity of sec-
ondary education, who should have priority? What criteria should be used to
identify and select students for limited educational opportunity? Which stu-
dents or families should bear the cost of higher education? In what proportion
should they pay?

3.3.2. Equity and Efficiency for Matching Demand and Supply

Without doubt, there are many possible answers or solutions to the three prac-WW
tical questions alone. The point to be considered is that which answers are “better”
than the others. “Better” in what sense? This often involves two basic issues: issue of
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equity and issue of efficiency. The former issue concerned with the responsibility of
educational cost and equality of educational opportunity such that it is equitable to all
those concerned. The latter issue concerned with how the provision of education can
be economically efficient in achieving the expected goals at the lowest cost. These
two important and competing concerns are often the guiding values in the consid-
eration of educational provision and financing. Thus, among the many possibilities
of educational supply to meet the educational demand, the policy which can better
satisfy these two concerns should be the best. In considering how to analyze various
policy alternatives in educational supply and how to identify which one should be
the optimal choice, meeting the two basic concerns is a crucial issue related to policy
analysis. Figure 5.3 outlines how the issues of equity and efficiency can be analyzed
by different methodologies and what other major concerns and ideas will be involved
in the analysis.

3.3.3. Economic Efficiency of Education

In analyzing, or planning of, educational policy, the concern with economic
efficiency of education is about how to maximize total benefits through the differential
allocation of resources to different educational services. The specific methods for
analyzing economic efficiency of education include the following:

3.3.3.1. Cost-benefit Analysis of Education

This analysis aims to find out which educational investment among a number
of alternatives is the most beneficial in terms of given invested cost and the possible
benefits and outcomes (Psacharopoulos, 1996; Woodhall, 1992). Particularly the
cost-benefit analysis is used to address only those types of alternatives where the
outcomes or benefits can be measured in terms of monetary value (Levin, 1994a,
1994b). For different policy alternatives, the needed cost as well as the expected
benefits may be different. For example, on-campus education and distance education
need different facilities and operational costs and also their educational benefits are
different. The policy alternative that can generate the largest benefits in terms of both
quantity and quality at a given cost is considered as most cost-beneficial. The results
of the analysis are often used as a guide for resource allocation in policy-making.
Benefits here usually are represented by monetary units in the analysis, particularly
for comparison of return rates of different types of educational supply or investment.

3.3.3.2. Cost-effectiveness Analysis of Education

The analysis is used to estimate the cost of achieving certain policy objectives
or educational programs through different approaches, in order to determine which
approach is the best at minimum cost. Consider a hypothetical case, to provide
an additional 30,000 school places for senior secondary students in three years,
different approaches may be taken to achieve this policy target. One is to expand
the present capacity of each classroom from 30 to 40 students in each school. The
second one is to provide more classes of senior secondary students in some schools,
in which some rooms can be converted into classrooms. The third one is to split
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some whole-day schools into bi-sectional schools (i.e., including morning schools
and afternoon schools), such that the number of students to be accommodated can
be doubled. This analysis helps identify the best saving method for achieving some
planned goals under given resource conditions.

3.3.3.3. Educational Equity

Equity is often one of the core concerns in educational policy (Paquette, 1998).
Two types of economic considerations are possible in analyzing the equity aspect
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of educational policy: the first is equality of educational opportunity; and the sec-
ond, responsibility of educational cost. According to Coleman’s analysis and other
academics’ interpretations of his definition (see, e.g., Tsang, 1985), equality of edu-
cational opportunity for the same generation is often defined in terms of four aspects,
as follows:

1. Equality of access to education (e.g., attending the same number of school
years);

2. Equality of participation in educational process (e.g., receiving education of
the same quality and same content);

3. Equality of educational results (e.g., achieving the same standard in educa-
tional results);

4. Equality of educational effects (e.g., receiving the same educational effects
and impacts from education on personal development and achievement in the
short or long term).

In addition, some people are very concerned with whether extra treatment can
be provided to those disadvantaged, such that they can enjoy the equality of educa-
tional opportunity in access, process, result, and effect. Also for those able or gifted
students, some are concerned with whether further educational opportunities can be
provided to them such that they can develop their potentials in a more appropriate
way.aa Research questions on educational equity have always been an important topic
among educational sociologists in different parts of the world (see, e.g., Cheng, 1995;
Cohen, 2000; Epstein & Sanders, 2000; Lynch, 2000).

The above issues of educational equity often refer to the same cohort or the same
generation of students. However, when comparing across cohorts or generations,
there will also be inter-cohort or inter-generation equity issues. For instance, who
should bear the cost of higher education? Should it be the parents, the students, or
the government? If it should be the students’ own responsibility of education beyond
basic education, then should the students be supported by themselves or by the loan
from the government or their parents?

Responsibility of educational cost becomes a more and more important issue
in a context of ongoing education reforms emphasizing privatization in education
(Cheng & Townsend, 2000; Psacharopoulos, 1999). In general, the government has
the public responsibility to finance and subsidize education. There are some impor-
tant reasons. First, education can serve the national purposes, including the economic
functions, social functions, political functions, and cultural functions for develop-
ments at the individual level, community level, society level, and even international
level (Cheng, 1996).

Second, as a crucial responsibility to promote social mobility and eliminate social
inequality, the government needs to support through education those who are at a
disadvantage or with a low social-economic status (Bowman, 1991; Lynch, 2000).
From an economic point of view, unequal family income means that individuals
have different investment capacities for education and an uneven distribution of
educational opportunity. If the government does not subsidize the aforementioned,
then unequal educational opportunity will remain. Because of this remaining unequal
educational opportunity, the future income of those persons will be unequal, and as
a result, there will be a lack of social mobility, and the inequality in social class of
the society will remain (Cheng, 1995).
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From the above discussion, we can see that who pays educational fees is an
important policy issue for educational equality (James, 1994). According to the
literature, in many developing countries, the government’s subsidy on free primary
education has the effect of income re-distribution. Nevertheless, the equality effect
of government subsidizing higher education is often dubious (Chabbott &Ramirez,
2000; Saha & Fagerlind, 1994).¨

What proportion of cost responsibility should be divided between educational
consumers and educational providers? At present, in Hong Kong for example, the
universal educational policy provides nine years of free education to all students from
Primary One to Secondary Three while only students at Secondary Four or above
need to pay school fees. How much tuition fees should be paid? Who should pay
the fees? When should they be paid? For different levels of education and different
country backgrounds, the answers to these basic questions may be different. All these
involve the issues of educational equity (Bowman, 1991).

4. EDUCATION SYSTEM AND PROCESSES

Education system includes different types of education organization and sub-
system. Usually, it can be divided into formal educationff and non-formal education
systems (see Figure 5.2). In general, there is a lack of clear-cut distinction between
them. To different countries, their classifications and definitions may be different.
Formal education often refers to the comprehensive, full-time, and comparatively
long-term education for students. It is organized, planned, and provided by formal
education institutions, and is also often conducted in fixed formal education venues
by professional teaching staffs. In general, formal education often means a type of
school education or institutional education. In Hong Kong, for example, formal ed-
ucation has different levels and categories including higher education, secondary
education, primary education, vocational education, and special education. If clas-
sified according to its nature, school education can be further divided into grammar
school or vocational school, half-day or whole-day schooling, full-time or part-time
mode, etc. As described by Coombs (1985), “formal education is a ‘true’ system in
the sense that all of its parts, at least in principle, are interconnected and mutually
supporting” (p. 23).

Non-formal education often refers to “any organized, systematic, educational
activity, carried on outside the framework of the formal system, to provide selected
types of learning to particular subgroups in the population, adults as well as chil-
dren” and, unlike formal education, non-formal educational activities are generally
independent of each other (Coombs, 1985, p. 23). It is often organized, not as well-
institutionalized. Basically, non-formal education often takes place outside of school
premises. Its contents, methods, formats, progress, and assessment are more flexible
and less formal than formal education. Non-formal education in Hong Kong, for
example, includes different types of short-term adult learning, open education, and
in-service professional development programs offered by different organizations.
Because of the fast development of information technology in education, many high-
quality on-line courses and web-based educational programs have been adopted by
both formal and non-formal education (Ryan, Scott, Freeman, & Patel, 2000). Also,
with the support of information technology, the formal education gradually becomes
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more and more flexible in the mode of delivery than previously, not limited by the
mode of face-to-face instruction. It seems that the distinction between formal and
non-formal education inevitably becomes unclear.

Education system and its subsystems are designed with aims of providing various
types of educational services and of serving various educational policy objectives.
Based on different historical traditions and social assumptions, there are many pos-
sibilities and combinations that can be used to construct the education system and
even to change it if it is not effective. With the limited social resources available to
education, the analysis of education system from an economic perspective is clearly
necessary. The following aspects deserve due attention.

4.1. Comparison of Economic Efficiency between Systems

As discussed above, economic efficiency of education is one of the core concerns
in educational policy. The analysis of economic efficiency of the education system and
its subsystems is therefore necessary in educational policy formulation. Economic
efficiency comparison can be further classified into external efficiency comparison
and internal efficiency comparison (see Figure 5.3). They are explained as follows:

4.1.1. External Efficiency Comparison

It is the comparison between the education system and other non-education or
social systems to determine whether the education system has a higher economic
efficiency in investment. For example, comparison may be taken between efficiency
between education system and other forms of human resources investment which
may include vocational training, introduction of new immigrants, training, health
promotion, improvement of management, etc. Another example is making a compar-
ison of investments in the school premises and teaching materials against building
factories, machinery, and facilities to see which one has better efficiency. A furtherff
example is the comparison between education system investment and other economic
investments (e.g., foreign shares) to determine which has greater returns or makes
greater contributions to the society.

4.1.2. Internal Efficiency Comparison

It is the comparison between the subsystems within the education or between
different modes of education determine which one has a better economic efficiency.
The examples can be listed as follows: (1) comparing the economic efficiency of
different sub-systems such as the cost effectiveness among primary, secondary, and
higher education; (2) comparing different modes of education such as the efficiency of
full-time mode against part-time mode, or between whole-day schooling and half-day
schooling; (3) comparing the efficiency between different educational units (i.e., the
efficiency between individual schools); (4) comparing the efficiency between differ-
ent educational media (e.g., television, web-based learning, face-to-face instruction,
etc.); (5) comparing the efficiency between different teaching programs or teaching
approaches (e.g., the activity approach and the direct instruction approach).
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In general, the above comparisons are conducted to answer two questions: Which
is the more economical in achieving the same goals or products? Given the same input
or investment, which has more or better outputs?

4.2. Analysis of Characteristics of Sub-systems

Understanding the effectiveness and efficiency of individual characteristics or
elements in a subsystem of education is also important to formulating policy choices
for educational change. This includes cost effectiveness of different key elements
of education, such as school governance, school scale, staff structure and salary,
facilities, and funding models. For instance, is it necessary to have public schoolsff
to be funded and governed by the government? What proportion between public
schools and private schools should be more appropriate? What is the ideal school
size? Should more large schools be built instead of many small schools and why?
Traditionally, school effects are the important area for policy analysis in education inTT
the last two decades (Getz, 1998; Lee, 2000; Pallas, 2000; Persell, 2000; Sorensen &
Morgan, 2000).

4.3. Analysis of Interface among Sub-systems

The analysis may focus on the vertical linkages among sub-systems or inter-
face between levels of education (Figure 5.2). For example, analyzing the relativeff
efficiency between a system with seven-year secondary education and three-year uni-
versity education and another system with six-year secondary education and four-year
university education so as to determine which one is cost-effective. How effective
is the interface between secondary schools and tertiary institutions, and between
primary schools and secondary schools? What proportions of resources should be
allocated among various sub-systems, say, between formal and non-formal educa-
tion, and between basic education and higher education? How can the formal and the
non-formal education systems mutually compliment each other to meet the needs of
economic development in a new era of information and globalization?

4.4. Analysis of Flexibility of the System

The analysis can target on the flexibility of horizontal linkage among sub-systems
(Figure 5.2). In the current education reform, continuous life-long education and
maximum opportunity for learning are strongly emphasized (Education Commission,
2000a, 2000b). How to enhance the flexibility of the education system such that
students can have more opportunities to develop their potentials at different stages
of their life is one of the top issues in educational policy formulation. For instance,
can students transfer horizontally between a grammar school and a technical school,
between a remedial class and a gifted class, between the formal education and the non-
formal education, between a degree program and a diploma program, and between
full-time and part-time modes? Depending on the demographic changes of some
districts during a certain period of years, can primary school premises be converted
into secondary school premises to meet the increasing needs of a secondary cohort
in these districts?
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4.5. Analysis of Different Possibilities or Combinations in Achieving the Goals

There may be many different approaches or possibilities to achieving the same
policy goals. As mentioned above, the education system has different sub-systems
in both formal and non-formal education (Figure 5.3). These subsystems have their
own strengths and limitations in operation and cost-effectiveness. How to find out
the optimal combinations of these subsystems and their operation modes that can
provide the cost-effective education should be a key issue in policy formulation.
For example, if an increase in higher education places funded by the government is
necessary, what proportions of places should be given to comprehensive universities,
normal universities, or polytechnic institutions? Should there be some publicly funded
places allocated to the private tertiary institutions? Should open universities or web-
based learning providers be funded by the public funding? If so, in what forms or
proportions should the funding be provided? Another example in school education is
that of what proportions should be the distribution of school places between private
and public schools?

From the above discussion, we expect the optimal combinations to have the
following characteristics: (1) they can serve the purpose of educational equity;
(2) they are cost-effective to achieve the planned goals; (3) they are flexible to maxi-
mize opportunity for students’ learning at different stages of their development; and
(4) they are based on the strengths of subsystems, but minimizing their limitations.

4.6. Analysis of Equity Issues in Education System

In addition to economic efficiency issues, how to ensure educational equity in
terms of equality opportunity of education and educational cost responsibility is also
a core concern in the analysis of education system and its subsystems (Paquette,
1998). For instance, in these sub-systems, does the same cohort of students have
equitable entrance opportunities for education? In the learning process, do students
have equitable learning experiences and contents? In other words, are school facilities
and premises, teacher qualification, teaching materials, curriculum, and learning
experiences equitably provided to ensure equal opportunities for students’ learning
and protect them from any disadvantages due to their family background? Can the
education system ensure that every student’s learning results and outcomes have
reached a certain standard or level, such that their development in future will not
suffer from any under-achievements (Betts & Shkolnik, 1999)? Further, do they have
equitable promotion and employment opportunities after education? Traditionally,
all these questions are important in the sociology of education (Hallinan, 2000).

5. EDUCATIONAL EFFECTS

The direct effects of educational investment on economic and other developments
are often not so obvious and tangible in short-term. It requires a long period for human
development through education even though we believe human resource development
is the key of economic development, particularly in the new century. To a certain
extent, education is an indirect long-term force to support and develop economic
production and development of a society. Only after those educated in the education
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system have participated in the workplace and production activities of economy can
educational outcomes be converted into direct productivity of the society. Further,
whatever knowledge or skills learned during the study or training period need aw
rather long adjustment period in a workplace before they can be applied to satisfy
work requirements. Thus, the effectiveness of educational investment usually requires
a rather long time before it becomes observable.

Policy-making and analysis in educational needs to take into account of different
types of educational effects and outcomes to be observed. It means that the effective-
ness of an educational policy is often evaluated by the extent of its educational effects
and the quality of its educational outcomes. As shown in Figure 5.2, the economic
effect of education can be classified into two types: direct economic effects and in-
direct economic effects. Both types can affect the economic productivity, the quality
of products, and the economic needs of the society, which in turn have impacts upon
the economic development of the whole society at different levels (Carnoy, 1994a;
McMahon, 1987a; Solmon, 1987).

5.1. Direct Effects

The function and success of different trades and occupations in a society depend
on the quality of work completed by people of different abilities. Investment in ed-
ucation can directly develop human resources and stabilize the workforce structure
for economic growth. If there is any change in the needs of human resources aris-
ing from changes in the economic structure, the education system can help modify
the supply of human resources as well as the workforce structure. In Hong Kong,
for example, the Manpower and Education Bureau, as well as the Education Com-
mission of the Hong Kong Special Administrative Region (HKSAR) Government,
are responsible for policy formulation with the target of meeting this need of hu-
man resources development through education. The following three considerations
as highlighted by Hinchliffe (1987a) and Vaughan (1991) can be taken for analyzing
the direct economic effects of education:

5.1.1. Develop Human Resources

Grounding on the estimations of the social economic situation and projections
on human resources needs, the education system is planned to develop the neces-
sary workforce structure and related human competencies required by the various
economic sectors like business and industrial sectors in advance. Particularly, due
to the economic transformation from traditional manufacturing industries towards a
globalized and knowledge-based economy in many countries, there is an urgent need
for new human resources equipped with new competencies such as high technology
knowledge and skills, continuous learning skills, creativity, communication skills,
and an international outlook (Burton-Jones, 1999; Education Commission, 1999a,
1999b, 2000a, 2000b; Ohmae, 2000).

5.1.2. Sustain Human Resources

Aging, retirement, mortality, transfer between occupations, or various other fac-
tors may cause drainage on the current labor force or manpower structure. There is
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often a strong demand for sustaining the present workforce structure in order to keep
the economic productivity of the society. Human resources development through the
education system that targets on the drainage of different occupations can fill this
demand.

5.1.3. Regulate Human Resources

The education system itself is a huge occupation system involving the employ-
ment of many teaching staff, administrative staff, and various supporting personnel
at different levels. Therefore, it has the function of regulating the existing work-
force of the society. For example, in Hong Kong, at times when the economy is
slow, many employees from the business and technology sectors, as well as uni-
versity graduates, will take up teaching posts temporarily in the school system or
will pursue further full-time study in different education institutions, like univer-
sities or polytechnics. When the economy picks up again, these people will re-
turn from the education system to the other occupations. Such kind of entrance
and departure of human resources through the education system to the economic
system is analogous to the regulating effect of lakes in regulating the water-flow
to rivers. Such kind of “lake effect” of the education system is also a contribu-
tion to the regulation of human resources and manpower structure for economic
development.

5.2. Indirect Effect

In addition to bringing direct effects on human resources and workforce struc-
ture for economic development and effectiveness, the education system can give
indirect effects to the technology of production, quality of human resources, and so-
cial economic behavior of the society (Cheng, 1996; Levin, 1987; McMahon, 1987a).
Therefore, the analysis of educational policy has to also consider these indirect effects
of education.

5.2.1. Technology of Production

Due to the rapid advancements in high technology and information technol-
ogy, the quality and efficiency of economic production can be largely enhanced by
the new technology in the processes of production, transportation, communication,
and marketing (Elliott, 2000; Heyneman, 2000). In general, education, particularly
higher education, is believed to be the major channel for development, transmission,
and application of new scientific knowledge and technologies for economic produc-
tivity and development (Klor de Alva, 2000). Delicate and precise technology of
production (and its development and improvement in such new industries as generic
engineering, computer, aeronautic, and energy) all demand the participation and con-
tribution of higher educational elites. Accordingly, it is necessary to analyze whether
the current or proposed educational policy can promote the development of new tech-
nology and the improvement of existing technology in all economic productions and
services.



136 NEW PARADIGM FORPP RE-ENGINEERING EDUCATION

5.2.2. Quality of Human Resources

The quality of human resources becomes more and more important in work,
particularly when the working environment is often changing very quickly towards the
new economy and the nature of task is highly demanding and challenging to personal
qualities and job attitudes (Burton-Jones, 1999; Frey, 1999). Education needs to
prepare students with the appropriate personal qualities and competencies (Fallon,
1987). For example, Levin (1997) suggested that there are 12 personal competencies
for high value-added industries in the new century, including initiative, cooperation,
working in groups, peer training, evaluation, reasoning, problem-solving, decision-
making, obtaining and using information, planning, learning skills, and multicultural
skills.

In response to the shift towards a knowledge-based and value-added economy in
the new millennium, creativity receives growing emphasis in the education and human
resources development. Thus, education is now expected to promote creativity and
to prepare students to have the capability to generate new ideas and new approaches
and to make innovations in their future career and work life (Cheng, 2000).

In addition, workers who have received higher education are more adaptable to
the changes in environment as well as in work. If it is necessary to alter positions
and responsibilities at work, to change servicing organizations, or even to change
occupations, education has positive effects on workers’ self-confidence and efficacy
to these changes. From the above discussion, we can see that the impact of education
on the quality of the workforce is an important consideration in the analysis and
planning of educational policy.

5.2.3. Impacts on Economic Behavior

Research suggests that education also has effects on the economic behavior of
individuals and this in turn leads to other economic effectiveness. From Kiker (1998),
McMahon (1987a), and Varcoe (2001), the following areas can be included in this
part of analysis:

5.2.4. Changes in Consumption Behavior

Consumers’ buying and payment methods have strong relationships with their
education level. Consumers with higher levels of education are more likely to use
credit cards, payment in installment, and telephone shopping modes of consumer
behavior. In brief, education helps socialize the economic beliefs and behaviors of
young people (Weber, 1998).

5.2.5. Return to Savings

After controlling for work and income, there is a positive association between
people’s education level and their ability regarding financial management. People
with higher education levels have a better performance in their saving and investment.
Through education, young people would know how to handle financial management
in their daily life (Varcoe, 2001).
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5.2.6. Home Management

People with higher education levels, in addition to their better buying power, are
also more inclined to accept new matters. For example, in home habitat, they are
more inclined to buy new electrical appliances to replace work normally performed
by manual labor or old models, and to use computer-operated washing machines and
vacuum cleaners. Such changes in home management can greatly reduce the original
workload.

5.2.7. Affective Attributes

Increase in education level can broaden people’s vision, reinforce their interest
in reading books and magazines or in travel. In addition, interest in such cultural
activities as concerts, theaters, or art exhibition will be correspondingly enhanced.

5.2.8. Effects on Further Learning

Those educated, having realized the joy of learning, would love learning and
consider education as a meaningful consumption; and they are therefore willing to
pay in order to have further learning. On the other hand, those who recognize the
benefits brought by higher academic qualifications will also join in the queue of
further learning.

5.2.9. Health

Health education is included in primary education. There are also contents de-
signed to help people in understanding our body and health in the secondary cur-
riculum. In addition, with the enhancement of people’s reading ability, they come
into contact with more information about human health and living environment. All
these different learning experiences will help people keep good health and reach
longevity (Grossman & Kaestner, 1997). The relationship between education and
health is often an important concern in considering educational policy (Kiker, 1998).

In sum, analyzing the pros and cons of an educational policy from an economic
perspective requires the investigation of costs and benefits of the policy both from
its direct economic effects and indirect economic effects. Surely, the direct effects
on economic production and outputs are important, but the importance of indirect
effects should not be neglected to the long-term development of economy. As to
which of the two is more important, it is hard to have a final conclusion. It dependsww
on the contexts within which the policy is being formulated.

5.3. Economic Consequences of Education

Educational policy can affect the structure and operation of the education system
which in turn produce various effects on different aspects of the economy, directlyww
or indirectly, and in short-term or long-term. According to Cheng (1996), in the new
century, the education system should have different functions, such as technical-
economic, human-social, political, cultural, and educational functions at individual,
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institutional, community, society, and international levels. All these functions rep-
resent the contributions or consequences of the education system to the economic
development, technology development, human-social development, political devel-
opment, and cultural development as well as educational development at different
levels. To a great extent, all these developments mutually support in long-term, if
not in short-term. It means that the developments in some aspects will benefit the
development in other aspects. Therefore, we may consider the technical-economic
functions of the education system as the direct economic effects/ consequences of
education and the other functions as the indirect economic or other non-economic
effects/ consequences.

In general, both economic and non-economic functions can be perceived as
the favorable consequences of education. Educational policies and new initiatives
should aim to facilitate the achievements of these functions and consequences of
the education system. If educational policies can help the education system and its
subsystems to perform and achieve these functions, they can be perceived as effective.

In addition to the favorable consequences, there may also be some unfavorable
economic consequences, if the education system is not well-planned and managed.
Educational policy often has to deal with some potentially unfavorable consequences
from the education system, as follows:

5.3.1. Inadequate Education

For example, educational provision has to meet the needs of the demographic
characteristics that are influenced by some changing factors such as birth rates and
new arriving immigrants. Unfortunately, however, educational provision planned
a fewff years ago may not match exactly the current needs for educational places.
There may be inadequate education for students in terms of quantity or quality
or, both. Another example is that in responding to the rapidly changing and very
competitive economic environment, the demand for a new and high quality work-
force is increasing quickly. Nevertheless, due to the limitations of resources, there is
often a lack of adequate education and training to meet this increasing need in human
resources development. For instance, there is a serious consideration in different
countries to change the existing structure of higher education in order to meet the
challenge from the transformation towards a knowledge-based economy (see, e.g.,
Klor de Alva, 2000; Mingle, 2000; Walshok, 1999).

5.3.2. Inappropriate Education

In the case when educational policy becomes an outcome of irrational political
stipulation, chaos in the education system may surface and the education system
may lose its rationality, coherence, and integrity (Cibulka, 1994; Scribner, Reyes, &
Fusarelli, 1994). To meet irrational political needs or due to the ignorance of economic
development needs in policy making, misallocation or misuse of resources in edu-
cation will result in a maladjustment or mismatch between manpower structure and
economic structure. That is, educational investment cannot meet the needs of econ-
omy, resulting in a great wastage. For example, if the economic structure of a society
is mainly based on business and light industry, but tertiary education concentrates on
producing experts in heavy industries or petroleum chemical industries; then this will
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not satisfy the demands of economic infrastructure, but at the same time will result in
difficulties in the career development of university graduates. These graduates will
have to change their expected occupation very soon after graduation, attributing to
great wastage of social resources in education.

5.3.3. Over-Education

In many countries, due to the rapid expansion of higher education, there may
be too many graduates who cannot find an appropriate job matching their education
levels. They often become over-qualified to be employed at a lower level job that
needs only a secondary educational qualification. To a certain extent, it is a type of
over-education for employment or economic development. In the worst case, many
graduates cannot find a job: that is, they are in an educated unemployment situation.
All these phenomena reflect that the supply of education is more than the demand
of economic development such that the educated workforce is not fully utilized by
the society or utilized only under diminished situations. Over-education also leads
to wastage. Therefore, it is not a surprise that over-education is also an important
topic in policy research and debates (see, e.g., Cohn & Ng, 2000; Dolton & Vignoles,
2000; Groot & Maassen van den Brink, 1999).

5.3.4. Drainage of Educational Benefits

Brain drain represents the loss of educated workforce from one place to another,
for instance, the trained proficient workforce emigrating or being poached by compa-
nies in other regions that can afford to pay high wages. All these indicate the drainage
of local educational benefits, often resulting in difficulties of the local economic de-
velopment. Currently, the issue of large numbers of well-educated people or experts
draining from some developing countries, such as China and India, to developed
countries has received serious attentions.

6. CHANGES IN EDUCATIONAL POLICY

As shown in Figure 5.1, the processes, impacts, and consequences of the edu-
cation system may produce feedback to the formulation and review of educational
policy. If the education system and process yield good impacts and consequences,
then the original policy would be strengthened. Otherwise, the original policy and
practice would be modified or even changed totally. In general, if the processes and
outcomes of educational policy implementation violate the principle of equity or the
principle of efficiency, or both, then the policy will face pressure and demand to
reform. The pressure may come from the public, the education field, social surveil-
lance bodies, or internal monitoring mechanisms of the government. These different
bodies may demand modification, change, or even abolition of the educational policy
and related practice. Therefore, the policy analysis of the processes, structures, costs,
benefits, and consequences of the education system and related policy practices is an
essential component in supporting the development and improvement of educational
policy.

In addition to ensuring equity and efficiency, educational policy will need to be
changed in the following situations:
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6.1. Inaccuracy of the Original Plan

Technically, it may not be at all difficult to reach a high precision in the projectionTT
of need for school places and teachers or plan for the supply of workforce, if all infor-
mation is available and stable during a few years. In reality, however, there are many
changing factors or parameters that cannot be predicted beforehand. For instance,
the overall school places may be enough but the places in some specific regions may
be inadequate or in over-supply. Another example is unemployment after higher edu-
cation. If the mismatches between supply and demand of education are serious, then
there is an urgent need to modify the educational policy and planning, such that the
type and quantity in the supply of different educational places can meet the needs.

6.2. Changes in Internal Context

Changes in the internal context of the society often result in changes in demand
or supply of education such that the original matching situation becomes mismatched.
For instance, due to economic downturn and limited public resources, the government
has to reconsider the relative importance and urgency of policy needs in education in
the allocation of resources. If the investment in education is reduced as a result, then
the original supply of places will be reduced or the package for quality education
will be downgraded. For example, the student-teacher ratio will be reduced and the
enhancement programs will be eliminated.

6.3. Changes in External Context

For instance, the up or down of the US market, the implementation of pro-
tectionism, the participation of China into the World Trade Organization, the new
international labor division (Carnoy, 1994b), and the globalization of new economy
will certainly affect the economic development and transformation in, for example
Hong Kong. If the original workforce cannot satisfy the rising needs from changes in
the economic structure and occupation market, then the government will have to make
adjustments and even big changes in educational policy to face up to this challenge. It
is expected that the change in the economic structure may result in people’s changing
their occupation four or five times during their lifetime. It is envisaged that young
people have to pursue life-long education in order to adjust to continuous changes in
the occupation structure (Education Commission, 2000a, 2000b). As a consequence,
educational policy as well as the education system and its practice have to change.

7. CONCLUSION

Economic development is a key concern in ongoing education reforms in differ-
ent parts of the world. From an economic perspective, educational policy and reform
need to deal with the issues of the internal and external economic effectiveness of the
education system. The external economic effectiveness issue concerns whether the
existing educational policy can meet the needs of new economic development in the
new millennium and how education should be changed to prepare the new generations
for the knowledge-driven and technology-intensive economy. The internal economic
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effectiveness issue focuses on how the education system should be resourced and
funded in a more efficient and effective way to meet diverse growing demands for
education. In addition to economic effectiveness issues, educational equity relating
to equal opportunity of education and responsibility of educational cost is also a
crucial concern in educational policy.

To support the ongoing policy debate and education reform, this chapter proposes
a simplified framework from an economic perspective for analyzing educational
policy. The framework takes into account the demand and supply of education, the
education system structure, and the economic effects and consequences (and their
interrelations). It maps out some key economic areas, issues, and concerns in analysis
and discussions of educational policy.

It is strongly suggested that economic analysis of educational policy should focus
not only on the direct effects on human resource structure and economic development
but also on the indirect economic effects and non-economic effects. The discussion
should not narrow to the explicit short-term benefits but also include various types
of long-term benefits. Attention should be paid not only to those favorable economic
consequences but also to the unfavorable economic consequences. Figures 5.2 and
5.3 summarize some key guidelines and concerns for a comprehensive economic
analysis of educational policy.

In addition, the five functions of the education system including technical-
economic functions, human-social functions, political functions, cultural functions,
and educational functions at different levels provide a further frame for understanding
the complexity of education and its role for economic development in the new century.
It is suggested that the consideration of consequences of education should include not
only economic functions but also non-economic functions, because all these functions
are relevant to the long-term economic developments and other developments of in-
dividuals, local communities, and societies as well as the international communities.

It is hoped that the framework will serve to facilitate economic considerations
and analyses in current educational policy formulation in various parts of the world.
Further, this simplified framework can contribute to advancing the rational educa-
tional policy-making and to the ongoing education reforms for the new economic
development and the effective use of resources in providing educational services to
meet the diverse needs in the new millennium.

This chapter was adapted from: Cheng, Y.C., Ng, K.H., & Mok, M.M.C. (2002).
Economic Considerations in Education Policy Making: A Simplified Framework.
International Journal of Educational Management, 16(1):18–39.
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Chapter 6

A COMPREHENSIVE FRAMEWORK FOR ANALYSIS
OF EDUCATION REFORM POLICY[1]

Since the last two decades, educators and policy-makers in many countries have
initiated numerous education reforms and changes with good will in response to the
challenges of globalization, economic transformations, and international competi-
tions (Chapters 2 & 7). However unfortunately, many of these new education policies
have attracted serious criticisms from the public and the education field. This may
be as a result of the facts that the quality of new policies often varies and the pace of
policy development and implementation is fast, that the impacts of these policies on
the education system and society are far-reaching and in many cases, controversial,
and that the amount of investment is enormous.

Compared with the huge investment in education, contemporary discourse on
new education policies in many countries has been often trivial and fragmentary.
There is an urgent need to have a comprehensive framework to support education
policy analysis and related discourses by scholars, policy-makers, and interested
parties. Responding to the need, this chapter aims to provide a framework, with which
scholars, policy-makers, educators, and those concerned may have a comprehensive
scope in reviewing and analysing current education policies and related issues in
ongoing education reforms. It is hoped that more meaningful and fruitful analysis and
related discourse in the field may then be facilitated in both the local and international
contexts.

1. THE FRAMEWORK

Policy development for education reform in general involves a process of problem
identification, policy goals’ establishment, generation of alternatives to achieve policy
goals, evaluation of cost effectiveness of alternatives, choice of the most appropriate
means, policy implementation, and policy evaluation (Harman, 1984; Mood, 1983).
Based on this line of thinking, a framework specifically for the analysis of education
policies can be developed as shown in Figure 6.1. The framework includes four
frames. The first frame focuses on the analysis of the background and problems of
policy and the principles underlying the policy objectives and policy formulation
at later stages. The second frame directs the investigation of the policy objectives,
planning process, various constraints, and resulting action plans. The third frame
guides the analysis of the policy implementation and identifies the gaps between
implementation and planning. The fourth frame focuses on the study of the policy
effects and impacts, including expected policy and educational outcomes and hidden
policy outcomes at different levels.[2]

In addition to other education policy cases, the Target Oriented Curriculum
(TOC) policy (Education Commission (ECR4), 1990; Advisory Committee on

147
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Figure 6.1: The Overview of the Four Frames for Analysis of Education Reform Policy

Implementation of TOC, 1994),[3] which has stimulated a heated discourse in thew
community of Hong Kong, will be repeatedly used in this chapter for illustrating the
applicability and the analytical power of the framework.

2. FRAME ONE

The major concern of the first frame is to analyse the background and the un-
derlying principles that affect the development of education policies for reforms.
The frame may be divided into the identification of existing problems in the policy
background and the analysis of principles underlying the setting of objectives for
education policy formulation.

2.1. Identification of Problems in the Background

The first concern is to analyse how existing problems to be addressed by education
policy are identified and justified. There are many different types of problems related
to the existing or new education policy. Some are related to the existing problems in the
education system. Some come from the limitations and competitions for resources.
Some are associated with the transition in political structure, economic development,
social transformation, management of social problems, and cultural development.
Some are directly related to the external competition and challenges from other
countries or areas. In general, to facilitate a more comprehensive consideration, we
may need to consider problems that are emerged within the education system, at
societal level, and outside the society.
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Problems within the education system generally attract most attention of the
frontline educators and other related parties in the system. Thus, problems within the
education system may be justified and mutually agreed among these involved parties.
Problems at the societal level may arise from the society’s economic development,
political instability and related factors, while problems outside the society derive
mainly from external competitions and global trends.

Take the TOC policy as an example. The present norm-referenced education
assessment system in Hong Kong is summative and selective in nature. It does not
provide the actual learning progress and the necessary information to students and
teachers for formative purposes. Therefore, it cannot be used to monitor learning
in schools (ECR4, 1990). Moreover, it is commonly agreed among educators that
the present assessment system does not guarantee primary school graduates to have
acquired the primary six academic attainment level.

The above problems are acknowledged in Hong Kong’s education circles. At
the societal level, employers often complain about the decline of proficiency in the
Chinese and English language of our school leavers. This problem originates from
the above stated “mis-match” of school grade and academic attainment level. The
present assessment system cannot provide a clear statement of the true academic
achievement of students. As a result, employers cannot locate the right people to take
up jobs. Inevitably, this problem will in turn have a negative impact on the economic
development of Hong Kong. Further, the recent urge for education reform in various
parts of the world also pushes Hong Kong to rethink its own limitations in education
service delivery.[4]

2.2. Analysis of the Principles Underlying Policy Objective Setting

The next focus is the analysis of the principles underlying the process of setting
policy objectives. The process of setting objectives helps policy-makers clarify what
are to be achieved (Hackett et al., 1982). The analysis should include the following
basic considerations (refers to Table 6.1):

2.2.1. Traditional Beliefs and Values

Traditional beliefs and values of society about education, school, and society it-TT
self often dominate the line of thinking of policy-makers in establishing the objectives
of education policies (Kogan, 1985). Specifically, policy-makers tend to assume that
these beliefs and values reflect the orientation of majority of the society and should
be used to guide the development of education policies that serve the society. Thus,
when policy-makers identify existing problems and formulate the desired ends, theseww
beliefs and values would definitely have impacts on their judgement. For instance,
the traditional belief of our society that English being more instrumental than other
languages in earning a living in an international commercial city like Hong Kong
had driven the Education Commission and the Education Department a long time in
the past not definitely to name Chinese, the mother tongue of majority of the stu-
dents, as the medium of instruction in schools. Instead, the Education Commission
had proposed a number of controversial language policies which attracted criticisms
from educationalists in the field.[5]
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Table 6.1: Frame One for Analysis of Education Reform Policy

Analysis of Background & Underlying Principles

Identification of Existing Problems
within the education system; at the societal level; from outside the society

Principles Underlying the Setting of Policy Objectives
Traditional Beliefs & Values
� About the needs and nature of education
� About the nature and process of schools
� About the relationships between education and schools and the needs of a society

Functions of Education (Functionalism)
� Individual: Survival, personal growth and development
� Societal: Integration, control, selection, sorting, allocation, socialisation, social mobility, social changes,

equalisation
� Political: Socialisation, legalisation, selection, control, equalisation, political changes
� Economic: Change of manpower structure, quality of manpower, population control, economic

development
� Cultural: Inheritance, development and creation of culture

Hidden Functions of Education (Conflict Theories)
� Reproduction of social classes and cultural capital
� Perpetuation of class inequality

Philosophical Considerations
� Ideals of environment, inputs, processes, & outcomes of education & schools, etc.
� Consistency among educational philosophies, educational objectives and policy objectives

Legal Considerations
� Legal values such as human rights, freedom, equity, balance of interests
� Existing legal constraints

Practical Constraints

2.2.2. Functions and Hidden Functions of Education

Apart from traditional beliefs and values, beliefs about the functions of education
also influence the principles used to set policy objectives and education objectives.
The view of functionalism suggests that education has its functions at individual,
societal, political, economical, and cultural levels (Blackledge & Hunt, 1985; Cheng,
1995, 1996; Parsons, 1966). Table 6.1 summarizes some of the important functions
suggested by functionalists. In Hong Kong, this perspective of education is reflected
in the central Government’s statement of aims for school education (Education &
Manpower Branch, 1993): At the individual level, education shapes the physical,
ethical, and social development of our next generation (e.g. fundamental aims no. 2,
8, 9, 10, 11 & 14); socially and politically. It serves as a means of selection, control,
and integration of citizens (e.g. aims no. 1, 12 & 13). At the economic level, education
helps stabilise the manpower structure and quality for economic development (e.g.
aims no. 7, 9, 10, 11 & 12). At the civilizational level, education creates, develops,
and transmits the culture of our society (e.g. aim no. 15).

However, from the perspectives of radical or conflict theories, there may be some
hidden functions of education, such as the reinforcement of the social class structure,
the reproduction of cultural capital, and the perpetuation of class inequality. There
is often hot debate between the functionalists and the conflict theorists about the
function of education in policy-making.[6]

Of course, different assumptions and beliefs about the functions of education
may result in contrasting policy orientations in establishing policy objectives and
formulating action plans. Therefore, the analysis of education policies should first
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clarify the beliefs about the functions of education. Inevitably, diversity in the perspec-
tives should be taken into consideration, even though the functionalistic perspective
is often preferred by policy-makers.

The functionalistic view of education also influences the formulation of the TOC
policy. From its objectives, we note that the Hong Kong policy-makers may hold the
view that curriculum delivery in school can develop students cognitively and the
associated assessment system should therefore be formative in nature to facilitate
learning. Moreover, the assessment practice of the education system should be able
to provide accurate information for employers to recruit the right person to work in
the interests of the economic development of society.

2.2.3. Philosophical Considerations

The orientations of policy makers and those concerned are also influenced by
their philosophies of education. There are several important philosophies that have
greatly influenced people’s thinking about the ideals of environment, inputs, pro-
cesses, and outcomes of education and schools. They include Idealism, Perennialism,
Existentialism, Pragmatism, Essentialism, Reconstructionism, Realism, and Post-
modernism (Bigge, 1982; Kneller, 1973 & 1983). The policy debate often happens
among people using different philosophies to present educational goals and ideals,
explain the educational processes, diagnose the related problems, and propose ac-
cording to different assumption-contrasting means to set the policy objectives. In
particular, the consistency among educational philosophies, educational objectives,
and policy objectives is an important consideration in the analysis of the principles
underlying the policy objective setting.

2.2.4. Legal Considerations

There are existing ordinances, regulations, and rules governing public adminis-
tration in general and the educational services in particular. Therefore, the formulation
of education policy objectives and plans is necessarily within the legal framework. If
the policy objectives to be set are out of the legal framework, the policy-makers have
to think about the necessary legislation before establishing these policy objectives.
Also, some important legal values, such as human rights, equity, freedom, balance
of interest, etc., have to be considered and emphasized in setting policy objectives.

2.2.5. Practical Constraints

Other crucial factors that affect the analysis of the principles underlying the
setting of policy objectives are the practical constraints. These include the constraints
on resources, time, and rationality as well as political and environmental constraints.
It is under these limitations that policy-makers set their short-term, intermediate,
and long-term objectives. Examples are abundant. The implementation schedule of
the TOC policy is one of the examples. As a result of constraints on physical and
human resources and technical problems, TOC was implemented by stages starting
from 1995 in the primary one level classes of 70 schools through to 2001 when it
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would be in all levels of all primary schools. Another example is the setting up of
a long-term objective to attain a 35% graduate teaching force in primary schools
(ECR5, 1992) and related short-term and intermediate objectives to first provide 860
graduate teacher posts in primary schools between 1993 and 1997 (Governor’s Policy
Address, 1993).

To sum up, the emphasis of this frame is on the background and underlying
principles (concepts and beliefs) which would probably have an impact on the for-
mulation of objectives. On top of this, we need also to consider practical constraints
that prevent policy-makers from setting far-reaching objectives.

3. FRAME TWO

Subsequent to the considerations of policy objective formulation, we now exam-
ine the process of generating alternatives or means that may attain the desired ends of
education policies. We need to analyse the following areas (refers to Table 6.2): (a) the
policy-making body; (b) the decision-making process; (c) the various perspectives
and technology employed; and (d) the quality of the finalised policy, specifically for
the education field.

3.1. The Characteristics of Education Policy-Makers

Since the education policy-making body will formulate education policies which
have far-reaching impacts on the education system, it should have a balanced compo-
sition which represents the interests of various related parties. Thus, it is meaningful
to examine the process of forming the policy-making body. If members are appointed
by the central Government, as are members of the Education Commission, we need
to review how and to what extent they represent the interests and opinions of related

Table 6.2: Frame Two for Analysis of Education Reform Policy

Analysis of the Formulation Process of Education Policy

The Characteristics of Education Policy-Makers
� Legitimacy, representation of interest groups
� Personal quality, expertise, etc.
� Formation of policy-making body and its composition

The Characteristics of the Process
� Consultation
� Participation
� Open and free discourse
� Consensus reached among various interest groups

Perspectives and Technology Employed
� Ecological analysis—global consideration, interaction between moves
� System analysis—objectives, structure, process and outputs of the system
� Economic analysis—resources allocation, estimate of supply and demand, economic

outcomes, cost-benefit analysis
� Management analysis—management of planning, implementation and changes
� Rationality building—research, experiment, pilot study, etc.
� Decision technology—information procuring, processing, dissemination; decision tools, etc.

Overall Quality of Resulting Education Policy
� Suitability—suitable in terms of the scope, timing, use of resources and benefits
� Feasibility—feasible within known constraints; meeting essential requirements
� Acceptability—accepted by majority of interests groups
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parties in the education system. If members are not appointed, we need to examine
the way by which they are elected and the extent of their representation.

Apart from this, the expertise and experience, as well as other personal qualities,
of the policy-makers are also important to the development of education policy. For
example, it may not be rewarding for a policy-making body, which comprises of no
or limited expertise in secondary education, to develop new policies related to the
reforms of secondary schooling.

For the Target and Target-Related Assessment (TTRA) policy, only two out of
seventeen appointed members of the Education Commission were come from the
primary education sector and the number increased to four out of twenty in the
later formed Advisory Committee on the Implementation of TOC. With this limited
representation of primary school frontline practitioners through official appointment,
two shortcomings may emerge. Since the policy is implemented in primary schools,
the interest of the practitioners in primary schools may not be fully catered for in the
policy-making. Further, the possible implementation difficulties might not be truly
reflected. Therefore, it is not surprising that the announcement and implementation
of this policy have faced many criticisms and resistance from both the public and
schools.

3.2. The Characteristics of the Process

Another area for analysis is the decision-making process of education policy.
The foci are on how decisions are made. Are decisions made solely by the policy-
makers, and is the participation from the public invited? In the 1970s and early
1980s, education policies were developed by the central Government and consultation
from those who were affected by the policies was usually not invited during the
development stage (Llewellyn, Hancock, Kirst, & Roeloffs, 1982).

Under the present political climate in Hong Kong, the public needs a chance
to participate democratically and openly in the process of decision-making. Policy-
makers should enable a policy-related discussion such that the public’s participation
becomes one of the forces in shaping education policies. Examples are the consul-
tation practices of the Education Commission Reports in recent years (ECR 1 to
7). However, merely providing chances for the public to openly participate in the
discussion is not enough. The rationale together with its interpretation-free research
findings (if any) that help policy-makers arrive at the proposed policies should also be
provided. Without these bases, public discussion will not be as fruitful as expected.
In ideal cases, policy research results (if any) should not be treated as the only ground
for policy decision-making; they should be treated as a database for rational discourse
in public inquiries. It is in this way the public can have access to all the related and
unbiased information regarding the formulation of policy (Caplan, 1991; Knott &
Wildavsky, 1991; Postlethwaite, 1991; Weiss, 1991a & 1991b).WW

This practice helps policy-makers practically and ethically (Forester, 1985). In
a practical sense, through communicating effectively with the public, the policy-
makers can reduce the unnecessary disruption in the planning process and gain
supports for the resulting education policy. Ethically, the policy-makers will have
provided chances for the public to voice their opinions concerning the education
policies which may have a far-reaching effect on them. Thus, the public will have at
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least participated through voicing out their views. This point is partially illustrated
by the way the Education Commission of Hong Kong presents most of its education
policy reports with few interpretation-free research results provided.

Employing this focus to analyse the TOC policy, we would note that policy-
makers of both the TTRA policy and the TOC policy did not provide adequate raw
data to initiate a meaningful discourse. Moreover, for the recent TOC Implementation
Report (Advisory Committee on Implementation of TOC, 1994), the central Gov-
ernment adopted a limited consultation strategy. At the beginning of the consultation
period, the report was distributed to school sponsoring bodies. Not all the frontline
practitioners had a chance to read the report. This practice inevitably inhibited the
participation of teachers and parents in the consultation process. Indeed, if more
interpretation-free raw results of the researches were presented to the public without
restriction, the quality of discussion in the consultation stage would be enhanced.
This would provide more information for the policy-makers in the policy develop-
ment stage and thus the policies would attract less criticisms and gain upgraded
practicability in the implementation stage.

Apart from consultation, analysis may also be focused on how political bar-
gaining and social consensus are sought in order to arrive at a finalised education
policy among members of the decision-making body, which represents the interests
of different stakeholders.

3.3. Perspectives and Technology Employed

The analysis of the process of formulating education policy should involve what-
ever perspectives and technology which have been employed in the process. The
following considerations are helpful:

3.3.1. Ecological Analysis

Will the policy-makers have a global and ecological consideration of the educa-WW
tion system when the new policy is implemented? Will the changes invoke related
changes in other parts of the system that might induce unexpected adverse effects? In
view of these important questions, we need to study carefully the interactive effects
between the proposed policy and the existing practices in the system. This includes
also the analysis of the order of implementation as well as their possible effects.
With this global ecological analysis (Cheng, 1985), we can then effectively assessWW
the intended and hidden effects of the policy on the education system.

Consider this example. Something that policy-makers might have overlooked in
their consideration of the overall ecological interactions of the system is the Mixed
Mode Schooling policy in Hong Kong (ECR4, 1990). Having seen the adverse ef-
fects of half-day schooling, the Education Commission of Hong Kong initially pro-
posed, with goodwill under financial constraints, to benefit all primary level 5 and
6 students with whole-day schooling while the rest of the students in the junior
levels remained unchanged. Yet, the policy-makers might have under-estimated the
interactions between their moves and the existing practices. Thus, huge criticisms
were invoked from many school heads whose welfare was threatened when a large
number of the existing headship posts were to be downgraded to deputy heads. This
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policy also attracted oppositions from teachers and school administrators, who were
greatly troubled by future possible administrative difficulties in the implementation
of the policy. If more efforts were invested in exploring the possible interactions
between the proposed policy and the existing practices, the Education Commission
might have a better resolution in this connection. The recent introduction of the
Medium of Instruction policy has also suffered from the lack of related ecological
analysis.

3.3.2. System Analysis

Another aspect of the analysis of education policy is the type of changes that
may be required in the input to, and the structure and process of, the education
system when the policy is implemented. Failure to address to this will result in
creating inequilibrium of the whole system and consequently adverse effects to our
students. This may be illustrated by the adoption of the policy of reducing class size
to 35 for improving education quality (Governor’s Policy Address, 1992). After the
announcement of this policy, the scheme of Non-graduate Teacher Assessment and
lowering the entry qualifications of the four colleges of education were launched
concurrently to “create” more teachers input to the system. Obviously, until more
teachers can be “created”, primary schools might have to face the problem of teacher
shortage. Consequently, more temporary supply teachers were employed in schools—
was it an upgrade or downgrade of education quality? This leads us to suspect that
the policy might have under-estimated the extent of demand by teacher supply to the
education system. If more thoughtful considerations of the input requirement had
been made, the policy might have been more successful.

Looking back at the TOC policy, we note that if the newly proposed target related
assessment system is effective in providing a clear picture of the true academic
attainment level of students, a wide range of student attainments might be identified
within one class. Yet, teachers may not have the necessary capability to handle this
diversity of attainment level in class and provide remedial teaching or treatment to
individual differences. The policy paper had not proposed ways to tackle this new
problem. Seemingly, the policy-makers had under-estimated the impact of this reality
on normal classroom teaching. Consequently, this triggered quite a lot of criticisms
from education circles. If a more thorough consideration of the process requirement
had been made, the policy might not have generated so many grievances among
teachers.

3.3.3. Economic and Management Analyses

Economic and management considerations are the other two very important
aspects that need to be highlighted. In analysing the policy formulation process,
we have to note the allocation of resources, the expected supply and demand of
the human and other related resources required, and the cost-effectiveness of the
policy. On the practical side, we need also to note such actual management issues
as the implementation plans, policy monitoring arrangement, policy publicity and
promotion, as well as the possible actual management difficulties that might be
encountered by schools.
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To analyse the TOC policy in the above focus, we note that the original TTRA
policy had proposed to introduce first the new framework at primary level four
(the second key stage) and not the primary level one (the first key stage). This
unnatural order was considered to be not educationally sound and had been criticised.
Fortunately, the revised TOC policy rectified the implementation plan to begin at
primary level one. However, anticipated management difficulties, such as increased
workload, were not handled in the proposed implementation plan. This inevitably
attracted resistance from school practitioners.

3.3.4. Rationality Building and Decision Technology

The legitimacy of an education policy is often based on its rationality. The
analysis of an education policy should have a focus on how policy-makers build
up the causal relationship between their proposed policy and the set objectives. In
this case, we need to see if researches, experiments, and pilot studies have been
carried out to support the validity, relevance, and suitability of the policy. In other
words, knowledge provided by research is necessary for the rational development
of education policies (Cohen & Garet, 1991; Coleman, 1991). The use of research
knowledge inevitably involves the effective application of decision technology and
the process of information procuring, processing, and dissemination. Therefore, one
focus of the analysis of the formulation process of education policy will be on the
rationality building and use of information. However, the use of scientific methods
alone cannot establish the education policy. The results of public consultation should
also be seriously and politically considered by policy-makers.

The TTRA policy in Hong Kong is a very good example to illustrate this point.
In the first place, the rationality base of TTRA was weak since it was suspected to
have no research support. This inference is drawn from the fact that if the Education
Commission had previously conducted related scientific researches that confirmed
the causal relationship between TTRA and positive learning outcomes, the results
should have been presented in the fourth report of Education Commission (1990) to
support its recommendations. Second, the information and arguments presented in
this report were not sufficient for a rational discussion among the public. Although
the Education Department proposed an experimentation, this only outstands the fact
that the policy needs scientific research support. Even the Advisory Committee on the
Implementation of TOC (1994) admitted that there are uncertainties as to “whether it
is applicable to all subjects . . . how the framework and its principles can be realised in
the classroom . . . how TOC solves the problems encountered in primary education”
(Advisory Committee on Implementation of TOC, 1994, p. 8). This explains why
academics in the education circle had reservations to the implementation of the TOC
policy.

3.4. Overall Quality of Resulting Education Policy

Apart from the technical aspects, we need also to examine the quality of the
resulting education policy. As illustrated in Table 6.2, the major considerations are
Suitability, Feasibility, and Acceptability of the policy. Suitability is examined in
terms of the scope of the policy, the time frame of implementation, and the use of
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resources as well as the derived benefits. Feasibility is the policy’s ability to take
care of the known constraints in resources, time, knowledge, information as well as
political limitations. Under these constraints, policy-makers should be able to draw
up the priority of implementation in order to meet the set objectives. Acceptability
refers to the degree of acceptance by the public and other concerned.

Take the TOC policy once again as an example. Its formulation suffered from
two shortcomings. Practically, the policy has not been field-tested and rationally
grounded. Thus, its suitability to bring about the desired ends is doubtful. Since it
had not invited a rational and democratic participation of the public in providing
comments, its acceptability among professional and other members of the public
is questionable. Noting that the policy requires the teaching force to be competent
in criterion reference testing and in organising mastery learning activities and that
almost 100% of teaching force in Hong Kong is not intensively trained in these
two areas, it may be inferred that the policy is not feasible to be implemented in
the given tight time frame. Ethically, if the decision of introducing TOC is later
proved to be wrong, the policy makers will bear all the ethical responsibilities
of the decision since the public have not been involved in the process of policy
development.

At the end of the discussion of this frame, it is necessary to stress that if dis-
crepancies exist in any one of the above outlined areas of analysis, such as the
characteristics of policy-makers, the decision-making process, the perspectives and
technology employed, and the overall quality of policy, the resulting policy may not
be able to achieve its stated objectives.

4. FRAME THREE

Gaps between policy planning and implementation often exist, despite how well
the education policy is perceived by the policy-makers at the planning stage. Thus,
we need to have more in-depth inquiries to locate the discrepancies. The key areas
are the preparation for implementation of education policy and the levels of change
as shown in Table 6.3.

4.1. Preparation for Policy Implementation

Preparation for education policy implementation can be analysed through dif-
ferent areas, namely, the readiness of concerned parties, the readiness of resources,
the time frame of implementation, and the legal preparations.

4.1.1. Readiness of the Concerned Parties

To have an education policy implemented successfully and smoothly, education
officers, school administrators, teachers, students, parents, and other related profes-
sionals should be prepared cognitively and psychologically and be ready technolog-
ically for the policy change and implementation (Cheng, 1992, 1996; Cheng & Ng,
1991; Cheng, Ng, & Tam, 1995). Cognitive readiness refers to the comprehension
of policy objectives and the possible consequences when implementing the policy.
Such cognitive readiness will initiate readiness at the psychological level which is
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Table 6.3: Frame Three for Analysis of Education Reform Policy

Analysis of Policy Implementation
(Gaps between Policy Implementation and Planning)

Preparation for Policy Implementation

Readiness of Concerned Parties (e.g. administrators, teachers, students and parents)
� Cognitive Preparation—Understand the meaning and possible consequences of the policy
� Psychological Preparation—Are willing to support the policy and implement the policy
� Technological Preparation—Have adequate training and skills to implement the policy

Readiness of Resources
� Human resources
� Facilities
� Accommodation/space
� Monetary resources
� Other related resources

Time Frame of Policy Implementation
� Time availability
� Implementation stages
� Realistic Schedule

Legal Preparations
� Legal rights of those concerned
� Legislation for the policy

Levels of Planned Change by Education policy

System Level
� Cost effectiveness–any biases to different parts of the education system?

Organisational Level
� Changes in educational institutions/schools
� Cost effectiveness–any biases to various institutions/schools?

Classroom/Individual Level
� Changes in classrooms or for individuals
� Cost effectiveness–any biases to various individuals/classrooms?

Congruence between Levels
� Support from other levels
� Corresponding changes across levels

the willingness to support and to be involved in the policy. Without cognitive and
psychological readiness, teachers and related parties may not be willing to be ac-
tively involved in the implementation of education policy. Forcing concerned parties
to implement policies without readiness will result in passive compliance. Negative
outcomes may be anticipated. Moreover, if the policy requires frontline educators
to be competent in the exercise of certain skills or knowledge, such as criterion ref-
erence testing in the TOC framework, this readiness at cognitive and psychological
levels is of utmost importance to induce technological readiness.

Examples are abundant. The School Management Initiative (SMI) policy in
Hong Kong (Education and Manpower Branch and Education Department, 1991) in-
troduced to schools some years ago is a good demonstration of preparedness at these
levels. First, it launched a pilot scheme for schools which were willing to participate.
Second, it conducted quite a number of briefing sessions and seminars to prepare
schools cognitively. Moreover, reference materials of the project such as practical
school plans and other related materials were on display for teachers at Education
Department’s resource centres. The last and the most important of all is that schools
had their own choices to join the scheme when they were ready. On the other hand,
the TTRA policy was one which might have overlooked the readiness of concerned
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parties. With regard to the modified TOC policy, considerations in preparing teachers
affectively, cognitively, and technologically had been more thorough, though practi-
tioners still urged for more intensive preparation. If the policy-makers could invest
more effort in facilitating the readiness of all parties concerned, including parents,
the result of implementation might be more rewarding.

4.1.2. Readiness of Resources

The often limited resources available for policy implementation constrain policy-
makers. If resource requirements and their use are not fully calculated, difficulties
will be encountered at the implementation stage. Some important types of resources
relevant to education policy are human resources, equipment and facilities, accom-
modation or space, and monetary resources. They are all prime factors that contribute
to successful implementation. Some education policies may need a certain type of
resources more than others. Policy implementation is therefore dependent on the
availability of resources.

One example is the policy of increasing the number of computers in secondary
and primary schools in Hong Kong (Governor’s Policy Address, 1993; SAR Chief
Executive’s Policy Address, 1997). Apparently, the required monetary resources and
facilities are ready. However, we need also the readiness of accommodation at theseff
schools to achieve the policy objectives. Thus, during the formulation of these poli-
cies, the policy-makers should be fully aware of the available space in the school
computer rooms and ensure that the additional computer provision will not reduce
adversely the space essential for normal learning.

Another example is the policy to establish a language fund to improve language
proficiency in both Chinese and English of students in Hong Kong. The first stage of
the policy is “to upgrade the skills of our language teachers” (para. 51 of Governor’s
Policy Address, 1993) by organising more new and intensive training courses for
them. For this policy to be a success, teacher trainers and accommodation must be
available. In view of the huge number of English and Chinese Language teachers, the
requirements of teacher trainers and accommodation have realistically estimated so
that the training cycle will not be too long. It should be noted that the time frame of
the training programs is also determined by the availability of these and other related
resources.

For the TOC policy, the key resource is the availability of teachers competent in
mastery learning and criterion-referenced assessment. Before the required population
of competent teachers could be created, one of the ways to raise the resource level
is to provide supporting services to the practitioners. On this point, the revised TOC
policy has proposed to establish a data bank to disseminate effective practices among
teachers and provide reference and supporting materials to help classroom teaching.
This positive measure is crucial to the successful implementation of the policy.

4.1.3. Time Frame of Policy Implementation

Regarding the time frame for policy implementation, we need to examine the
time available, the stratification of implementation stages, and the feasibility of the
schedule. The key is to have enough time for the parties concerned to be ready for
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the change. In Hong Kong, some education policies are implemented by stages and
allow schools to have some choices of their own. Some examples are the policies of
adopting Activity Approach in primary schools and implementing the School Man-
agement Initiative scheme. For the TOC policy, the original schedule of implemen-
tation was too hasty. The modified schedule improved a bit (Advisory Committee on
Implementation of TOC, 1994) and was still very tight, in view of its broad coverage
and great impacts on students. Thus, it received criticisms from the public.

4.1.4. Legal Preparations

Apart from the above aspects, the policy-makers should also undertake to protect
and respect the legal rights of all parties concerned in the implementation of education
policy and reforms. If the education policy formulated is outside the existing legal
frames or lacks sufficient legal support from the existing education ordinances or
regulations, the policy-makers should prepare the legislation for the implementation
of the education policy.

From the above, we can see that the readiness of concerned parties, the avail-
ability of resources and facilities, a realistic time frame of implementation, and the
requisite legal preparations are important aspects for the analysis of implementation
of education policy.

4.2. Levels of Planned Changes by Education policy

The analysis of the levels of changes as prescribed by an education policy is also
crucial. Generally, there are three levels. The first, being the education system level,
concerns the changes to different parts of the education system (e.g. special education,
primary education, secondary education, and high education) in the society. When
examining these changes induced by the education policy, we should be fully aware
of the need for cost-effectiveness and balance in the allocation of the various social
resources to parts of the education system (Cheng, Ng, & Mok, 2002), and try to
avoid any biases induced by the policy.

The next level of changes is the organisational or institutional level. This level
includes the changes, for example, in management practices, organizational structure,
and physical conditions at the institution level.[7] At this level, we focus our attention
on cost-effectiveness and a balanced allocation of resources among various schools
or institutions within the same system.

The third level is the classroom/individual level at which the micro issues of
classroom arrangements, teaching, learning, student counselling, and other student
activities are affected. The policy arrangements and changes for various individuals
or classrooms should not be biased without sufficient reasons.

The congruence of planned changes across these three levels is often necessary
for an effective policy implementation at each level. It means that the nature of policy
changes at the organizational level should be consistent with that of changes at the
system level if we want the changes in educational institutions to support the reform
in the education system level. Similarly, the nature of policy changes at the organiza-
tional level should be consistent with that of changes at the classroom/individual level
(Cheng, 1994 & 1996). For example, the policy concerned with school management
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reform should encourage democratic participation in school decision-making if we
want to effectively promote democratic education at the classroom level by education
policy (Cheng, 1993). Therefore, the congruence of planned changes across levels is
one important focus for analysis of education policy.

Planned changes at lower levels without the corresponding changes and support
at its upper level will often result in a failure of the policy. Thus, when analysing
changes at the classroom/individual level, we have to analyse also the corresponding
changes at the organisational level. The same applies to the other levels.

A vivid example is the previous medium of instruction policy launched by the
Hong Kong Government (ECR1, 1984 to ECR4, 1990). Although all policy papers or
reports were in favour of using Chinese as the medium of instruction, the changes had
not been successful ever since the Government endorsed the policy. The reason behind
this is simple. First, the policy in itself aimed at inducing changes at the classroom-
teaching level without taking care of the corresponding changes at it higher levels.
There were problems at the organisational level that prevented changes from taking
effect at the teaching level. One of them was the quality of our teaching force in using
English to teach English Language and in using Chinese (without mixed codes) to
teach Chinese and other subjects. At the societal level, we see that the public still
believes that English is a relative better language to master in terms of making a
living in Hong Kong. Parents are biased and so are the employers. It is easy to see
that the community is not yet ready for the changes envisaged. Based on the above
reasoning, it seems that the failure of the medium of instruction policy is inescapable.
The establishment of the language fund policy to up-bring the language proficiency
of our next generation attempts to solve part of the problem by preparing changes
at the organisational level (i.e. to train up language teachers in both teaching and
language proficiency). Despite the goodwill of the Government, we can expect many
difficulties for the Medium of Instruction policy to be successful unless changes at
the societal level are also ready.

5. FRAME FOUR

As shown in Figure 6.1, policy implementation will produce policy outcomes and
educational outcomes. Frame 4 focuses on the analysis of the relationship between
implementation and outcomes of education policy. Some policies may aim only at
solving an administrative or political problem. In that case, educational outcomes
so derived may be minimal or even negative. For example, half-day schooling was
a temporary policy launched to solve the problem of insufficient school places in
some thirty years ago in Hong Kong. Initially, this policy might not mainly aim at
educational outcome. Instead, it might aim at solving the Government’s problem of
insufficient school places.

Of course, some policies do have outcomes which would in turn generate ed-
ucational outcomes. One such example is the School Management Initiative policy
of Hong Kong (Education and Manpower Branch and Education Department, 1991)
which aims to decentralise more power and devolve authority to schools so that theyww
will be better managed and more accountable to society. When schools are better
managed and held accountable to parents and the public, we can expect the outputs
of schools to be enhanced—a positive educational outcome.
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Some policies, certainly, aim directly at educational outcomes. Examples in
Hong Kong are the TOC policy, the policy of doubling the school computer number,
and the policy of upgrading primary school teaching force to a 35% graduate team.
The outcomes of the policies may not necessarily be educationally sound if the results
of analysis in the last three frames are negative.

Certainly, with the policies implemented successfully, we can expect positive
educational outcomes from the school system which thus improve the quality of
education. More specifically, we can see policy outcomes at three different levels. At
the first level, the students will benefit from the policies and develop well physically,
academically, mentally, morally, and socially. At the next level, the school is also
benefited. Teachers are more involved and dedicated to the education field. Schools
gain their high prestige through outputting good students. At the higher level, with the
success of school education, society will have good manpower support, technological
development, economic development together with good and responsible citizens.
These are the positive policy and educational outcomes that might be derived from
“good” and “successful” education policies.

Apart from the expected outcomes, we also need to analyse policy impacts and the
hidden effects, positive or negative, that might result from the policy implementation.
These hidden effects should also be calculated at the various levels as discussed above.
The awareness and calculation of hidden effects are very important to analyse the
effectiveness and efficiency of education policies.

When evaluating the effectiveness and efficiency of education policy, we need to
examine the implementation process, the consequences, and the payoffs. In the course
of evaluation process, we need to calculate the possible losses and gains so derived
in the process of policy implementation. The consequences are policy outcomes,
educational outcomes, and hidden effects mentioned above. Payoffs are what are
paid or lost in policy implementation. Education policies may not always induce all
the desirable policy outcomes or educational outcomes without any serious payoffs
or adverse effects. Obviously, the level of payoffs affects directly the effectiveness
and efficiency of the policy.

In evaluating an education policy’s effectiveness, its degree of achievement in
bringing out positive policy effects or educational outcomes intended at the policy
formulation stage should bear the highest weighting. Efficiency is weighed against
gains and losses. Payoffs must not offset positive outcomes and should not generate
serious adverse effects within the education system. Sometimes even though the
degree of achievement of policy objectives is high, the policy may still be inefficient
when the payoffs are too high. Thus, the cost-effectiveness of education policy shouldw
be seriously attended to in the analysis of education policy (Cheng, Ng & Mok, 2002).

6. CONCLUSION

As a result of globalization, rapid local developments, economic transformations,
and international competitions, a series of education policies for reforming education
have been developed in recent years in many countries and areas. Even though the
discourse and development of education policies are currently so strongly emphasized
by scholars, the education profession, the public, and the government in different
parts of the world, they are suffering from the lack of a powerful framework that
can facilitate analysis and development of policies for reforming education. It is not
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surprising that the discourses and debates on education policies are often superficial
and fragmentary and that the education policies developed with good intentions often
raise serious criticisms and resistance.

Responding to this issue, the four frames presented in this chapter provides
a comprehensive framework specifically for educators, researchers, policy makers,
and interested parties in the education field to analyse education policies and re-
lated reforms. Complementary to the general frameworks of policy analysis, this
framework includes the crucial and unique components of education policy and pro-
poses a wide range of considerations in a systematic way specifically for policy
analysis and development in education. It serves to assist researchers, policy-makers
and practitioners to analyse the problems in the background, the principles under-
lying the policy objective setting, the policy formulation process, the implementa-
tion process, the gaps between implementation and planning, and the policy effects
and impacts. If it is employed effectively, high quality policy analysis and develop-
ment may be facilitated, and meaningful and rational policy discourse may also be
expected.

It is hoped that the framework can contribute to the research and development
of education policy for reform in both local and international communities.

ENDNOTES

[1] This manuscript is based on the authors’ previous paper, “A framework for the analysis of education
policies”, published in the International Journal of Educational Management, 9(6), 10–21, 1995.
The original paper is awarded Highly Commended Paper in the competition of UK Literati Club’s
Outstanding Paper Awards 1996. The authors would like to thank the Editor (or Editorial Board) of the
International Journal of Educational Management for granting the permission to reproduce the paper
for adaptation.

[2] It should be noted that the framework presented here is conceptually structured as a unidirectional
process characterized by the stages of problem identification, policy formulation, implementation, and
evaluation for the purpose of facilitating readers’ policy analysis pursuit. It goes without saying that,
firstly, the policymaking is by nature a dynamic process through which decisions made and actions
taken at a particular stage will inevitably affect not only the activities in the subsequent stage but also
those in the preceding stage as well, and secondly, from such a dynamic perspective, the policy process
is cyclical, rather than unidirectional.

[3] The Target Oriented Curriculum (TOC) policy is modified from the Target Target Related Assessment
(TTRA) policy tabled in 1990 in Education Commission Report 4. The TTRA policy objectives were
as follows: “(a) provide to students and teachers the information they require for formative purposes;
(b) provide employers and parents with a clear statement of students’ achievement; and (c) enable the
Government, in consultation with the community, to set and monitor educational standards” (ECR4,
Section 5.5.1). The features of this TTRA policy included (1) teachers taught learning targets which set
out a common direction for children’s learning and target-related assessment, (2) the TTRA framework
was designed to develop students’ capability to think, to develop knowledge, to learn how to learn,
to solve problems and to communicate effectively, (3) based on the existing curriculum, learning
objective and programme of study would be developed by the Education Department for use by schools,
(4) assessments, either internal or external, would be based on learning targets and criterion-referencing
principles, (5) there were four key stages throughout the 11 years of primary and secondary education—
they were Key stage 1 at P.1 to P.3; Key stage 2 at P.4 to P.6; Key stage 3 at S.1 to S.3; and Key stage 4
at S.4 to S.5, (6) in order to describe students’ progress in performance through the four key stages, 8
progressive bands of performance would be used: it was expected that students in the same key stage
might be at different performance band; there might be an overlap of 2 bands for each consecutive key
stage; and the bands of performance would be used to describe students’ achievement in both internal
and external assessment. In September 1992, 20 primary schools participated in the pilot scheme of
TTRA for one year. The general response was in support of the spirit and intent of TTRA. However, there
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were concerns that the implementation schedule was too hasty, the curriculum framework and means of
assessment were too complex, resources were inadequate, teachers needed to be better prepared, and that
parents and the public needed to be better informed. Subsequently, an advisory committee was formed
to review the implementation of the policy in 1993. In July 1993, the name of TTRA was replaced by
TOC (Target Orient Curriculum) to reflect the spirit and nature of the curriculum. The report of the
Advisory Committee on the Implementation of TOC was tabled in June 1994 for public consultation.
In response to the previous criticisms, the report provided a simplified theoretical framework of TOC
and detailed plans for teacher training, resource support arrangement, TOC assessment, publicity and
public education and implementation plan.

[4] According to the first frame, the different sources of problems should be identified. Based on the above
examination of the different sources, we would have a wider perspective to identify and analyze real
problems prior to the formulation of the TOC policy. It should be noted that the problems identified by the
policy-makers so far were related essentially to the assessment system. As the public had then critically
disapproved the assessment orientation of the policy, the original policy has been eventually modified
to have a balanced emphasis in both curriculum delivery and assessment practice. Nevertheless, the
published TOC policy paper has not identified the problem areas in the present mode of primary and
secondary school curriculum delivery but rather has related all problems only to the assessment system
(Advisory Committee on Implementation of TOC, 1994). This is not sufficient to justify the modified
policy (TOC) which focuses on curriculum delivery and assessment system. It seems there is a need to
justify the existence of significant problems in curriculum delivery prior to the actual formulation of
the set objectives of TOC. For details of the TOC policy, see endnote 3.

[5] For details and examples, please see Education Commission (1986, 1990).
[6] For detailed discussion of the functions of education, please see Blackledge and Hunt (1985) and Cheng

(1995).
[7] For details of the example on the improvement of school environment, see the policy proposed by the

Governor in his Policy Address, 1993.
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Chapter 7

EDUCATION REFORMS IN THE ASIA-PACIFIC
REGION: TRENDS, CHALLENGES, AND RESEARCH

Education reform in the Asia-Pacific Region, which is one of the fastest devel-
oping areas in the world, is receiving strong and intensive local and global attention.
Since the 1990s, huge national resources have been invested in education and related
initiatives in nearly every country in the region for bringing about substantial im-
provement and development in many different aspects of society (Cheng & Townsend,
2000). Unfortunately, many countries are still very disappointed with their education
systems in view of the challenges of the new century. In order to redress the problems
in their education systems, more and more reforms are now proposed to improve the
practice and effectiveness of education at different levels. The major question to
be asked is: What lessons can be learnt and shared from these ongoing education
reforms in the region such that we can avoid repeating failures, thus, preparing for
policy formulation and implementation of educational changes in each of our own
countries?

Particularly for policy-makers, educators and researchers, the following ques-
tions should receive due attention in considering education reform.
� What are the major trends and characteristics of the ongoing education reforms

in this region? The answer to this question will furnish a basis for delineating
an overall profile for understanding the direction, nature and progress of the
national initiatives and efforts in the region.

� What are the major challenges that the policy-makers and educators are facing
in the current education reforms particularly in such a new era of globalization,
information technology, competition, and the knowledge-driven economy? The
answers will provide a common ground for sharing the concerns, discussing
issues, exchanging ideas and even developing related strategies to cope with the
challenges.

� What implications can be drawn from these trends and challenges for research?
The answers may bridge the gaps between research and policy-making, for a
knowledge base can then be built by research to inform policy-making and
practice.
In response to the concerns with education reforms in the region, a group of

scholars in the region had already begun in 1997 to organize a symposium of country
reports to describe and analyze the educational changes and developments that had
been conducted in mainland China, Hong Kong, Korea, Malaysia, Singapore, Taiwan
and Thailand. These reports were then edited and published as a special issue in School
Effectiveness and School Improvement: An International Journal of Research, Policy
and Practice (Cheng, 1999a).

Following this issue, a broader and larger regional effort was organized in 1999
to continue the discussion on educational change and development. In addition to
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the country reports from Hong Kong Japan, Korea, Malaysia, P.R. China, Singapore,
Taiwan, and Thailand for sharing among a wide readership are country reports fromTT
Australia, New Zealand and the Islands in the South Western Pacific. These reports
were then edited and published in the form of a book chapter in Educational Change
and Development in the Asia-Pacific Region: Challenges for the Future. (Townsend
and Cheng, 2000).

These scholarly efforts are not undertaken in a vacuum, as the education reforms
in the region have received increasing attention from both national and interna-
tional organizations. In October 2000, the National Institute for Education policy Re-
search of Japan and United Nations Educational, Scientific and Cultural Organization
(UNESCO) organized an international seminar on educational research for improved
policy and practice in the Asia-Pacific Region. At the conference, participants from
different countries and organizations in the region presented their country reports
on education reform and discussed the current issues regarding the relationship be-
tween educational research and policy-making. The reports come from a wide range
of countries and areas in the region, including Australia, China, Hong Kong, India,
Indonesia, Japan, Lao P.D.R., Malaysia, New Zealand, Philippines, Korea, Sri Lanka,
Thailand and Vietnam.

With the support of delegations from more than 16 countries, The Hong KongWW
Institute of Education also organized in February 2001 an international forum on
education reform in the region. The plenary country reports revealed a wide range
of experiences and progress of education reforms in different countries and areas
in the region. At the forum, educators, policy-makers, researchers and practitioners
had intensive and stimulating discussion on the trends and directions of education
reforms in individual countries and the whole region, in response to the impacts of
globalization and technology, the demands for localization and the expectations of
individualisation in education in the new century.

In July 2001, the Office of the National Education Commission in Thailand
organized another international forum on education reform, with the support of a
number of national and international organizations. Again, this international forum
represented the continuing national and regional effort and commitment to educa-
tional development and change with a hope of meeting the challenges of the new
millennium. The representatives of selected countries, in the region with some from
the United Kingdom and the United States, reported their country experiences in
formulating and implementing education reforms and related strategies.

Since 1998, the Asia-Pacific Journal of Teacher Education and Development
(APJTED(( ) has published numerous articles and country reports on the change and
development in teacher education in the region. The articles, particularly country
reports at the symposium of Korea (2000, Vol. 3, No.1), of Singapore (1999, Vol.2,
No.1), of Malaysia (2000, Vol.3, No.2), of Australia (Vol.1, No.2) and of China
(Vol.4, No.2), as well as those from Taiwan, Thailand and India are being released in
APJTED, and are altogether serving an important source of information for under-
standing the context and issues of education reform in these countries.

The above country reports and documents become the updated, comprehensive
and relevant sources of information for understanding the trends and issues of edu-
cation reform in the region. Based on these reports and documents, this chapter aims
firstly to provide an overview of the trends in education reform in the Asia-Pacific
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Region in recent years and secondly to address the challenges and implications from
these trends for policy development and research.

1. MAJOR TRENDS IN ONGOING EDUCATION REFORMS

After reviewing the above reports with reference to Cheng (1999a) and Cheng
and Townsend (2000), some major trends of ongoing education reforms in the region
can be observed and are discussed in the following paragraphs. The discussion that
follows is guided by a conceptual framework for a four-level analysis which reflects
the scope, focus and general nature of the trends, as shown in Figure 7.1.

1.1. Education Reforms at Four Levels

At the macro-level, the main trends include: (a) towards re-establishing a new
national vision and educational aims; (b) towards restructuring an education sys-
tem at different levels; and (c) towards market-driving, privatising and diversifying

Macro-level
• Towards Re-establishing New National Vision and Education Aims
• Towards Restructuring Education System at Different Levels
• Towards Market-Driving, Privatizing and Diversifying Education

Meso-level
• Towards Parental and Community Involvement in Education

Site-level
• Towards Ensuring Education Quality, Standards, and Accountability
• Towards Decentralization and School-based Management
• Towards Enhancement of Teacher Quality and Continuous Lifelong

Professional Development of Teachers and Principals

Operational level
• Towards Using IT and New Technologies in Education
• Towards Paradigm Shifts in Learning, Teaching and

Assessment

Figure 7.1: Trends of Education Reforms at Different Levels
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education. To a great extent, these trends address the important issues at the societal
level, particularly the following issues.
� How can the national vision and aims in education be redefined and correspond-

ingly the education systems be restructured to cope effectively with the chal-
lenges in an era of globalization, information technology and a knowledge-based
economy?

� How can the consumption of limited resources be maximized in planning and
managing educational provision for meeting new educational aims and satisfy-
ing the diverse and increasing demands from the society, the community and
individuals?

� How can the various educational services be financed to achieve national aims
in a more equitable, efficient and effective way?
At the meso-level, increasing parental and community involvement in educa-

tion and management is a salient trend. The education reforms in this trend often
encourage and promote wide participation and partnership in education in order to
broaden the support from the community and family for the provision of quality ed-
ucational services and to ensure the accountability of educational institutions to the
public, particularly when the educational services provided are funded with public
money.

At the site-level, the major trends are: (a) ensuring education quality, standards
and accountability; (b) increasing decentralisation and school-based management;
and (c) enhancing teacher quality and the continuous lifelong professional develop-
ment of teachers and principals. In general, these trends address the issues at the
institutional level, which include the following questions.
� How can the quality, effectiveness and accountability of education be provided

to meet diverse expectations and demands?
� How can an authority be decentralised to maximise the flexibility and efficiency

in consuming resources to solve problems and meet diverse needs at the site-
level?

� How can teacher quality and educational leadership be enhanced to provide better
educational services in such a fast changing and challenging environment?
At the operational level, the main trends include (a) using information technol-

ogy in learning and teaching and applying new technologies in management, and
(b) making a paradigm shift in learning, teaching and assessment. The reforms aim
to facilitate the change and development of educational practices, particularly at the
classroom or operational level, in order to meet the future development needs of
individuals and society.

1.2. Towards Re-establishing New National Visions and Educational Aims

Many national leaders in the region take a functionalist perspective of education
reform as a means of supporting the economic, political and cultural development
of society (Blackledge & Hunt, 1985). In facing the rapid changes and global chal-
lenges from economic, cultural and political transformations, national leaders have
become dissatisfied with the short-term achievements of their education systems.
Political leaders increasingly draw connections between the role of education and
the achievement of their national visions for growth and prosperity in the new era
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(Brown, 1999). They propose new educational visions and long-term aims to prepare
their new generations for the future in a globally competitive environment.

Malaysia provides a typical example of this connection between national visions
and educational goals. Under Dr. Mahathir Mohammed’s leadership, the Malaysian
government put forward its Vision 2020VV . This plan developed during the 1980s pro-
posed that Malaysia would transform itself from a commodity-export country to an
industrialized and developed country by the year 2020. Education played a central
role in Vision 2020VV as an instrument for promoting national unity, social equality and
economic development (Lee, 2000).

By way of further example, Singapore’s national leaders took a similarly strategic
view of education in their plans for nation-building. Indeed, they accepted the chal-
lenge of making learning part of the national culture. Accordingly, they proposed
the slogan ’Thinking schools, a learning nation’ as a vision for directing national
educational changes. This is illustrated in Gopinathan and Ho (2000, p161):

. . . While the national economy (Singaporean) is adjusting through
structural shifts, such as liberalization, deregulation, and privatiza-
tion, which help integrate a national economy with the larger world
economy . . . , the education system must also adjust structurally to
a changing national economy.

Many similar examples can be found in Australia, Cambodia, PR. China, Hong
Kong, India, Japan, Korea, New Zealand, Philippines, Taiwan, Thailand and Singa-KK
pore. Leaders in these countries and areas have reviewed their educational aims and
established new goals that reflect new national and global visions (see, e.g., Baker,
2001; Caldwell, 2001; Castillo, 2001; Cheng, 2001a, 2001b; Rajput, 2001; Rung,
2001; Sereyrath, 2001; Shan & Chang, 2000; Sharpe & Gopinathan, 2001; Suzuki,
2000; Tang, 2001; Townsend, 2000; Yu, 2001).

1.3. Towards Restructuring the Education System at Different Levels

The development of the education system often has to meet the needs of the
development of the economy in the country (Chabbott & Ramirez, 2000). In the past
two and three decades, most developing countries or areas in the Asia-Pacific Region
made great efforts to expand their compulsory education to nine years when they
were establishing their industries. Now, some of them are making efforts to expand
their senior secondary school sectors and improve enrolment to higher education.
Hong Kong, Korea, Malaysia and Taiwan are representative cases (Cheng, 2001a,
2001b; Kim, 2000; Lee, 2000; Shan & Chang, 2000). Comparatively, some coun-
tries like Cambodia, Vietnam and Laos put more effort into further expanding their
compulsory education (Pok, 2001; Sereyrath, 2001; Sisavanh, 2001). Singapore and
Taiwan provide more vocational and technical training opportunities at the secondaryTT
and post-secondary levels (Gopinathan & Ho, 2000; Shan & Chang, 2000).

Many countries in the region have invested more and more resources in educa-
tional development in the past decade. Some developed countries, such as Australia,
Japan and New Zealand, after expansion of their education systems a few decades ago,
are no longer concerned with their compulsory or universal education (Baker, 2001;
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Suzuki, 2000; Townsend, 2000). They are more concerned with the accountability
and quality of their education systems than with quantity.

In facing the challenges of globalization, the knowledge-based economy, and in-
ternational competition, such countries and areas as Korea, PR. China, Hong Kong,
Malaysia, Taiwan and Singapore are very concerned with the effectiveness and rele-
vance of their education system to their national development in a highly competitive
global context. They have started to review and change their education systems from
early childhood education to citizenship and lifelong education. For example, they put
more emphasis on early childhood education, enhancing the provision of vocational
education in terms of quantity, quality, variety and relevance and to reviewing the
interface between levels of school education. The reform of the examination system
is also an important area of review in education systems. For example, in PR. China,
Japan, Korea, Singapore and Malaysia, there are many different types of policy ef-
forts being made to review and change their examination systems. The purposes of
these changes are to reflect the changes towards new educational aims, to improve
the process of selection and allocation of students, to promote multiple intelligences
of students, to enhance educational equality, to re-direct educational practice and to
redress serious drawbacks in the examination-oriented culture particularly in some
Asian countries.

1.4. Towards Market-Driving, Privatizing and Diversifying Education

There are tight financial constraints on meeting the rapidly increasing needs of
diverse developments in nearly all countries in the region. Policy-makers in some
countries are trying to shift the exclusive public funding model to privatization as
one approach to expanding, diversifying and improving education. For example, PR.
China, being caught in the stream of development with its market economy playing
an increasingly important role, is confronting more complicated and tighter financial
constraints in developing its education system to satisfy the huge and diverse needs
for education (Tang & Wu, 2000).

Particularly when more and more people want to pursue higher education in order
to survive in a very competitive job market, the privatization of tertiary education will
inevitably become more common in, for example, Korea, Taiwan, Japan, PR. China
and the Philippines. It is generally believed that privatization will allow educational
institutions to increase their flexibility of use of physical and human resource. How
to create a market or semi-market environment for promoting competition between
educational institutions has become a salient issue in reform at the turn of the century.
Some countries (e.g., Australia) are experimenting with funding methods designed to
encourage self-improvement as well as competition among schools. Other areas (e.g.,
Hong Kong and Singapore) are trying out different types of parental choice schemes.

1.5. Towards Parental and Community Involvement in Education

During the past several decades, parents and the community have increased
expectations of education and are becoming more demanding of better school per-
formance for their children. Also, there is an increasing demand for educational
accountability to the public and to demonstrate value for money because education
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is mainly financed with public funds (Adams & Kirst, 1999). Inevitably, educational
leaders at the school, district and national levels have to provide more direct avenues
for parents and the community to participate in developing the schools.

In some developed countries, such as Canada and the United States, there was
a long tradition of parental involvement in their schools. In many Asian areas like
Hong Kong, Japan, Korea, Malaysia, Taiwan and Thailand such a tradition has been
largely absent. Recently, people in these countries have become more aware of the
importance of involving parents and local communities in school education (Wang,
2000). Although there is seldom legislation in some areas to guarantee parents’
involvement in school education, sentiment is growing that parents should be given
this right (Tik, 1996).

In addition to parents, the local community and the business sector are also
direct stakeholders in education. Their experiences, resources, social networks and
knowledge are often very useful to the development and delivery of education. From
a positive perspective, community involvement in education can benefit the educa-
tional institutions by providing more local resources, support and intellectual input,
particularly when facing the increasing but diverse demands for quality education,
the community resources and support become extremely important and necessary.
Also, parents and community leaders can share the management responsibilities;
strengthen communications between families, the community and the schools; mo-
tivate teachers; monitor school operations; and even assist the school in combating
negative influences inherent in the local community (Goldring & Sullivan, 1996).

1.6. Towards Ensuring Education Quality, Standards and Accountability

As reported by Cheng (2001c), there have been three waves of education reform
in different parts of the world during the past three decades that pursue internal quality,
interface quality and future quality in education. The first wave focuses on the pur-
suit of internal quality and effectiveness through improvement of internal processes
particularly the teaching and learning. The second wave emphasizes achievement of
interface quality through ensuring educational accountability to the public and meet-
ing stakeholders’ concerns. The third wave aims at assurance of the future quality of
education with a strong emphasis on enhancement of educational relevance for the
future needs of the new millennium.

From the country reports, it was seen that many countries in the region were
mainly in the second wave of education reforms with some starting on the third
waveaa . Since the beginning of the 1990s, there have been a lot of initiatives with a
strong emphasis on education quality assurance and accountability due to the grow-
ing demands from stakeholders. Particularly following quality movements in the
business and industry sectors over the last two decades, concepts such as quality
control, quality assurance, total quality management and benchmarking have been
brought into the educational sector (Mukhopadhyay, 2001). In practice, the defini-
tion of education quality is often associated with fitness for use, the satisfaction of
strategic constituencies and conformity to strategic requirements and expectations.
Different indicators are being developed and used to assess education quality and to
set educational standards or benchmarks for school performance and accountability
(Fitz-Gibbon, 1996).
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In the region, such countries and areas as Australia, PR. China, Hong Kong,
India, Singapore and Thailand, have introduced different types of quality assurance
initiatives to monitor and promote education quality and accountability (Abdullah,
2001; Cheng, 1997b; Lloyd, 2001; Mukhopadhyay, 2001; Townsend, 2000).

1.7. Towards Decentralization and School-based Management

The emerging international trend in educational administration moving from
external control to school-based management for an effective use of resources and
promoting human initiatives in education was evident in the 1990s and is continuing
today. Centralized management often ignores school-based needs and human initia-
tives that it is often too rigid to meet changing school needs (Cheng, 1996). Current
reforms in many parts of the world are seeking to facilitate school-based initiatives
for development and effectiveness in education.

This is the case, for example, in such developed nations as Australia and New
Zealand. In New Zealand, public schools were changed into self-managing schools
in 1998. In the state of Victoria, Australia, schools were turned into self-managing
schools in 1993. More recently, they have started the process of further decentralizing
authority to promote self-governing schools (Townsend, 2000).

Similar trends are now also apparent in some developing areas of the re-
gion. In Hong Kong, the School Management Initiative was implemented in 1991
with the goal of enhancing education quality through school-based management.
Hong Kong’s Education Commission further reinforced school-based management
as one facet of its quality assurance process for all schools in 1997. In Korea, hun-
dreds of public primary and secondary schools experimentally organized a School
Governing Board involving teachers, parents, principals, alumni and community
leaders to promote school self-management and to enable schools to provide diverse
educational services to meet the needs of their local communities (Kim, 2000). In
Malaysia, the administrative system is being decentralized to encourage school-based
management and teacher empowerment (Lee, 2000). In Singapore, the government
set up autonomous schools as early as 1991, as a mechanism for improving quality in
education (Gopinathan & Ho, 2000). In PR. China, decentralization of power from
the central government to local communities and to the school level is becoming
evident. School autonomy and the participation of local communities are now being
encouraged to facilitate school development and effectiveness (Tang & Wu, 2000).

1.8. Towards Enhancement of Teacher Quality

In response to the fast changing educational environment and the increasing and
demanding challenges from the local and global communities, there is a trend for ed-
ucation reforms in many countries of the region with an emphasis on teacher quality
and continuous lifelong professional development of both teachers and principals.
Many policy-makers understand that teacher quality is the key to success in educa-
tion reform and development. For example, Australia, China, Korea, Hong Kong,
Malaysia, Taiwan, Thailand, Singapore and Vietnam have put major policy efforts
in recent years into enhancing the quality of teachers and principals. More and more
professional training is provided to teachers through in-service education programs.
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The required professional qualifications for entering the teaching profession also
tend to be gradually enhanced even though the extent of progress may be different in
different countries.

Traditionally, it is often assumed that educational goals are clear and static and ed-TT
ucational practices should be improved if these goals cannot be successfully achieved.
Nowadays, educational environments in the region are changing very quickly, and
goals are not so clear and unchanging anymore. In the past decade, numerous changes
have been imposed on schools and teachers in different parts of the region, and this
trend seems to be further accelerated in the new century. If teachers, principals and
their schools are not enabled and prepared to deal with these changes, all the ef-
forts for enhancing education quality and effectiveness will result in failures. Since
educational change and development are ongoing in such a changing environment,
there is inevitably a strong need for continuous lifelong professional development
of school practitioners. Most areas in the region like China, Hong Kong and Korea,
have already reviewed their teacher education programs and put lifelong professional
development of teachers and principals onto their agenda for education reform.

1.9. Towards Using Information Technology and New Technologies in Education

The increasing and tremendous impacts of information technology (IT) on ev-
ery aspect of society are evident to most national leaders and educational leaders.
Many policy-makers take IT in education as one of the most strategic initiatives in
ongoing education reforms (Birch & Maclean, 2001). Countries like Australia, Japan
and Singapore implemented their strategies to promote IT in education a few years
earlier while other countries have developed their IT plans during the last three years
(Gopinathan & Ho, 2000; Suzuki, 2000; Townsend, 2000). In Hong Kong, schools
are getting more and more computers and other IT facilities, and they are also helped
to network both locally and internationally through the intranet and internet. More
and more training is provided for teachers in the use of IT in teaching. Teachers and
students are often expected to become IT competent in a very short time (Education
and Manpower Bureau, 1998).

In addition to IT in education, there has been a clear shift of emphasis from us-
ing simplistic techniques towards applying sophisticated technology in educational
management in the past decade. Traditionally, schools or educational institutions
were all under external control and dependent on management by central authorities.
Educational leaders or managers did not see a need to use sophisticated management
technologies. Today, however, the environment is changing much more rapidly. Con-
sequently, such management technologies as strategic management, development
planning, participative management and quality assurance are increasingly empha-
sized. Policy-makers in the region and other parts of the world are promoting the use
of these methods (see e.g., Bush & Coleman, 2000).

1.10. Towards Paradigm Shifts in Learning, Teaching and Assessment

In response to the challenges of globalization, IT and a knowledge-based econ-
omy in the new millennium, there is a growing trend for education reforms to empha-
size paradigm shifts in learning, teaching and assessment in many areas of the region.
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For example, Australia, Hong Kong, Korea, Singapore and Taiwan have started new
initiatives with the support of IT and networking to promote major changes in cur-
riculum, pedagogy and assessment with a hope of bringing about a paradigm shift in
learning and teaching in the classroom.

As pointed out in Cheng (2000b), the whole world is moving towards multi-
ple globalizations and becoming a global village with boundless interactions among
countries and areas in the new century. Many societies in the region are now more
diverse and are moving towards becoming learning societies. In such a fast chang-
ing environment, the aim of education reform tends to develop students as lifelong
learning citizens who will contribute creatively to the formation of a learning so-
ciety and a learning global village with multiple developments in technological,
economic, social, political, cultural and learning aspects. Cheng (2000b) has fur-
ther urged that there should be a paradigm shift in education from the traditional
site-bounded paradigm to a new paradigm with an emphasis on the development
of contextualized multiple intelligences (CMI) for the new generations through the
processes of globalization, localization, and individualization in education.

In fact, the ongoing education reforms in some parts of the region like Australia,
Hong Kong, Singapore and Japan, have already provided evidence of moving in the
direction of a new organization with various types of initiatives in globalization,
localization and individualization for education. The learning and teaching will tend
to be globalized, localized, and individualized in coming years with the help of IT
and boundless multiple networking. Unlimited opportunities and multiple global
and local sources will be created for the lifelong learning and development of both
students and teachers.

1.11. Mutual Influences between Trends and between Levels

In addition to the above nine major trends of education reform in the Asia-Pacific
Region, we may understand that these trends at the macro, meso, site, and operational
levels may mutually influence the development of education. It is hardly a surprise
that the educational environment shaped by the education reforms at the macro- and
meso-level will often influence the management, functioning, process and output of
education at the site and operational levels. Clearly, the effectiveness and quality of
educational outputs from the more micro levels may also produce impacts on the
development of policies and initiatives at the macro- and meso-levels. Even though
the congruence or mutual support between education reforms of different trends
and of different levels is strongly expected in policy-making and implementation,
unfortunately it is often not the case in the reality of education reforms. In the past
decade, policy gaps between initiatives inevitably became one of the major problems
and challenges accounting for reform failures in education (Cheng & Cheung, 1995).

2. CHALLENGES AND IMPLICATIONS FOR POLICY
DEVELOPMENT AND RESEARCH

In the last decade many countries and areas in the Asia-Pacific Region have
poured in huge amounts of money to reinforce their education reforms as shown in
the above nine trends. Unfortunately, most of the reformers and educators are still
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disappointed with the performance of their education systems and they doubt whether
their graduates have been well prepared to face the challenges of the new century.
Inevitably, policy-makers, educators and researchers have to be concerned with the
following two questions related to these trends in education reform.
� What are the major challenges in current trends in education reform in the

Asia-Pacific Region particularly in such a new era of globalization, information
technology, competition and the knowledge-based economy?

� What implications can be drawn from these challenges of education reform for
policy development and research?
The second part of this chapter aims to explore these two questions so as to

provide a common ground for sharing the issues and concerns of education reform
among countries in the region as well as drawing implications for building up a
knowledge base that can fill the gaps between research and policy-making and inform
the formulation and implementation of education reform in the region.

2.1. Challenges and Implications at the Macro and Meso Levels

2.1.1. Challenges and Implications in Re-establishing New National Visions
and Educational Aims

Numerous examples of reviewing educational aims and establishing new goals
that reflect new national and global visions can be found in Australia, Cambodia,
China, Hong Kong, India, Japan, Korea, Malaysia, New Zealand, Philippines,
Singapore, Taiwan and Thailand. Nonetheless, the changing role of education in
national development has created serious challenges for educators, leaders and prac-
titioners at the system and site levels. They have to echo these new national visions and
goals and consider changes in the aims, content, process and practice of education.
They are facing important challenges, such as the following ones.
� How should they plan and conduct these necessary changes at different levels

effectively?
� How should they lead their teachers, students and other stakeholders to face up

to the changes and pursue a new education that is relevant to the future?
� How can they ensure educational change and reform are relevant to national

growth and development in a competitive global environment?
� How can the knowledge base of educational aims and school functions be broad-

ened to support more relevant policy-making and educational planning?
� Given that there are many new functions for educational institutions at indi-

vidual, institutional, community, societal and international levels in the new
century, including the technical, economic, human, social, political, cultural and
educational functions (Cheng, 1996), it is necessary to ask to what extent do the
current education reforms take all these many functions at different levels into
consideration?

� How can the initiatives and reforms ensure a balance in achieving these functions
and aims on the one hand and also reflect national priorities within the many
constraints on the other hand?
All these are important issues and challenges for education reform in the region.

Unfortunately, there seems to be a lack of a comprehensive knowledge framework
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for policy-makers and country leaders of these countries and areas to provide a broad
perspective for review, assessment and development of educational aims. There is
an urgent need to pursue educational research in this area to help tackle these issues
and challenges in the process of redefining and re-establishing educational aims in
the light of new national visions in the new century.

2.1.2. Challenges and Implications in Restructuring the Education System
at Different Levels

Whether in response to the fast increasing developmental needs of the soci-
ety or to the challenges of globalization and international competitiveness, many
countries have begun to review and restructure their education systems from early
childhood education to tertiary and lifelong education. Their purposes are to echo
the changes towards new educational aims, improve the selection and allocation of
students, enhance educational equality and practice and redress serious drawbacks
of an examination-oriented culture, particularly in some Asian countries.

In the process of reviewing and restructuring their education systems, policy-
makers, educators and researchers in the region have to face some important chal-
lenges in such a fundamental structural change. Examples of the challenges are given
below.

1. Relevant to the Future? Given changes in educational aims and national vi-
sion, how can the expansion of education and the restructuring of the academic
system reflect or serve the needs of these changes? How is it shown that the
structural changes to the system are relevant to the future?

2. Appropriate Alternatives? There may be a number of alternatives for educa-
tion systems that can serve new educational aims and national visions. How
can policy-makers identify those alternatives and understand which one is
most appropriate for their country within the existing cultural, political and
economic constraints (Cheng, Ng, & Mok, 2002)?

3. Balance between Quality and Quantity? In Korea, Taiwan and Hong Kong,
for example, many people are concerned that the rapid expansion of higher
education may be at the cost of the quality of graduates (Lee, 2001). How
can the changes maintain a balance between expansion and the quality of
education? To what extent should the traditional elite system be retained?

4. Difficulties in Fundamental Structural Change? Review and reform of an
education system is in fact a fundamental structural change, involving com-
plicated and extensive political interests and concerns of nearly all key parties
and actors in education and the larger community. As such, how can policy-
makers and stakeholders overcome all existing structural and political diffi-
culties and conflicts involved in review and reform, and then reach a rational,
feasible and commonly acceptable plan for action (Cheng & Cheung, 1995)?

5. Lack of Knowledge Base? Since the review and reform of an education system
is a very complex and large-scale social endeavor affecting the future of so
many students and teachers and the society, it should be based on a very
comprehensive knowledge base for review, planning and implementation at
different levels of the education system. But then, how can policy-makers,
educators and other key actors be provided with such a knowledge base for
their actions?
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The above are just some of many challenges of review and reform. Clearly,
all these challenges and issues would inevitably become a core agenda for policy
debate that needs to be examined and investigated extensively by research. Unfortu-
nately, there would seem to be a gap between the ongoing reform and the research
being undertaken in many countries. In other words, there is an urgent need for a
very wide spectrum of research to address the policy concerns of system change in
education in different countries in the region during the years ahead.

2.1.3. Challenges and Implications in Market-Driving, Privatizing
and Diversifying Education

The trend of education reforms moving towards privatization, marketization and
diversification has become more and more important in the Asia-Pacific Region,
particularly when most countries are suffering from a limitation of resources to
expand their educational services to meet the diverse and increasing demands of
education. Some critical issues are emerging, that challenge policy-makers, social
leaders and educators. Salient examples are listed below:

1. Equity and Quality? How can equity and quality in education be ensured
for students in disadvantaged circumstances? This is often a crucial issue in
policy debate in many developing countries in the region (Cheng, Ng, & Mok,
2002).

2. Diverse and Conflicting Expectations? There are diverse and conflicting ex-
pectations of stakeholders about education in the region. For example, teach-
ers or educators emphasize the citizenship quality of their graduates. Parents
are more concerned with whether their children can pass the examinations
and get the necessary qualifications for employment. Employers often doubt
whether the graduates have the necessary knowledge and skills to performww
in the workplace. In view of the above, how should the expectations of these
key stakeholders be identified and given priority if schools have to survive
in a competitive market environment? How should schools deal with the di-
verse and even conflicting expectations of different stakeholders on the aims,
content, practice and outcomes of school education?

3. Market Forces and National Aims? The market forces may or may not aim at
achieving and realizing the national aims and visions through education. As
such, how can policy-makers and educators ensure that the market forces at
the local or community level are in operation in the direction of development
at the national or international level?

4. Parental Choice and National Visions?rr Specifically, how consistent are the
parental or individual choices with the national visions and goals? How should
these choices be supported by the state?

5. National Framework and Privatization? To what extent should a nationalw
framework be set in terms of the market system and privatization without hin-
dering initiatives from the marketplace but maintaining the national direction
and forces within global competitiveness?

All these are just some of the dilemmas and issues that policy-makers and educa-
tors face in formulating educational changes towards marketization and privatization.
Unfortunately, the knowledge for understanding and handling these challenges in the
region is slight. Research in this important area to address and inform the management
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of the above challenges is inevitably necessary in coming years if the trend towards
marketization and privatization in education is to be maintained.

2.1.4. Challenges and Implications for Parental and Community
Involvement in Education

Parental and community involvement in education has not been traditional in
many Asian areas, such as Hong Kong, Japan, Korea, Malaysia, Taiwan, and Thai-
land. Recently, people in these countries have become more aware of the importance
and necessity for a wider partnership and involvement in education. There is a grow-
ing trend for education reform to promote this kind of involvement and participa-
tion. The major concerns and implications in this trend may include the following
issues.
� Culture for Parental and Community Involvement? Even though parental and

community involvement has many advantages, how to promote and implement
it effectively is still a core issue in the current education reforms in the region.
Most Asian countries lack a culture of accepting and supporting the practice of
parental and community involvement. Teachers are traditionally highly respected
in the community. It is often believed that school education should be the sole
responsibility of teachers and principals. Parents have tended to view them as the
experts in education. Parental and community involvement is often perceived as
the act of distrust of teachers and principals; to involve parents can be perceived
as a loss of face among professionals. How can the policy-makers and educators
change this culture to encourage more parental and community involvement?

� Inducing More Political Problems? Parental and community involvement in
school management and leadership will inevitably increase the complexity, am-
biguities and uncertainties in the political domain of educational institutions.
How can educational leaders be prepared to lead parents and the community,
build up alliances, balance diverse interests between parties and resolve different
conflicts of interest in order to bring in benefits while avoiding or reducing nega-
tive effects of parental and community involvement? Would the induced political
problems and difficulties from external involvement in fact dilute the scarce time
and energy of teachers and leaders from educational work with students? How
can they handle these dilemmas in managing parental and community partici-
pation in education?
In order to understand and manage all these questions and issues urgently needs

support and advice from research if the reforms involving policy initiatives are to be
successful. Unfortunately, research in this area is still underdeveloped, particularly
in the context of the Asian tradition.

2.2. Challenges and Implications at the Site Level

2.2.1. Challenges and Implications in Ensuring Education Quality, Standards
and Accountability

In the region, many countries have induced different types of quality assurance
initiatives to monitor and promote education quality and accountability. In planning
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and implementing these initiatives and efforts, there are some important issues chal-
lenging policy-makers, educators and researchers (Cheng, 1997a,b). Examples are
given below.
� How is it known that the existing stakeholders’ satisfaction and expectations are

relevant to the future of new generations and the society in the new millennium?
If the satisfaction and expectations are not relevant, how can the gap be handled?

� How can they ensure a balance between a school’s internal development and
accountability to the public? A very strong emphasis on accountability to the
public is often accompanied by close supervision and control that restricts initia-
tives for internal development and creates stronger defensive mechanisms that
limit effective learning by organizations.

� How can different stakeholders with diverse and even conflicting interests, handle
the potential contradictory purposes between school self-evaluation and external
evaluation for quality assurance?

� Educational processes are complicated, involving many factors, how can it be
known what indicators are valid and reliable to reflect quality and effectiveness
in education and what combinations of indicators of input, performance and
outcomes are appropriate to the educational institutions in specific contexts or a
specific time-frame?

� On what basis should the quality standards and benchmarks be set? What are the
measures to be taken to ensure that they are acceptable and fair to all involved
parties and feasible in management and implementation?

� Monitoring education quality at the school-site level should be different from that
at the system level. How could this difference be managed in a more efficient and
effective way such that educational institutions or schools are not overburdened?

� Given the importance of leadership in pursuing education quality, how can educa-
tors and leaders implement and develop quality assurance and quality inspection
effectively (Cheng, 1997a,b)?
The existence of these issues and challenges makes it necessary to conduct

research which informs leaders, educators and policy-makers who are responsible to
the public for ensuring education quality and accountability at different levels.

2.2.2. Challenges and Implications in Decentralization and School Based
Management

The trend of education reforms towards decentralization and school-based man-
agement (SBM) becomes more and more important in the many countries of the
region. According to Cheng and Townsend (2000), the change from traditional ex-
ternal control management to SBM in the countries of the region confronts a number
of issues that have to be tackled in the process of educational transformation.
� Decentralization and Accountability? After decentralizing authority and power

to the school-site level, there is a need to keep the self-managing schools and
teachers accountable with respect to the quality of education provided and the
use of public money. Even though a concept of ‘tight-loose coupling’ (Cheng,
1996) has been proposed to tackle this issue, it is still a long way from being
put into practice and the issue remains a key area in ongoing policy discussion
about decentralization in education (Cheng & Ng, 1994).
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� SBM and Educational Equality? People often believe that with a greater auton-
omy better schools may take advantage of this situation to recruit better students
and teachers and procure more resources such that educational inequality will not
only be maintained but enlarged, particularly for the students from disadvantaged
backgrounds. For example, Townsend’s previous analysis and his work on the
Australian case have raised concerns about this problem (Townsend, 1996, 1997).

� SBM as Technological Change and Cultural Change? The shift to SBM
represents a type of change in management technology. Yet, whether or not
it can be effectively implemented at both the system and school site levels
depends heavily on the cultural change among those concerned (Levy, 1986;
Ng & Cheng, 1995). Numerous studies have reported that there are various
barriers and conflicts in implementing SBM because both educational officers
at the system level and school practitioners at the school level still have the
mind-set of external control management when implementing the management
change towards the SBM model (Cheng & Chan, 2000).

� SBM and Educational Outcomes? Many contemporary SBM studies address
self-management only at the school level and often assume that increased
autonomy and responsibility given to schools will result in increased school
effectiveness in producing quality. Yet, this assumption is questionable and past
empirical studies do not yield a consistent view (Sackney & Dibski, 1994). From
the perspective of Cheung and Cheng (1996), the linkage of SBM to educational
outcomes should be strengthened through multi-level self-management at the
individual, group and school levels. Even though multi-level self-management
may be one of the theoretical efforts to bridge the gap between management
change and student performance, the debate on this issue is still strong and
ongoing until there is sufficient empirical evidence to show a clear linkage.

� Downsizing the Central Education Departments? Following the decentraliza-
tion of authority from the central office to the schools, the major roles and
responsibilities of the central education department largely disappears and the
structure of the existing central bureaucracy in education has to be downsized
and reformed. For example, the Education Department of the State of Victoria
in Australia was largely cut to pieces in the process of implementing SBM.
Downsizing a central education department is one of the hardest parts of
educational change in most countries of the region. Most educational changes
are often initiated and planned by the central office and the downsizing of an
education department inevitably conflicts with the interests of the bureaucracy.
The above issues together present a wide spectrum of research areas that need

a great deal of intellectual effort in order to understand the complexity of school
transformation and to inform policy-making and implementation of school-based
management.

2.2.3. Challenges and Implications for the Enhancement of Teacher Quality

In current education reform, the trend towards the enhancement of teacher quality
and the promotion of continuing lifelong professional development of teachers and
principals is important for ensuring educational effectiveness and quality in a rapidly
changing environment. In such a trend, educators, leaders and researchers are facing
some new challenges (Cheng, 2002).
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� How can school leaders build up a new culture of continuous lifelong staff devel-
opment among their colleagues and related school stakeholders (Cheng, 2001e)?
In other words, how can they develop their schools into learning organizations
that can support all types of learning and development (Senge, et al., 2000)?

� How can the relevance of professional development or formal teacher education
ensure ongoing education reforms and major shifts in education (Elliot & Morris,
2001)?

� How can a knowledge management system be built in schools to encourage
active learning, accumulate experiences and knowledge from daily practices,
and inform further development of staff?

� How can the diverse needs of ongoing school and staff development be identified
and satisfied within a limited resource framework?

� How can internal and external networks be built to provide the necessary support
and resources for ongoing school development, professional development and
teacher education (Mok & Cheng, 2001)?

� With the aim of pursuing new approaches to education for the future, there is aWW
strong local and international demand for a major shift in approach to educational
leadership. What kind of new approach to leadership should be developed in
such a context? How should the necessary shift be conceptualised, organized
and implemented successfully among educational leaders?
When compared with the magnificent scale of ongoing education reforms, the

existing advances in understanding the nature of staff development, teacher education
and leadership development are still insufficient. Clearly, a broad spectrum of research
efforts is needed in these areas in coming years.

2.3. Challenges and Implications at the Operational Level

2.3.1. Challenges and Implications in Using ICT in Education

Many countries in the region take information and communications technology
(ICT) in education as one of the most strategic initiatives in ongoing education reform
(Birch & Maclean, 2001; Gopinathan & Ho, 2000). As pointed out by Cheng and
Townsend (2000), the initiatives for promoting ICT in education proposed in the past
few years are confronting some basic issues.
� Gaps between ICT and New Education Aims? While ICT is very powerful for

creating opportunities for learning and facilitating learning and teaching in a
very efficient way, its functions should not be over-emphasized, because ICT is
a means rather than the end of education. Therefore, both policy-makers and
educators have to consider its relevance for the achievement of educational aims
when formulating strategies for ICT in education. Some basic issues have to bew
tackled. How and what types of ICT are related to existing or new aims? To what
extent and in what aspects can the use of ICT help to achieve educational aims?
What are the potential limitations for ICT within education?

� Gaps between Hardware, Software and Training? From experiences in some
countries, it seems to be easier to purchase hardware, such as computers and
other ICT facilities for schools, than to provide appropriate software and train-
ing for teachers and students. Many school practitioners spend a lot of their
energy and time developing so-called ‘home-made’ software due to a lack of a
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more comprehensive and sophisticated software system to support teaching and
learning in ICT. Unfortunately, the quality of the home-made software is often
questionable while the development is time-consuming. How to provide a com-
prehensive package including the necessary hardware, software and training, as
well as an ICT platform to support and maintain the effective and efficient use of
ICT in teaching and learning, is an important issue, particularly in some devel-
oping sub-regions and countries where resources for development are limited.

� Gaps between ICT and Curriculum Development Stakeholders wonder whether
the existing curriculum should be changed in terms of aims, subject content,
instructional process, or assessment to adapt to the new ICT learning environ-
ment. Moreover, teachers do not know how to do it. There is often a lack of
new frameworks for integrating the strengths and benefits of ICT into curricu-
lum development. The advances in ICT happen too fast. There is a clear gap
between the rapidly changing ICT environment and curriculum development in
most countries in the Asia-Pacific Region.

� Gaps between Technological Changes and Cultural Changes? In the past few
years, the efforts to implement ICT in schools expended by many policy-makers
in the region met with strong resistance from school practitioners. There have
been not only technological difficulties but also cultural problems. The imple-
mentation of ICT in education, is an extensive technological transformation and
inevitably involves cultural change among teachers, principals, education offi-
cers, other change agents and even students, if successful change is expected
(Levy, 1986; Cheng, 1996). Therefore, how to change the existing attitudes and
beliefs into a new ICT culture is clearly a serious challenge for the reform pro-
gram, whether in developing countries or developed sub-regions.
How to lead effectively the implementation of ICT and other new technology

in education is a completely new issue for most policy-makers, educators and lead-
ers in the region. The effective responses and strategies for handling the issues and
challenges raised above depend heavily on a deep understanding of them and a knowl-
edge base of the implementation of cultural and technological changes in different
contexts. All these are in need of supports from educational research.

2.3.2. Challenges and Implications in the Shift in Learning, Teaching
and Assessment

There is a growing trend for education reform which emphasizes major shifts
in learning, teaching and assessment. Many countries are making efforts in this
direction through various types of curriculum reform and initiatives in globalization,
localization and individualization in education. These shifts in education inevitably
induce a completely different set of concerns and challenges for education reform.
The following are just some of them.
� Cultural Changes and Major Shifts? A major paradigm shift is not only a kind

of technological and theoretical changes but also a kind of deep cultural changes
including changes in all concerned stakeholders’ and key actors’ attitudes and
their whole line of thinking about the future of the global world, the vision, aims,
contents, methods, processes, practices, management and funding of education.
How can such a comprehensive paradigm shift be achieved at different levels in
ongoing education reforms?
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� Teachers Prepared as Key Actors for Paradigm Shifts?TT Clearly, teachers will
play a very crucial role in the whole process of globalization, localization and
individualization in education and development of students’ contextualised mul-
tiple intelligences (CMI) (see Cheng, 2001e). Without them, such a major shift
in learning and teaching is impossible. How then can teachers be prepared to
develop themselves to be globalized, localized and individualized CMI teach-
ers, transform their educational institutions into CMI institutions and facilitate
their students’ becoming CMI leaders and citizens? Also, how can they help
transform curriculum and pedagogy into those that live up to the world class
standard to meet the challenges and needs of the new millennium? These are
really important questions to be addressed.

� New Quality Assurance for Paradigm Shift? As explained by Cheng (2001a),
there should be a new conception of quality assurance responding to the paradigm
shift in learning, teaching and assessment. In other words, the reform efforts and
quality initiatives should be driven by the new paradigm of education. The follow-
ing issues therefore become important challenges for policy makers, educators
and researchers.

i. How well can learning and teaching be organized in the ongoing education
reforms? In other words, how can students’ learning and teachers’ teaching
be well placed in a globalized, localized, and individualized context?

ii. How well can students’ learning opportunities be maximized through ICT
application, and networking of teachers in education reforms? How can the
policy-makers and educators ensure the linkage of ICT and the environment
in order to maximize the opportunities for students’ learning and develop-
ment?

iii. How well can students’ self-learning be facilitated and sustained as poten-
tially lifelong in all the initiatives proposed for the education reforms? In
other words, how can the opportunities created in the education reforms be
maximized and ensured to be clearly converging in order to make students’
self-learning sustainable over time?

iv. Hvv ow well can students’ CMI and their ability to organize their self-learning
be developed with respect to the new initiatives for learning and teaching?
Basically, how can the policy-makers and educators ensure the relevance and
outcome of students’ learning in terms of multiple intelligences, multiple
values and ability to organize self-learning?

Clearly, the implications from these issues and challenges for research are very
substantial. It needs a great deal of inter-disciplinary and long-term research effort
to study major shifts in learning, teaching and assessment, to investigate and under-
stand the above issues in policy-making, management and practice, and to propose
appropriate strategies and methods in order to implement major shifts and reforms
at different levels.

3. CONCLUSION

There are some crucial challenges arising from the ongoing trends in education
reform in different parts of the Asia-Pacific Region. The challenges are impacting on
the success of policy formulation and reform implementation in education in many
countries. It is therefore of great concern to consider how those challenges and issues
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can become prioritized items on the urgent agenda of educational research if reforms
are to be fully informed and finally successful in formulation and implementation. The
implications derived from these issues for educational research and policy analysis
are important.

All in all, given the complexity of research on such comprehensive education
reforms in many countries in the region, there is an urgent need to develop a critical
mass of research intelligence through different types of networking in the region,
which is a necessity not only for individual countries but also for the whole Asia-w
Pacific Region to meet the numerous challenges in education reforms in the new
millennium. It is hoped that this chapter will open a wide range of issues and impli-
cations for policy development as well as educational research on education reforms
in the region and other parts of the world.

This chapter was adapted mainly from: Cheng, Y.C. (2003). Trends in educational
reforms in the Asia-Pacific Region. In Keeves, J. & Watanabe, R. (chief editors).
The handbook on educational research in the Asia-Pacific Region.(section 1, pp. 3–
16) Dordrecht, The Netherlands: Kluwer Academic Publishers; Cheng, Y.C. (2003).
Challenges and research into educational reforms in the Asia-Pacific Region. In
Keeves, J. & Watanabe, R. (chief editors). The handbook on educational research
in the Asia-Pacific Region.(section 8, pp. 1315–1330) Dordrecht, The Netherlands:
Kluwer Academic Publishers; and Cheng, Y.C. & Townsend, T. (2000). Educational
Change and Development in the Asia-Pacific Region: Trends and Issues, In Townsend,
T & Cheng, Y.C. (eds), Educational Change and Development in the Asia-Pacific
Region: Challenges for the Future. (pp. 317–344) Lisse, The Netherlands: Swets and
Zeitlinger Publisher.
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Chapter 8

EDUCATION REFORMS TOWARDS THE THIRD
WAVE: THE CASE OF HONG KONG

As an international city where is the meeting point of the West and the East, Hong
Kong has a strong tradition to echo the global trends in its development since the pastKK
decades. Similar to some other parts of the world, the education of Hong Kong has
experienced two waves of reforms in the past years and is starting the third wave in an
era of globalization. As illustrated in Chapter 2, the three waves of education reforms
are mainly based on different paradigms and theories of educational effectiveness,
and they result in employing different strategies and approaches to changing schools
and education (Cheng, 2001a; 2002). Since the 1970s, the first wave emphasized on
internal effectiveness with the focus on internal process improvement through exter-
nal intervention or input approach. Since the mid-1990s, the second wave pursued
the interface effectiveness in terms of school-based management, quality assurance,
accountability and stakeholders’ satisfaction, with large-scale reforms. In facing the
challenges of globalization, information technology, and knowledge-driven economy
in the new century, Hong Kong is going to start the third wave of educational reform
to pursue future effectiveness with a very strong concern for the relevance to the
future of next generations and the society in globalization (Chapter 2).

Reflecting on the issues of the first and second waves of education reforms, this
chapter aims to analyse how Hong Kong as an international city facing the challenges
and impacts of globalization is moving towards the third wave of education reforms.
Implications for policy development, reform practice and research in international
contexts are also discussed.

1. THE CHANGING CONTEXT AND REFORMS

In the 1960s and 1970s, Hong Kong, as a small British colony geographically
and economically close to the socialist China, and operated in a relatively special and
stable political environment, strived to achieve a steadily growing economy through
developing its manufacturing industries and regional and China trades. Since the
late 1970s, with the implementation of compulsory education, the school system
expanded quickly in both primary and secondary education in order to meet the chal-
lenges from a rapid economic growth. After the drastic expansion of the school system
and the transition of Hong Kong from a predominantly labor-intensive manufactur-
ing economic system to an international financial and business center, Hong Kong
people in the 1990s have shifted their attention and effort on the provision of school
education from quantity to quality and from increasing resources inputs to ensuring
accountability and effectiveness. Particularly in the past ten years, the Hong Kong
society has been experiencing numerous challenges of a great transformation due
to the fast changing economic environment in the Asia-Pacific Region and due to
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the political transition in July 1997 from being a British colony to a Special Admin-
istrative Region (SAR) of China. Policy-makers and the public had new and high
expectations of the role and functions of school education (Cheng, 2001b).

In the above context, a number of educational policies for educational change
had been initiated in Hong Kong. From 1984 to 2000, the Education Commission
published seven reports (Education Commission, 1984–1997), review reports, and
reform proposals (Education Commission, 1999a, 1999b; 2000, May & September).
The line of thinking and strategies adopted in Report No. 7 and some related ini-
tiatives (e.g., Education Commission, 2000, May & September) are contrastingly
different from those in the previous reports. Reports No. 1– 6 (Education Commis-
sion, 1984–1996) and other earlier policy reports can be classified as the source of
policy initiatives of the first wave reform. The policy recommendations in Report
No. 7 (Education Commission, 1997) and the related initiatives by the Hong Kong
SAR Government between 1997 and 2000 are the key components of the second
wave reform in Hong Kong (Cheng, 2000b).

In the past few years since 1997, the formulation of the second wave of reforms
have raised some important concerns for better education among the wider public but
at the same time the strategies so formulated, as well as their implementation, have
been confronting serious difficulties and challenges in operation. In particular, Hong
Kong since then has been experiencing a very difficult situation of huge financialKK
deficit, economic transformation and high unemployment rate. Many people are
losing their confidence in the second wave of reforms and doubt whether the ongoing
education initiatives can bring a successful future for Hong Kong. Most recently
curriculum reform has been started by the Hong Kong government to promote a
paradigm shift in teaching and learning with a hope to develop a culture of “life-
long learning” and “learning to learn” and enhance students’ ability to adapt to the
fast changing knowledge-based society and meet the challenges of globalizationff
and information technology in the future (Curriculum Development Council, 2001).
There is some evidence showing the emerging third wave of education reform in
Hong Kong with the emphasis on the pursuit of future effectiveness of education
(Cheng, 2001b).

2. THE FIRST WAVE IN HONG KONG

The first wave of educational changes and developments in Hong Kong had its
root in the assumption that the policy-makers have clear education aims and could
find out the best practices to enhance effectiveness or the optimal solutions to solve
major problems for all schools at the school-site level. They were generally character-
ized by a top-down approach with an emphasis on external intervention or increasing
resources input and with a focus on merely certain aspects of educational practice. In
Reports No. 1 to 6, the policies which were directly related to efforts for educational
changes and developments in schools included the following areas: Language Teach-
ing and Learning, Teacher Quality, Private Sector School Improvements, Curriculum
Development, Teaching and Learning Conditions, and Special Education.

Some of those policies proposed by the Education Commission have been im-
plemented, while some are still being carried out very slowly, if not suspended and
changed into other forms, due to the lack of financial support or the challenges from
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the public. Then, results of some implemented policies seemed not so encouraging,
in terms of the impacts upon improvement in school education. Basing on a top-
down approach and ignoring school-based needs, the policy effects of the first wave
reforms were quite limited and fragmented (Cheng, 2000a).

3. THE SECOND WAVE IN HONG KONG

Education Commission (1997) Report No. 7 and the recent initiatives of the
Hong Kong SAR Government since 1997 formed the major part of the second wave
of education reforms in Hong Kong. This wave shares some important features of
the international second wave with a strong emphasis on the interface effectiveness
in terms of quality assurance, stakeholders’ satisfaction, accountability, and school-
based management.

3.1. School-based Management

Transforming all public schools towards school-based management is one of theTT
major second wave initiatives. In 1991, the Education and Manpower Branch and
Education Department of the Hong Kong Government initiated a new scheme, called
“School Management Initiative” (SMI), to induce a type of school-based management
framework to public sector schools. In just a few years of implementation, more and
more school principals, teachers, and supervisors accepted the ideas and principles of
school-based management. Witnessed was a clear diffusion of SMI ideas, concepts,
skills, and experiences from pilot SMI schools to new SMI schools and from SMI
schools to non-SMI schools (Cheng & Cheung, 1999). With the strong evidence of
positive effects of SMI, the Education Commission in 1997 had required all Hong
Kong public sector schools to implement school-based management by 2000 (Educa-KK
tion Commission, 1997). In February 2000, the Advisory Committee on School-based
Management published a consultation document to ask for strengthening the role,
structure, and governance of school management for accountability in the transition
towards school-based management. There has been a hard negotiation process be-
tween the school sponsoring bodies and the Government in restructuring the existing
school governance that is heavily relying on volunteer school sponsoring bodies.

3.2. Report No. 7: Quality School Education

It seemed to be a long way for the Education Commission to recognize the
drawbacks of the first wave strategies and adopt a school-based approach to education
reforms. In 1997, the Education Commission in its Report No. 7 recommended the
following:

1. Schools should be facilitated to set goals and indicators for monitoring and
evaluating quality education;

2. All schools should have put in place school-based management in the spirit
of SMI by the year 2000 as the internal quality assurance mechanism;

3. Education Department adopts a whole-school approach to quality assurance
inspection and sets up a quality assurance resource corner;
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4. All schools which have put in place school-based management should enjoy
the management and funding flexibility under the SMI;

5. Government should set aside a substantial amount of money to establish
a “Quality Education Development Fund” to fund one-off projects for the
improvement of education quality on a competitive basis; and

6. Government should raise professional standards of principals and teachers
through providing coherent pre-service and in-service trainings and setting
up a General Teaching Council, and all schools should be required to put
in place a fair and open performance appraisal system for principals and
teachers.

These policy recommendations have adopted a school-based approach to estab-
lishing a more comprehensive mechanism for education quality assurance and school
effectiveness.

3.3. Government’s Initiatives Since 1997

After the handover of sovereignty in 1997, the new Hong Kong SAR Government
had then made its great effort to analyze Hong Kong’s new role, define its positioning
in the Region and international communities, and plan long-term developments for
the future of Hong Kong in the new century. The significance and values of quality
education to the future of Hong Kong were well appreciated by the first Chief Execu-
tive of the Hong Kong SAR, Mr. Tung Chee-hwa (Tung, 1997a, 1997b). He presented
in his Policy Address in 8 October 1997 an important blueprint for the educational
development of Hong Kong in the new century. It supported the measures proposed
by the Education Commission Report No. 7. It also set a time schedule to review
and streamline the education-related executive and advisory structure. It asked the
Education Commission to conduct a thorough review of the structure of pre-primary,
primary, secondary, and tertiary education, as well as the school curriculum and ex-
amination system, while the Board of Education had at the same time completed a
review of 9-year compulsory education (Board of Education, 1997).

Since the delivery of the Policy Address in 1997, a number of reviews of and
initiatives on teacher education and principal training, educational aims, information
technology, Education Department, and Quality Education Fund have been conducted
or introduced. Some key progress of these developments are summarized as follows:

3.3.1. Review and Initiatives on Teacher Education and Principal Training

In accordance with the new SAR Government policy on enhancing teacher qual-
ity, both the Advisory Committee on Teacher Education and Qualifications (ACTEQ)
and University Grants Committee (UGC) of the Hong Kong SAR Government started
in 1997 to review the existing in-service and pre-service teacher education in Hong
Kong respectively. They finished their reports in January and February 1998 respec-KK
tively, and submitted them to the Government. Emphases were made on the devel-
opment of an all trained and all graduate teaching profession. Also, all in-service
teachers were encouraged to pursue continuing professional development.

School principals’ new leadership role has become crucial to an effective im-
plementation of educational changes and school-based management for quality
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education. In order to strengthen their leadership competence, the Government had
set up various task forces or committees in the past few years to establish a framework
requesting aspiring principals, newly appointed principals and serving principals to
pursue continuing professional development (Task Group on Training and Develop-
ment of School Heads, 1999; Education Department, 2002).

3.3.2. Education System Reviews and New Proposals

In 1999 and 2000, the Education Commission had reviewed the education aims
and structures and formulated new framework and proposals for reforming the early
childhood education, school education, tertiary education and continuing education
(Education Commission, 1999 January, September; 2000 May, September). In setting
the direction and formulating the proposals for reform, the Commission claimed to
adopt the principles including student-focused, “no-loser,” quality, life-wide learning,
and society-wide mobilization (Education Commission, 1999 January). The focuses
of the whole reform package are on the following:

1. Reforming the admission systems and public examinations so as to break
down barriers and create room for all;

2. Reforming the curricula and improving teaching methods;
3. Improving the assessment mechanism to supplement learning and teaching;
4. Providing more diverse opportunities for lifelong learning at senior secondary

level and beyond;
5. Formulating an effective resources strategy;
6. Enhancing the professionalism of teachers; and
7. Implementing measures to support frontline educators
Since the proposals covered a wide range of crucial issues and large-scale

changes, they have raised a lot of debates. Even though the directions and prin-
ciples of education reforms proposed were generally welcome by the public, how
and why these proposals and recommendations can be effective to serve the prin-
ciples of education reforms and new aims of education in practice remained a ma-
jor concern among the public. Particularly without clear research evidence and a
sound knowledge base to support these proposals, it was really difficult to con-
vince the public or educators that they are feasible, effective, and practical to be
implemented.

3.3.3. Review and Change of Curriculum

Echoing the new education aims, principles and proposals of reform proposed by
the Education Commission in 1999 and 2000, the Curriculum Development Council
published its proposals on curriculum change and development in November 2000
for consultation. In this report, it has proposed some guiding principles in planning a
new curriculum framework that aims to provide schools with a structure for outlining
and developing different curriculum modes. It is hoped that, with this framework,
the teaching contents can be flexibly rearranged, modified or replaced in response to
the needs of society and to suit different needs of students. The key components of the
curriculum framework includes eight Key Learning Areas (the bases for knowledge
building—also a platform to enhance cross-subject cooperation and facilitate students
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to “learn how to learn”), Generic Skills (for helping students to learn how to learn,
such as collaboration skills, critical thinking skills, problem-solving skills, com-
munication skills, information technology skills, self-management skills, creativity,
numeracy skills, and study skills), and Values and Attitudes (nurturing of students’
personal dispositions, through the related topics and learning targets in the eight
Key Learning Areas). The council has also proposed a schedule which last beyond
ten years for implementing curriculum reform: short-term strategies (2000–2005),
medium-term strategies (2005–2010), and long-term strategies (2010 and beyond).
In the short-term development, it is expected that:
� Based on the principles of the curriculum reform, the Education Department

will develop new curriculum guides, subject guides and exemplars, and teach-
ing/learning materials; engage in research and development projects and dis-
seminate good practices.

� Teachers and schools can promote learning to learn through infusing genericTT
skills into existing school subjects.

� The following key tasks have been shown to be useful strategies for promoting
learning to learn: Moral and Civic Education, Promoting a Reading Culture,
Project Learning and Use of Information Technology

� Schools can prepare for the transition to the new curriculum framework and
gradually develop a school-based curriculum, using the new framework to suit
the needs of students and schools.
In the medium-term development, schools should have followed the central di-

rections and used the curriculum guides of the open framework provided to develop
a school-based curriculum most suited to the abilities and needs of students and the
mission of the schools. They should continue to raise their quality of teaching and
learning. And finally, in the long-term development, the vision for lifelong learning
can be achieved. This curriculum framework is still in hot debate. Particularly many
people are concerned with its feasibility and effectiveness.

3.3.4. Information Technology in Education

In facing the challenges of the transformation from traditional economic system
to high technology and high value-added industries in a new era of globalization
and information, there is a pressing need to promote information technology (IT)
in education for improving teaching and learning and equipping the young people
to meet all those challenges. In 1997, the SAR Government started to allocate sub-
stantial capital cost and annual recurrent cost to the implementation of a series of
IT initiatives in school education and in 1998 the Education and Manpower Bureau
(EMB) had published its policy paper, “Information Technology for Learning in a
New Era,” to outline a five-year strategy (1998/99–2002/03) for promoting IT in Ed-
ucation, with the missions as follows: (1) To provide adequate IT facilities, including
network facilities, for our students and teachers to enable them to access information;
(2) To encourage key players in the school system to take up the challenges of their
respective new roles; (3) To integrate IT into school education meaningfully through
necessary curriculum and resource support; and, (4) To foster the emergence of a
community-wide environment conducive to the culture change (Education and Man-
power Bureau, 1998a).
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From the past experiences of education reforms, mere large-scale resources
input and training are not sufficient to bring effective changes and outcomes in the
classroom and at the school level. How the school management and professional
culture can match the huge investment in IT hardware and training, and transform
them into effectiveness, quality, and relevance in education at the site and individual
levels is still a challenging question to the reformers of IT in education in Hong Kong.

3.3.5. Review and Restructuring of Education Department

Following the implementation of decentralization and school-based manage-
ment, the traditional role of the Education Department of the Hong Kong SAR
government was inevitably challenged by the public. After the Policy Address in
1997, the SAR Government had appointed a management consulting firm to conduct
a review of organizational and management structure of the Education Department,
with the final objective to “enable it to function more efficiently, effectively and re-
sponsively in its mission to provide quality education” (Education and Manpower
Bureau, 1998b). The final report on the review was issued in July 1998 for public
consultation. The report has made some recommendations to change and stream-
line the structure and organization of the Education Department. With the results of
this review and consultation, the Education Department had initiated some internal
changes towards more professionalism to support school education. However at the
beginning of 2003, the Education Department was finally merged into the Education
and Manpower Bureau. It means that the Bureau is now responsible for not only the
formulation of education policies but also their monitoring and implementation. Up
to now, it is still too early to say whether such a merger can be effective and efficient
to meet the needs of current education reforms.

3.3.6. Quality Education Fund

As one of major policies to encourage school-based innovations and initiatives
for promoting the quality of education, the SAR Government established the Quality
Education Fund (QEF) on 2 January 1998 with an allocation of $5 billion. QEF mainly
supports worthwhile non-profit-making initiatives for basic education, including pre-
primary, primary, secondary, and special education. They include projects promot-
ing the quality of teaching and learning in schools; projects promoting all-round
education; school-based management projects; and educational research (Quality
Education Fund, 1998). Recently, the implementation and effectiveness of QEF have
been reviewed. It is clear that many school-based initiatives have been encouraged
and promoted by the generous financial support of QEF in these few years. However
at the same time how a comprehensive knowledge base for an effective practice of
school education in Hong Kong can be generated and accumulated from the numer-
ous school-based initiatives is still an important issue. In particular, many schools
had spent their scarce resources (particularly teachers’ time and energy) to “invent a
wheel” or “scratch from beginning” in a fragmented and piecemeal way when theyww
implemented their school-based initiatives particularly in the area of using informa-
tion technology in education.
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4. CONSTRAINTS AND CHALLENGES TO ONGOING REFORMS

The education environment in Hong Kong has been changing very fast since
1997. The second wave of Hong Kong education reforms witnessed in these few
years has been passing in a high speed too. To a great extent, it has carried the similar
characteristics of the international second wave with a great emphasis on education
quality, accountability and stakeholders’ expectations. It is also clear that there is
a strong awareness of future relevance in the reform even though how the reform
proposals and strategies are related to the achievement of future effectiveness in
education is still unclear and controversial.

Since the life cycle of the second wave is still short, many major proposals for
reforms are still at the development stage. It is too early to document any policy ef-
fects. Particularly, even though the new vision and aims of education are so attractive
and encouraging, many recommendations are still broad guiding principles or gen-
eral education ideas without any concrete implementation plans or strategies. Even
some specific proposals have been proposed (e.g., language benchmark tests for lan-
guage teachers and language media of instruction), most of them have become very
controversial and attracted serious criticisms. Many ongoing debates were mainly
based on personal opinions, different party interests, or political concerns, without
any sophisticated analysis or concrete research support. When compared with the
huge scale and scope of education reform, the knowledge base for policy discussion
and formulation appeared so thin and powerless.

Based on the author’s recent research on paradigm shifts in education and educa-
tion reforms (Cheng, 2000b; 2001a, 2001b; 2002; 2003a, 2003b; in press; Cheng &
Chan, 2000), this chapter tries to point out some fundamental constraints that are
tightly restricting the development and success of the ongoing second wave in Hong
Kong. As shown in Table 8.1, there are five major categories of constraints includingKK
intelligent constraints, structural constraints, social constraints, political constraints,
and cultural constraints. Among them, intelligent constraints should be crucial as
they seriously limit the possibility to redress other types of constraints. In other
words, if there are less intelligent constraints, the change agents or policy-makers
may have better “intelligent power” to produce clear ideas, knowledge, and strategies
to overcome other types of constraints. Due to the length limit of this chapter, only
the intelligent constraints will be discussed here in detail.

Currently, Hong Kong is reforming its whole education system from pre-
education to tertiary education and continuing education. The scope of reform is
so huge and the nature of change is so fundamental that a strong and comprehensive
intelligence system is really needed to support such a large-scale reform as well as
numerous related initiatives at different levels of the education system and at dif-
ferent stages of development. However unfortunately, there is an absence of such
an intelligence system. Particularly, the development of current reforms is suffering
from some key intelligent constraints.

4.1. Lack of Research and Knowledge Base

In the second wave of reforms, there was an intended strategy to use research
to inform policy-making, including, for example, the strategies as outlined in the
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Table 8.1: Potential Constraints in the Ongoing Education Reforms

Intelligent Structural Social Political Cultural
Constraints Constraints Constraints Constraints Constraints
� Lack of

Research and
Knowledge
Base for
Reforms at
Different
Levels

� Unclear
Leadership and
Role in Reform

� Losing
Confidence and
Trust in
Education and
the Profession

� Over-driven by
Public Media
and Political
Concerns

� Losing Meanings
and Beliefs in
Local Education

� Lack of
Critical Mass
of
Researchers
and Experts
to Support
Reforms in
Different
Areas

� Lack of Full
Time/High
Quality
Professional
Teams as ThinkTT
Tank andTT
Change Agent

� Lack of
Commitment
and Satisfaction
with Reforms

� Lack of Strong
Alliances in
the Profession
to Support
Reform

� Lack of
Understanding of
and Commitment
to New Paradigm
of Education

� Part-Time
Intelligence in
Policy-making

� Part-time and
Diverged
Leadership in
Reforms

� Increasing
Stress and
Criticism on
Schools and
TeachersTT

� Self-defense
to Reduce
Loss in
Changes

� Lack of Cultural
Leadership at
Different Levels
for the Reform

� Piecemeal
and Repeated
Intelligence
and
Knowledge in
School-based
Development

� Diluting
Intelligence in
the Teaching
Profession

� Unknowing the
Existing
Strengths and
Building from
Beginning

� Losing Quality
People in
TeachingTT
Profession and
Unstable
Education
Department

� Uncertain and
Anxious about
their Roles and
Responsibilities

� Overburdened
with Existing
Workload and
New Initiatives

� Mutual Blame
for Failures

� Making more
Enemies than
Alliances in
Reforms

� Too Many
Fires to
Threaten
Schools and
TeachersTT

� Creating
Inconsistent &
Conflicting
Messages to
Dilute the
Meanings and
Visions of
Reforms

� Lack of Positive
Images and
Signals to
Stimulate the
Morale of
TeachersTT

� Destroying the
Existing Self
Beliefs

� Disappearing
Bureaucratic/
Technocratic
Intelligence

� Disappearing
Bureaucratic
Role and
Responsibility

� Losing Trust in
the Bureaucracy
and Reform

� Losing
Legitimacy
due to the
Failure of
Previous
Reforms

� Losing Trust in the
Espoused
Direction of
Reform

� Lack of an
Intelligence
Platform at
both the
School and
System
Levels:
Ignorance,
Repeated
Failure,
Learned
Incompetence
and
Helplessness

� Lack of a
Sophisticated
Operation
Platform at both
School and
System Levels:
Inconsistencies,
Gaps, and
Hindrance

� Lack of an
Optimistic and
Encouraging
Social Platform
for Schools and
Teachers:TT
Disengagement,
Frustration, and
Anxiety

� Lack of a
Politically Safe
Platform for
Innovation:
Resistance,
Conservation,
and
Self-defense

� Lack of a Cultural
Platform for
Communication:
Misunderstanding,
Mistrust, and Poor
Morale
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Education Commission Report No. 7 (1997): “draw reference from experiences and
research materials in and outside Hong Kong; research into specific issues related to
the review.” Unfortunately, in practice, however, research-based policy development
is still a rarity and luxury in Hong Kong (Cheng, Mok & Tsui, 2002). For example,
the Education Commission had a very tight schedule of just one to two years but
had to review the whole education system and make numerous recommendations
in 1999–2000. What kind of research and knowledge can they expect except their
own experiences and ideas as well as some overseas experiences without rigorous
analysis? It is not a surprise that there is a lack of a comprehensive and relevant
knowledge base to support policy development and implementation even though the
reform of second wave was so large-scale and influential.

4.2. Lack of Critical Mass of Intelligence

Hong Kong is a small place with population of around 6.8 million. While there
are eight tertiary institutions, only four of which have faculties or departments of
education. The Hong Kong Institute of Education has 400 academic staffs and the
other three institutions have a total of around 160 academic staffs. These numbers
are in fact not large when compared with the large-scale of education reforms and
the numerous areas of education at different levels from kindergarten to tertiary that
are going to be changed. In other words, there may not have the critical mass of
education expertise in each area to provide the necessary expertise, intelligence and
knowledge base to support reforms even if all of them may have been motivated and
involved in the reform.

Unfortunately, there is also the absence of any centrally established research
institute to coordinate these research and expertise forces that are now separated and
working in different institutions without any coordinating framework. Furthermore,
there are no full time educational researchers in Hong Kong. Nearly all academic
staffs in education in Hong Kong tertiary institutions have the major role in teaching
teacher education programs. Therefore, it is not a surprise that in many important
areas, there is still a lack of a critical mass of researchers to generate knowledge and
support reform and practice at different levels.

4.3. Part-Time Intelligence in Policy-Making

Now, the advisory committees in education have involved many tertiary scholars,
school practitioners, and community leaders as members to contribute advices and
ideas to policy development and formulation. Chairmen of key advisory committees
are often business or non-education leaders appointed by the Government. This ar-
rangement is a tradition to encourage wide participation and input to policy-making.
However in these years, the scope and nature of education reforms are so complicated
and changing so fast. All these committee works are becoming very challenging and
demanding even far more than full-time commitment. Particularly, most members
are successful leaders who may have already several, if not many, other important
and substantial community commitments in addition to their full-time job. From this
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point, we can see that the policy-making of such a large-scale reform is in fact using
and also led by “part-time intelligence“ ,” if not “bounded intelligence.”

4.4. Piecemeal and Thin School-based Intelligence

Since the implementation of school-based management, schools are assumed to
develop, manage, and improve their activities and operation by themselves. Schools
often scratch from beginning to accumulate their experience, knowledge and intelli-
gence particularly when they want to make any school-based changes or innovations
such as using information technology in education. For example, with the support
of QEF, many schools in Hong Kong develop their own multi-media materials and
software for teaching and learning. Even though many teachers are very committed
and spend a lot of time to learn, prepare, and produce the materials, unfortunately
the quality of materials is not so good and the technology and knowledge they use
and accumulate are so thin, piecemeal, and repeating other people’s effort. It is so
ineffective and sad if teachers’ scarce time and effort are used in such a way instead
of directly helping and guiding their students. If there is a central knowledge plat-
form with the necessary intellectual resources and materials to support school-based
initiatives, teachers can have more time and opportunities to develop their students.

4.5. Diluting Intelligence in the Profession

In the past decade, there had been serious brain drain from Hong Kong to other
countries due to the political transition from the British colonial government to be
a Special Administrative Region (SAR) of China. Many experienced and quality
teachers and educational professionals migrated overseas. Furthermore, due to the
implementation of many new education initiatives and the establishment of Curricu-
lum Development Institute and The Hong Kong Institute of Education, many high
quality teachers were selected away from primary and secondary schools. All these in
fact are diluting the intelligence and quality of the teaching profession that are neces-ff
sary to effective teaching in classroom and successful implementation of education
innovations in school.

4.6. Disappearing Bureaucratic Intelligence

Since the 1990s, the top leadership of the Education Department has changed fre-
quently from a few months to two or three years while other senior officials have been
repositioned to different offices very often. The bureaucratic or technocratic intelli-
gence that had been accumulated slowly in the past years at the previous Education
Department was disappearing quickly due to the fluid personnel and frequent changes
in leadership. Without this bureaucratic intelligence, the development and imple-
mentation of new initiatives became more ad hoc, unstable, and unreliable and often
ignored some important ecological relations in the policy environment (Cheng &
Cheung, 1995; Cheng, Mok & Tsui, 2002). Following the implementation of school-
based management and the merger of Education Department into Education and
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Manpower Bureau (EMB), how the EMB can play a new and successful role in lead-
ing education reforms is also an interesting issue in terms of bureaucratic intelligence.

4.7. Lack of Intelligent Platform

From the above intelligent constraints, we can see that Hong Kong is lacking a
sophisticated intelligence platform at both school and system levels that can provide
the necessary technology, knowledge, and other intellectual resources to support the
effective formulation and implementation of education reforms, school-based ini-
tiatives and practices (Cheng, 2001c). Without such a platform, it is not a surprise
that ignorance of reform complexity, repeated failures, learned incompetence, and
learned helplessness can often be found not only at the individual and school levels
but also at the community and system levels in education reforms. Many people
do not understand the complexity of education reforms and lose their direction in
the policy debate and implementation because they are not supported with any con-
crete research evidence or a comprehensive knowledge base. Without systematic
knowledge support and expert advice to learn from past experiences particularly
the previous reform lessons, many school-based practices repeated similar failures.
During the repeated failing process, many educational practitioners find themselves
powerless, helpless and incompetent in changing their education environment and
managing their practices and begin to distrust and resist education reforms.

5. TOWARDS THE THIRD WAVE OF EDUCATION REFORMS

Hong Kong is now struggling to overcome all types of intelligent, structural, so-
cial, political, and cultural constraints and to carry out the ongoing reforms to meet
challenges in a new era of globalization. Even though the second wave of education
reforms in Hong Kong has a strong awareness of changing local and international en-
vironment, how the proposed recommendations and strategies are relevant and effec-
tive to the future of Hong Kong in a context of globalization is still unclear. From the
analysis of the constraints as well as the international trends of education reforms in
facing up the challenges of globalization (Cheng, 2003a, 2003c; in press), six key im-ff
plications may be proposed to accelerate the move towards the third wave of education
reforms in Hong Kong. They include “From Tight-loose Coupling Theory to Platform
Theory”; “Integration of Central Platform Approach and School-based Approach”;
“From Localization to Triplization”; “From Separated Intelligences to Transfer
of Multiple Intelligences”; “From Qualified Teachers/Schools to Developing CMI
Teachers/Schools.”; and “From Site-Bounded Education to Triplization Education.”TT

5.1. From Tight-loose Coupling Theory to Platform Theory

In the second wave in Hong Kong or other parts of the world, the measures of
school-based management, accountability, and quality assurance are strongly em-
phasized to ensure interface effectiveness. The rationale for school development and
improvement is based on the tight-loose coupling theory that encourages school au-
tonomy within a clear accountability framework (Cheng, 1996). This theory implicitly
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encourages the reform policy efforts on setting up the accountability and quality
framework and restructuring school governance and at the same time allowing schools
to manage, develop, and function by themselves to meet the expectations of the frame-
work given at the interface between their schools and the community.

5.1.1. Limitations of School-based Approach

The above line of thinking is not sufficient to help schools and their students meet
the challenges of globalization and the needs of future for two reasons. Firstly, as
discussed at the beginning of this chapter, interface effectiveness is not necessary to be
future effectiveness. The expectations of stakeholders are often local and short-term
and their relationship to the future in a context of globalization and transformation in a
new millennium may not be necessary, strong and clear. It means that the satisfaction
of stakeholders in short-term or middle-term is not necessarily relevant to the future
needs of students and the whole society.

Secondly, education should not be assumed as a low-technology and low-
intelligence “business” such that every school can use a school-based approach,
a labor-intensive approach, or a low-knowledge approach to create a very stimulat-
ing and effective environment for learning and teaching. As discussed above, many
schools and teachers in Hong Kong are spending a lot of time to do their “home-
made” “high-tech” materials for teaching and learning. They are also encouraged to
form various types of networks for mutual sharing of experiences, ideas, and best
practices. Even though experience sharing is good, but it is still not much helpful or
sufficient to raise the level of knowledge, intelligence, and technology used in educa-
tion if we believe education in the new millennium should be an intelligence-intensive
and technology-intensive endeavor. In other words, the school-based approach may
be good to promote human initiative at the school level but not sufficient to raise the
level of intelligence and technology for education.

5.1.2. Toward Platform Theory

Given the limitations of school-based approach, we should give up the tight-loose
coupling theory and employ the platform theory. It means that the formulation and
practice of education reforms should be based on a high-level intelligent platform
with the following functions (Cheng, 2001c):

1. In practicing school initiatives and education activities, teachers and students
can start from a higher level intelligence platform that can provide the state-of-
the-art knowledge and technology. They can concentrate their energy and time
to use this platform for education and school operation, rather than wasting
their time to scratch from beginning at a lower level. Of course, from the
spirit of school-based management, they have their flexibility and autonomy
to decide how to use the platform more effectively to meet the school-based
needs;

2. The platform can provide the critical mass of intelligence and knowledge to
generate new ideas, knowledge, and technology to support education reforms
and school education and ensure the relevance of the policy development and
educational practice to the future; and
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3. The platform itself can be individually, locally, and globally networked to
expand the critical mass of intelligence, maximize the availability of intellec-
tual resources and create numerous opportunities for continuous intelligence
development at different levels of education in Hong Kong.

In addition to the intelligent platform, the provision of structural, social, polit-
ical, and cultural platforms is also very important to education reforms and school
management. How to overcome various types of constraints, develop these platforms
and facilitate schools and teachers to perform at a high level is really a crucial strate-
gic issue for further exploration in current education reforms in Hong Kong or other
parts of the world.

5.2. Integration of Central Platform Approach and School-based Approach

The establishment of a central intelligent platform is capital-intensive,
intelligence-intensive, and technology-intensive. Clearly it cannot be done by in-
dividual schools or using a school-based approach. It should be the major task of the
Government. Both the central platform approach and school-based approach have
their own strengths and limitations. The former can be used to raise the level of
intelligence, knowledge, and technology used by all practitioners in education and
to avoid piecemeal, repeating and ineffective efforts scratching from beginning. The
latter can be used to promote human initiatives in the process of learning, teach-
ing, and management and address the diverse developmental needs at the site levels.
Both are necessary and important to education reforms. Depending on the extent to
which these two approaches are used,, there may be four scenarios resulting fromw
the education reforms in the coming years, including Scenario A (High intelligence
platform + High human initiative), Scenario B (Low intelligence platform + High
human initiative), Scenario C (High intelligence platform + Low human initiative),
and Scenario D (Low intelligence platform + Low human initiative), as shown in
Figure 8.1.

Theoretically or from the past experiences, we may prefer Scenario A, emphasiz-
ing the strengths of both central platform approach and school-based approach. How
we can shift the ongoing education reforms in Hong Kong from mainly Scenario B
towards Scenario A is really a strategic issue to be explored if we want to change the
Hong Kong education system for effectively meeting the challenges of globalization
and future developments.

5.3. From Localization to Triplization

The rationale of second wave reforms is mainly based on the concepts of local-
ization including decentralization, school-based management, stakeholders’ expec-
tations and satisfaction, and accountability to the local community. When compared
with the international trends (Cheng, 2002), the second wave of Hong Kong education
reforms should move towards the third wave with an emphasis on triplization includ-
ing not only localization but also globalization and individualization. As discussed
in Chapter 1 or Cheng (2000b; in press), through globalization in education, reform
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Figure 8.1: Scenarios of Education Reforms in Hong Kong

initiatives can maximize the global relevance of educational practices and outcomes
to the future and bring in the intellectual resources and support to schooling, teach-
ing, and learning from different parts of the world. Through localization, the local
relevance of educational practices, community support, and indigenous resources can
be achieved for schooling, teaching, and learning. Also, through individualization
in education, the motivation, initiative, and creativity of students and teachers can
be maximized in teaching and learning. There are some strong implications for ed-
ucation reforms through triplization to achieve unlimited opportunities and multiple
global and local resources for learning and development of students and teachers
(Chapter 1; Cheng, 2000b). Recently there is an increasing evidence that more and
more Hong Kong schools have started to globalize, localize and individualize their
educational practices to different extents.

5.4. From Separated Intelligences to Transfer of Multiple Intelligences

From Howard Gardner’s (1993) framework of seven human intelligences, in-
cluding musical intelligence, bodily-kinesthetic intelligence, logical-mathematical
intelligence, linguistic intelligence, spatial intelligence, interpersonal intelligence,
and intra-personal intelligence, the current education reforms in Hong Kong have
also emphasized the development of students’ multiple intelligences as one of the
major new education targets for the future.
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Taking the contexts into consideration, Chapter 1 or Cheng (2000b) argues thatTT
human intelligence should be contextualized and categorized into six contextualized
multiple intelligences (CMI), including technological intelligence, economic intel-
ligence, social intelligence, political intelligence, cultural intelligence, and learning
intelligence. Also, a Pentagon TheoryPP was proposed to develop CMI, promote learn-
ing intelligence, and facilitate mutual transfer of multiple intelligences as the core
activities of new education. Intelligence transfer from one type to other types (e.g.,
from economic intelligence to political intelligence or social intelligence) represents
the achievement of a higher level of intelligence or meta-thinking. The transfer itself
can also represent a type of intelligent creativity and generalization. It is believed
that inter-intelligence transfer can be transformed into a dynamic, ongoing, and
self-developing process not only at the individual level but also at the group, insti-
tutional, and community levels. This will be very important to the creation of a high
level knowledge-based economy or an intelligent society. Therefore, as illustrated in
Chapter 1, the concept of CMI and the Pentagon Theory provide a new paradigm to
reforming education, curriculum, and pedagogy in Hong Kong or elsewhere in the
world. This paradigm is different from the traditional thinking of development of
separated intelligences.

5.5. From Qualified Teachers/Schools to Developing CMI Teachers/Schools

The success of implementing CMI education for students depends heavily on the
quality of teachers and the school. Whether teachers themselves can develop and own
a higher level of CMI and whether the school can be a CMI organization and can
provide a CMI environment for teaching and learning will affect the design and
implementation of CMI education. Therefore, in the reform of school education in
Hong Kong for the future, how to develop teachers as CMI teachers and schools as
CMI schools through staff development and school development inevitably become
an important agenda and necessary component.

5.6. From Site-Bounded Education to Triplization Education

With the concepts of triplization and CMI, there is a clear paradigm shift in educa-WW
tion from the traditional site-bounded paradigm towards the new triplization paradigm
in a context of globalization, as illustrated in Chapter 1. In the new paradigm, stu-
dents, teachers, and schools can be considered to be triplized: globalized, localized,
and individualized during the process of triplization, with the help of the informa-
tion technology and boundless multiple networking. Both students and teachers can
achieve unlimited opportunities and multiple global and local sources for lifelong
learning and development. New curriculum and pedagogy take students as the center
of education and facilitate triplized learning and make its process interactive, self-
actualizing, discovery, enjoyable, and self-rewarding. Students can learn from the
world-class teachers, experts, peers, and learning materials from different parts of
the world in any time frame and get local, regional, and global exposure and outlook
as a CMI citizen. The detail of the new paradigm in learning, teaching and schooling
as contrasted with the traditional paradigm can be found in Chapter 1.
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6. CONCLUSION

This chapter has highlighted the three waves of education reforms in Hong Kong
and international contexts. These waves in fact represent three different paradigms
to pursue educational effectiveness since the 1980s and earlier. Even though the
directions of education reforms and related paradigm shifts have been highlighted
toward the third wave in a fast changing context of globalization, it does not means that
education relevance to the future (i.e. future effectiveness) is the only crucial concern
and education quality (i.e. interface effectiveness) and internal effectiveness are not
important anymore. The waves of education reforms just represent the change of
emphasis, focus, and rationale in interpreting the reality and formulating the priority
and strategies in education reforms at different stages of development.

As an international city in such a challenging era of globalization, the education
reforms in Hong Kong should aim not only at internal and interface effectiveness but
also at future effectiveness with a strong emphasis on the relevance of education to
the future. How to enhance these three types of educational effectiveness and ensure
their mutual linkages is a key concern for research and practice in current education
reforms in Hong Kong for moving towards the third wave. Hong Kong people are
concerned with, on the one hand, whether the existing education system and practices
are effective in achieving planned goals at different levels and, on the other hand,
whether the quality of school education can satisfy the diverse and high expectationsww
of stakeholders in such a competitive, changing, and demanding environment in
which Hong Kong functions. Further, how the aims, content, practices, outcomes,ww
and impacts of education are relevant to the developmental needs of individuals and
the Hong Kong society in the era of globalization is also a critical issue in ongoing
education reforms.

How to overcome the existing intelligent, structural, social, political, and cul-
tural constraints at different levels and build up the necessary intelligent platform to
facilitate the performance of schools, teachers, and students at a high level is anotherff
important issue. We expect, in the coming education reforms in Hong Kong that,
� the platform theory will replace the tight-loose coupling theory;
� the integration of central platform approach and school-based approach will

replace the single school-based approach;
� the triplization movement including globalizaton, localization, and individu-

alization in education will replace the implementation of single localization
framework;

� the pentagon theory on the development and transfer of contextualized multiple
intelligences will replace the emphasis of separated intelligences in education;

� the development of CMI teachers and schools will replace the traditionally qual-
ified teachers and established schools; and

� the triplization paradigm will replace the site-bounded paradigm in education.
In facing up the challenges of globalization, the Hong Kong people have shown

their strong commitments to education reforms for enhancing social and economic
developments in the new century. Even though a number of drawbacks and diffi-
culties would be inevitably encountered in the policy formulation and implementa-
tion processes, numerous good opportunities are being created in the second wave
and the coming third wave for policy-makers, school practitioners, and educational
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researchers to pursue educational innovation and effectiveness for the future. Hope-
fully, the ongoing education experiments, reform experiences, improvement prac-
tices, and effectiveness studies at both the school and system levels will not only
benefit the Hong Kong people, but also make a substantial contribution to the inter-
national concern for globalization and education reforms in the new century.

This chapter was adapted from: Cheng, Y. C. Mok, M. M. C., & Tsui, K. T. (2002).
Educational reforms and research in Hong Kong: A request for comprehensive knowl-
edge. Educational Research for Policy and Practice. 1(1), 7–21; and Cheng, Y. C.
(2002). Towardsdd the third wave of school effectiveness and improvement in Hong
Kong: Internal, interface and futureKK . ERIC (EA031899), Eugene OR: Clearinghouse
on Educational Management.
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Chapter 9

NEW PARADIGM OF SCHOOL LEADERSHIP

The context of school leadership has been rapidly changing in the past three
decades, particularly reflected in numerous past and ongoing educational reforms and
school restructuring movements not only in the western countries such as Canada,
USA, and UK, but also in the Asia-Pacific Regions such as Australia, New Zealand,
Mainland China, Singapore, Malaysia and Hong Kong (Lieberman, 1998; Fullan,
1998; Chapman, Sackney, & Aspin; 1999; Cheng & Townsend, 2000). The search of
effective schools, the shift to school-based management, the emphasis on develop-
ment planning in school, the assurance of school education quality, the implementa-
tion of new curriculum programs and the application of information technology in
education are some typical examples of efforts in these reform movements (Cheng &
Townsend, 2000; Cheng, 1996a, 1996b; Cheng, 1999a; Caldwell & Hayward, 1998;
Stringfield, Ross, & Smith, 1997; Murphy & Beck, 1995; MacGilchrist, et al., 1995).

In 1960s and 1970s, the efforts of school leadership, educational administration
and reform focused on the improvement of teaching methods, curriculum design,
learning aids and facilities, and resource inputs particularly in some advanced west-
ern countries (Averch et al., 1974; Reynolds, 1992). However unfortunately, the im-
pacts of these efforts were often indifferent, if not existed. For example, in USA, even
though great efforts had been put into instructional innovations and school facilities,
the learning performance and outcomes of students seemed to have no significant
improvement. People had doubted the effectiveness of schools to students’ perfor-
mance (Coleman, et al. 1966; Averch et al., 1974; Gross & Gross, 1985). The role of
school leadership in educational effectiveness had been ignored during this period.

In 1980s, there were advances in management sciences and management de-
velopment in business and industrial sectors. Drawing in part on these advances,
education policymakers began to change their own thinking. They began believe that
in order to enhance the quality of education, they should shift their focus from the
classroom to the organizational level. Clearly this shift would also mean improving
the system and management of school (Caldwell & Spinks, 1988; Cheng, 1996a;
Murphy & Beck, 1995). Gradually, the issue of school leadership received more and
more attention among educators, researchers and policy-makers (Leithwood & Duke,
1999).

Since the late 1980s there has been an explosion of school reforms in the Asia-
Pacific Region and many other parts of the world as a result of diverse changes in
the educational environment. As illustrated in Chapter 7, nine trends of education
reforms can be observed, including At the macro-level, the main trends include:
(1) towards re-establishing a new national vision and educational aims; (2) towards
restructuring an education system at different levels; (3) towards market-driving,
privatising and diversifying education; (4) increasing parental and community in-
volvement in education and management; (5) ensuring education quality, standards
and accountability; (6) increasing decentralisation and school-based management;

213
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(7) enhancing teacher quality and the continuous lifelong professional development
of teachers and principals; (8) using information technology in learning and teaching
and applying new technologies in management, and (9) making a paradigm shift in
learning, teaching and assessment.

These contextual changes become challenges to school principals and suggest
the need for a paradigm shift in school leadership (Cheng, 1996a, 1–2; Cheng, 1999a;
Cheng & Townsend, 2000) that will be discussed in the following paragraphs.

1. CHALLENGES OF CONTEXTUAL CHANGES

1.1. Towards Strategic and Future Orientation

As described in Chapter 7, in facing the rapid changes and global challenges from
economic development and cultural and political transformations, national leaders
and their people in different parts of the world become not so satisfied with the short-
term achievement of their education systems and reflect on the relevance of their
national vision and educational aims to their national growth in the new era (Brown,
1999; Brown & Lauder, 1996; Cheng & Townsend, 2000; Cheng, 1999b; Waters,
1995). They propose new educational visions and long-term aims to prepare their
new generations for the future in the global competitive environment.

Nonetheless the changing role of education in national development has created
serious challenges for school leadership at the system and school levels. School
leaders have to echo these new national visions and goals and consider changes in
the aims, content, process, and practice of their schools. How should they lead their
teachers, students, and other stakeholders to face up these challenges and pursue an
education that is relevant to the future? It is inevitably a crucial question asking for
a new leadership.

1.2. Towards Technological and Cultural Changes

A clear shift of emphasis from using simplistic techniques towards applying so-
phisticated technology in educational leadership and administration can be observed.
The environment is changing much more rapidly. Consequently, management tech-
nologies such as strategic management, development planning, participative manage-
ment, and quality assurance, are increasingly emphasized (Bush & Coleman, 2000;
Caldwell & Spinks, 1992; Goddard & Leask, 1992; MacGilchrist et al., 1995). More-
over, rapid developments in information technology are having an undeniable impact
on education. Its wide use in teaching, learning, and management may enhance ed-
ucational effectiveness and inevitably form a central place in ongoing educational
reforms (Education and Manpower, 1998).

These technological initiatives in schools inevitably raise challenging issues for
education leaders. For example, there is often a great tension between the possibilities
of IT and the existing curriculum. Many people believe that there should be a com-
pletely new paradigm for curriculum development if the strengths and benefits of IT
are to be maximized in education (Cheng, 1999b). How to lead the implementation
of IT in education as well as the related paradigm shift in teaching and learning are
completely new issues for school leaders in most countries.
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Like other educational change, a technological change no matter in teaching
or management, inevitably needs cultural change among teachers, school leaders,
students, and all those concerned if successful changes are expected (Levy, 1986).
Therefore, how leadership can facilitate effective technological and cultural changes
in different aspects of school education is really a challenge to school leaders
(Ng & Cheng, 1995, 1996). Recently, transformational leadership for new educa-
tion in a new era of information technology has received more and more attention
(Conger, Spreitzer & Lawler III, 1999; Berg & Sleegers, 1996).

1.3. Towards School Quality and Accountability

Traditional school leadership is very much concerned about problems happeningTT
in educational practices, and emphasizes to avoid troubles and maintain normal func-
tioning in school. Whether the existing school practices are effective to the changing
goals and environment and whether the school outcomes can meet the needs of stake-
holders are not the major concern. However now, there is a shift of emphasis from
school maintenance to school quality and accountability in practices of educational
leadership (Cheng, 1996a). Maintaining daily functioning is not sufficient to satisfy
the need of diverse stakeholders for high quality education in a changing environment.

As illustrated in Chapter 7, there are some key issues in ensuring education qual-
ity and accountability to the public. Given the importance of leadership in pursuing
education quality, school leadership often is one of key concerns in quality assurance
and quality inspection (Cheng, 1997b; George, 1992; Goetsch & Davis, 1994). These
issues inevitably become challenges to school leaders as they seek to ensure education
quality and accountability for the public. In fact, the quality movement has begun to
reshape the role of school leaders. With the new emphasis on public accountability,
they must establish good public relations, market the school’s strengths and image,
and build up the school’s reputation in the community (Cheng, 2002; Goldring &
Sullivan, 1996).

1.4. Towards Privatization and Marketization

There are substantial financial constraints on educational development to meet
the needs of rapid social and economic developments particularly in many developing
countries or even developed countries. Policy-makers in some countries are trying to
shift the full public funding model to privatization and marketization as one of the
major approaches to expanding and improving education. For example, China as a
very large country transiting to a market economy has to confront more complicated
and tight financial constraints in developing education (Tang & Wu, 2000).

In such a trend moving towards privatization and marketization in education,
some critical issues are emerging to challenge school leaders. Some examples of
them are listed as follows:
� how to ensure education equity as well as quality for students in disadvantaged

conditions;
� how to identify and prioritize strategic stakeholders of schools whom lead-

ers must satisfy in order to maintain their schools in a competitive market
environment;
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� how to deal with the diverse and even conflicting expectations of different school
stakeholders on the aims, content, practice, and outcomes of school education;

� how to lead school constituencies to face up to the challenges brought about
from the market forces at the community and national levels;

� how to perform better than other schools in winning support from the local
community; and

� how to shape the school education market.
From these examples, we can see that school leaders have to deal with a new

context differs from the previous public funding situation. In facing the challenges
and uncertainties of moving towards a market-driven environment, the concepts and
practices of school leaders are changing quickly (Duke, 1996). People now emphasize
strategic leadership, transformational leadership, and organizational learning to deal
with the changes and challenges from the external environment (Caldwell & Spinks,
1992; Cousins, 1996; Fullan, 1996; Leithwood, Tomlinson, & Gene, 1996).

1.5. Towards School-based Management and Human Initiative

The emerging international trend in educational administration from external
control to school-based management was evident in 1990s and is continuing today
(Chapter 7). The implications and impacts of such an important trend are inevitably
significant to school leadership. Some examples of them can be listed as follows:
� The trend towards school-based management reflects the advance and diffusion

of knowledge about management and human behavior in education across the
world. Can school leaders be aware of these trends bringing new perspectives
and expectations into the role of the school leader?

� The political and social demands for participation in school governance also
reshape the role of the school leader. How can school leaders lead the new
political and social environment, involving diverse internal and external school
stakeholders and facilitate participative management in their schools?

� To a great extent, the change towards school-based management represents a
paradigm shift in school management. What kinds of school leadership facilitate
the change to school-based management? Should there be any changes in the
nature, practice, and theory of school leadership?

� Parallel with the decentralization of authority to the school-site level, account-
ability of school to the public for academic performance and fiscal use is also
an emerging demand on school leadership. How can school leaders manage for
results in this era of decentralization?

� School-based management represents a type of change in management tech-
nology. But whether this change can be effectively implemented at the school
site level depends heavily on the cultural change among those concerned (Levy,
1986; Ng & Cheng, 1995). How school leaders can lead both the technological
change and cultural change successfully?

� In current education reforms toward school-based management, it is often as-
sumed that increased decentralization to school-site level will result in school ef-
fectiveness in terms of student learning outcomes. Decentralization to the school
site-level is not sufficient as a development strategy. Group self-management, in-
dividual teacher self- management and even student self-management should be
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necessary to promote human initiative and effectiveness in teaching and learning.
How school leaders can develop these areas in school-based management?
These implications demand substantial changes in the major roles and respon-

sibilities of school leaders in order to respond effectively to the current trends in
education reform. In addition to transformational leadership and strategic leader-
ship, participative or collaborative leadership which means to build up a community
of leaders and promote human initiative and creativity among members also becomes
a necessary dimension of new leadership (Telford, 1996; Leithwood & Duke, 1999).

1.6. Towards Parental and Community Involvement

During the past several decades, parents and the community have increased their
expectations of education and become more demanding of better school performance
for their children. Also, there is an increasing demand for school accountability to
the public and to demonstrate value for money because school education is financed
by the taxpayers (Adams & Kirst, 1999). This has forced educational leaders at both
school, district and national levels to provide more clear avenues for parents and the
community to participate in developing the school. In addition to parents, the local
community and the business sector are also direct stakeholders of education. Their
experiences, resources, social networks and knowledge are often very useful to the
development and delivery of education (Wang, 2000).

However, parental and community involvement in school management and lead-
ership will inevitably increase the complexity, ambiguities and uncertainties in the
political dimension of school organization. How to lead parents and the community,
build up alliances, balance diverse interests between parties, and resolve different
types of interest conflicts to bring in benefits but avoid negative effects of parental
and community involvement is a salient issue that challenges our school leaders.
Political leadership and environmental leadership may be considered as necessary
(Bolman & Deal, 1997; Goldring & Rallis, 1993).

1.7. Towards Continuous School and Staff Development

There is a shift of emphasis of school leadership from school improvement to
continuous school and staff development. In the improvement tradition, it is often
assumed that educational goals are clear and static and educational practices should
be improved if they cannot achieve these goals successfully. However nowadays,
educational environments are changing very quickly and goals are not so clear and
unchanged anymore. In the past decade, numerous changes have been imposed on
schools and teachers in different parts of the world and this trend seems to be further
accelerated in the new century. If teachers, principals and their schools are not enabled
and prepared to deal with these changes, all the efforts for enhancing education quality
and effectiveness will result in failure.

Since education changes and developments are ongoing in a changing envi-
ronment, there is also a strong need for continuous school development and lifelong
professional development of school practitioners (Elliott & Morris, 2001). Therefore,
school leaders will play more and more important role of leading their colleagues to
face up to many uncertainties, ambiguities and challenges and developing them toff
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make these initiatives successful (Caldwell & Spinks, 1992). In taking up this lead-
ership role in continuous school and staff development, school leaders are inevitably
facing some new challenges to their leadership in this area, such as:ff
� How can school leaders build up a new culture of continuous school development

and life-long staff development among their colleagues and related school stake-
holders (Cheng, 2001)? In other words, how can they develop their schools into
learning organizations that can support all types of learning and development
(Senge, et al., 2000)?

� How can school leaders ensure the relevance of staff’s professional development
to school development and ongoing educational reforms (Elliot & Morris, 2001;
Pang, 2001)?

� How can school leaders build up a knowledge management system within their
schools that encourages action learning, accumulates experiences and knowledge
from daily practices, and informs the further development of staff?

� How can school leaders identify and meet the diverse needs of ongoing school
and staff development within a limited resource framework?

� How can school leaders build internal and external networks to provide the nec-
essary support and resources for ongoing school development and professional
development (Cheng, 1992; Mok & Cheng, 2001)?
Recently in many parts of the world, the strong promotion of development plan-

ning in educational administration reflects the emphasis of the development concept
(MacGilchrist, et al., 1995). The above are just some examples to show the new
challenges to school leadership when the ongoing education reforms moving from
the traditional improvement approach toward the pursuit of continuous school and
staff development. Clearly, in a changing and uncertain environment, there is a strong
need to shift the emphasis from technical leadership for improvement towards cul-
tural leadership, visionary leadership and strategic leadership for the development in
education in these years (Caldwell & Spinks, 1992; Cheng, 2000a).

2. NEED FOR PARADIGM SHIFT IN SCHOOL LEADERSHIP

These trends and changes in the context of leadership and education in different
parts of the world are challenging school leaders, educators, policy-makers, and
researchers. With the aim to pursue new approaches to education for the future, there is
a strong local and international demand for a paradigm shift in school leadership. The
implications for a paradigm shift in school leadership are summarized in Table 9.1.

Responding to the rapid changes in the new millennium, the trend from short-
term achievement to strategic and future orientation requests school leadership to-
wards leading new educational visions and aims for the future. The trend shifting
from the application of simplistic techniques to the implementation of technological
and cultural changes in learning, teaching, and management urges school leadership
to shift towards exercising transformational leadership and facilitating technological
and cultural changes at different levels.

The trend from school maintenance to school quality and accountability suggests
that school leadership should change towards leading the school to meet the needs of
multiple internal and external school stakeholders and to be accountable to the public.
It also changes towards a type of environmental leadership that can establish up a
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Table 9.1: Trends in Context of School Leadership

Trends and Changes in
the Context of School Leadership:

From Traditional To New Implications for Paradigm
Leadership Focus Leadership Focus Shift in School Leadership

Short-Term Achievement Strategic and Future
Orientation

� Towards leading new educational visions
and aims for the future

Application of Simplistic
Techniques

Implementation of
Technological and Cultural
Changes

� Towards leading technological and cultural
changes

� Towards transformational leadership

School Maintenance School Quality and
Accountability

� Towards leading and satisfying diverse
school stakeholders/ constituencies

� Towards leading accountability to multiple
internal and external school stakeholders

� Towards environmental leadership

Public Funding Privatization and
Marketization

� Towards leading the school to face up to
external challenges and competitions

� Towards leading organizational learning
� Towards strategic, cultural and

transformational leadership

External Structural
Control

School-based
Management and Human
Initiative

� Towards leading multiple stakeholders/
constituencies

� Towards a community of leaders in
different aspects of the school

� Towards leading development of leaders
� Towards collaborative and participative

leadership

Isolated School
Management

Parental and Community
Involvement

� Towards leading parents and the
community for partnership and
collaboration

� Towards leading a social network and
building up alliances

� Towards collaborative, political, and
environmental leadership

School Improvement Continuous School and
Staff Development

� Towards leading multi-level development in
different aspects, including individual staff,
groups, the school, and the community;

� Towards cultural, visionary, and strategic
leadership

good public relationship with the community and market the school’s strengths and
image. The movement from public funding support to privatization and marketization
urges the shift of school leadership towards leading the school to face up to external
challenges and competitions, promoting organizational learning, and performing the
functions of strategic, cultural and transformational leadership.

The trend from external structural control to school-based management and hu-
man initiative recommends school leadership shift towards leading multiple school
stakeholders/constituencies, building up a community of leaders in different aspects
of the school, facilitating the development of leaders at different levels and exhibiting
collaborative and participative leadership for promoting human initiative and creativ-
ity. Parallel with this trend, the move from isolated school management to parental
and community involvement invites school leadership change towards leading par-
ents and the community for partnership and collaboration, leading a social network
and building up alliances, and exercising collaborative, political, and environmental
leadership.
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The trend shifting from school improvement to continuous school and staff devel-
opment requires school leadership to shift towards leading multi-level developments
including the development of individual staff, groups, the school, and the community;
and shift towards cultural and strategic leadership for facilitating school development
in different aspects in responding to the changing environment.

When compared with the huge scale of ongoing education reforms involving
numerous schools, staff, and students, the advance in understanding of new school
leadership is still too little to support the paradigm shift in leadership development
and practice. It is not a surprise that without a comprehensive framework for re-
conceptualizing and developing leadership to meet the challenges in the new era,
many management reforms and administration initiatives with good will have expe-
rienced failure and frustration.

There is an urgent need for theory building and research to support the paradigm
shift in school leadership. With the implications and issues raised from the trends in
the context of leadership and education and with the help of layer concepts developed
in Cheng (1996a), this chapter aims to review and propose some key elements and
concepts that can be used to facilitate re-conceptualizing the complex nature of new
leadership to meet the need of paradigm shift.

3. RE-CONCEPTUALIZING LEADERSHIP CONCEPTS

With reference to the layer conception of Cheng (1996a), school leadership can beWW
re-conceptualized and broadened, including three levels (such as the individual level,
the group level, and the school level) and three domains (such as the affective domain,
the behavioral domain, and the cognitive domain), as shown in Figure 9.1. Also, the
conception of school constituencies interacting with leadership can be broadened
into multiple categories at different levels and different domains too. These broad-
ened levels and domains of leadership concepts and broadened categories of school
constituencies are reflecting the changing nature of school leadership as illustrated in
the changing contexts of leadership and education. The re-conceptualized leadership
concepts are discussed in detail in the following paragraphs.

3.1. Re-conceptualizing School Leaders into Multi-leaders at Multi-levels

As discussed previously about the trend from external structural control to
school-based management and human initiative, team work, collaborative decision
making (e.g. group decision making, policy committee), empowerment and par-
ticipation are strongly emphasized and practiced in school-based management and
leadership. Teachers, students, parents, and other staff or professionals are involved
in school management at different levels. Not only the principal or senior adminis-
trators are school leaders but also many teachers and even students may be leaders
responsible for leadership in different aspects of school activities or works. With
parental and community involvement in school management, it is not a surprise that
some parents or community leaders may become leaders in certain aspects of the
school. The concepts of “distributed leadership” (Handy, 1996), “shared leadership”
(Ulrich, 1996; Yukl, 1998), and “collaborative leadership” (Telford, 1996) are in fact
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Note:
T=Teacher
S=Student
P=Parent
SM=School Management Board
PU=The Public
EA=Officer of Education Authority
OS=People of Other Schools
SO=People of Social Services
BO=People of Business
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The Contextual Factors

• Characteristics of Constituencies:
e.g. pursuit of multiple intelligence,
individualization, diverse expectations

• School Context: e.g. school-based
management, technological changes

• Community Context: e.g. parental
and community involvement, local
needs, localization, IT

• Societal Context: e.g. national goals,
impacts from developments, IT

• International Context: e.g.
globalization, competitions, IT

Mutual InfluenceuMutual Influencef
Interaction 

Constituencies Influence

Leadership
Leader Layer Matrix of Constituencies

Figure 9.1: Implications for Re-conceptualizing School Leadership

to explain the needs and existence of multiple and diverse leaders at different levels
of organization in a context of wide participation and self-management. As argued
by Barth (1988) and Pinchot (1996), school should be a community of leaders, not
just the school principals, administrators, or managers. The above literature suggests
that all major school constituencies can be potential leaders and that leadership is
seldom limited to an individual.

After review of the literature of school-based management, Cheung & Cheng
(1996) and Cheng (1996a) contended that decentralization of authority to the school
site-level by itself is insufficient to bring about educational effectiveness, however.
There is a need for self-management at the individual level, the group level, and the
whole school level to ensure an effective implementation of school-based manage-ww
ment. Self-managing individuals and self-managing groups require self-leadership in
the process of pursuing effectiveness and development at both individual and group
levels (Manz, 1983, 1986; Manz & Sims, 1990). In a broader sense, multi-level self-
management implies the necessity of multiple leaders working at different levels of
the system.
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Yukl (1998) has suggested that the levels of analysis in leadership are multiple,YY
including (1) intra-individual processes, (2) dyadic processes, (3) group processes,
and (4) organizational processes. The intra-individual analysis focuses on the pro-
cesses within a single individual while the dyadic analysis involves the influence
processes between individuals. In other words, these two types of analysis both focus
on leadership at the individual level. Therefore, the classification of school leadership
into individual, group and the whole school or organization level is consistent with
the current leadership literature as well as the trends in education.

3.2. Re-conceptualizing Leadership Performance into Multi-Domains

The current literature also supports that leaders exercise their leadership through
their affective, behavioral and cognitive performance. The affective performance of-
ten refers to the attitudes, commitments, attractions, charismas, social expectations,
and attitudinal norms. The behavioral performance refers to the general leadership
behavior (e.g., consideration, initiating structure, etc.) or management skill prac-
tice (e.g., planning, supervision, mentoring, etc.). The cognitive performance refers
to the understanding, proposing, meaning development, clarification of uncertainty
and ambiguity, and building values and beliefs about education and management.
Affective performance and cognitive performance are often expressed in popular
terms such as human, cultural, symbolic, or charismatic leadership (e.g., Bolman &
Deal, 1997; Conger, Kanungo, & Associate, 1988; Shamir, House, and Arthur, 1993;
Sergiovanni, 1984, 1990, 1992).

Behavioral performance is often closely related to technical or structural lead-
ership (e.g., Bolman & Deal, 1997; Sergiovanni, 1984), overt leadership behaviors
(e.g., the Leader Behavior Description Questionnaire-LBDQ: Halpin, 1966; Blake &
Mouton, 1985), or even managerial practices. For example, leadership behavioral per-
formance is also commonly expressed or measured in terms of managerial behaviors
such as planning and organizing, problem-solving, clarifying roles and objectives,
informing, monitoring, motivating and inspiring, consulting, delegating, support-
ing, developing and mentoring, managing conflict and team building, networking,
recognizing, and rewarding (Yukl, 1998, p.60; Cheng, 2000c).

The re-conceptualizing of leadership performance into three basic domains can
provide a quite simple and fundamental approach to understanding and classifying
the complex leadership performance as illustrated in the huge volume of leadership
literature, and to linking up together the numerous leadership concepts that are used
to describe various aspects of leadership performance and process.

4. RE-CONCEPTUALIZING SCHOOL CONSTITUENCIES

As indicated above, the parental participation and community involvement are
becoming facts of life in school management. Consequently, school leaders must
expand their scope and roles, including:
� to lead all school constituencies and satisfy their needs and expectations;
� to lead a community of leaders in different aspects of the school;
� to lead multi-level developments including individuals, groups, the school, and

the community;
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� to lead social networks and build up alliances among diverse constituencies for
partnership and collaboration;

� to lead and ensure school quality and accountability to the community; and
� to lead the school to meet external challenges and competition.

4.1. Re-conceptualizing Constituencies into Multi-categories

These imply the multiplicity and complexity of involvement of external and
internal school constituencies. As shown in Figure 9.1, relevant constituencies in-
clude staff and students as well as those outside school such as parents, members
of the school management board, officers of the Education Authority, social service
organizations, business and industrial organizations, and the public. Note that these
constituencies may be drawn from beyond the school itself and extend to the society
and international levels. The involvement of international constituencies for collabo-
ration inevitably becomes an important trend in leadership for the future in a context
of globalization.

4.2. Re-conceptualizing Constituencies into Multi-levels and Multi-domains

Traditionally, the discussion of school leadership has often been limited to theTT
school and ignored external ‘hidden’ strategic constituencies. In our rapidly changing
education environment, these external strategic constituencies are important to school
effectiveness in terms of resources support, expectations of school function, legiti-
macy for survival, and accountability, all of which they have impacts on. Therefore,
school leaders must not only attend to the interests of traditional, internal constituen-
cies but also to the interests of external constituencies. This direction of leadership
is often referred to as environmental leadership or strategic leadership (Caldwell &
Spinks, 1992; Cheng, 2000a; Goldring & Rallis, 1993).

The domains of school constituencies to be led include not only the behavioral
aspects but also the affective and cognitive aspects. In other words, the leadership
may influence not only how school constituencies behave, but also how they feel and
perceive and what they think, value and pursue. The new leadership may influence
these aspects of individual constituencies and also groups, institutions, and even local
and international communities. In traditional conceptions, the practice of leadership
has focused mainly on the influences on the behavioral aspect of internal school
constituencies.

The levels of internal and external constituencies include the individual level,
group level, institutional level, community/society level and international level. The
school leadership for the community is not a new concept. As we know, there are
many famous schools playing a leading role for their own community or society.
We hope, more and more school leaders will become international leaders who can
contribute to the paradigm shift and international collaboration in education in this
new era of globalization (Cheng, 2000d).

5. RE-CONCEPTUALIZING INFLUENCE PROCESSES

As shown in Figure 9.1, the influence processes can be re-conceptualized between
the leadership, the constituencies, and the contexts.
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Figure 9.2: Re-conceptualizing Leadership Influence Units (Examples)

5.1. Re-conceptualizing Leadership Influences

As mentioned above, the leaders may exert influences on the school constituen-
cies through its affective performance, behavioral performance, and cognitive per-
formance at individual, group and the whole school level. Therefore, leadership is
a comprehensive concept that can be re-conceptualized to include three units of
leadership for facilitating leadership development and research:

(a) Cell Leadership that represents the leadership influence composed by one
level and one domain of leadership performance. For example, a single leader
exerts only behavioral leadership performance (see X1 in Figure 9.2) or a
group of leaders exhibit only affective performance (see X2 in Figure 9.2);

(b) Array Leadership that represents the leadership influence composed by one
level with two to three domains of leadership or by one domain with two
to three levels. For example, a single leader has all the affective, behavioral
and cognitive performances (see L1 in Figure 9.2). Another example, the
individual and group leaders shows only behavioral leadership performance
(see L2 in Figure 9.2); and

(c) Layer Leadership that refers to the leadership influence composed by two to
three levels and two to three domains of leadership performance. The total
layer leadership encompasses all the levels and all the domains involved in
the leadership performance (see P in Figure 9.2).

To aTT certain extent, this classification represents a hierarchy of complexity of
leadership influences ranging from a simple cell to arrays and layers that can be used
to describe the extent and level of leadership influence in practice. In theory, different
units of leadership can be performed in daily school life even though the total layer
leadership is expected to have the strongest influence. This classification of units of
leadership influence can provide a simple framework that is helpful to review and
direct the current practice and study of leadership in a complicated context of school
education and leadership.

The impacts of leadership influence units on school constituencies include im-
pacts on cells, arrays, and layers of different constituencies. For example, it is pos-
sible that one cell of leadership influence has impacts on cells, arrays, or layers of
the teacher layer. Another example, one array of leadership influence (e.g. a school
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principal uses her/his affective, behavioral, and cognitive influences) has impacts on
the whole layer of parents (across all levels and domains). Conceptually, we expect
that the total layer leadership should have influence on the total layer of one type of
constituency to maximize the related impacts. Also we may expect that the total layer
leadership should have impacts on a widest range of school constituencies.

5.2. Re-conceptualizing Constituencies Influence

As explained above, there are increasing impacts from different school con-
stituencies on school functioning and leadership. Therefore, the influences between
leaders and constituencies are in fact mutual. In addition to leadership influences,
there may be influences from different constituencies such as teachers, parents, ed-
ucation officers, or community leaders to the school leadership in terms of their de-
mands, expectations, social pressure, legal requirements, complaints, or even strong
behavioral resistances. In an open and democratic environment, school leaders have
to understand and handle seriously the constituencies’ influence and make sure their
schools accountable to internal and external stakeholders (Goldring & Sullivan, 1996;
Adams & Kirst, 1999). Also, the impacts of privatization and market driven environ-
ment as well as community involvement are pushing school leaders more proactive to
the influences of explicit and hidden strategic constituencies (Duke, 1996; Caldwell
& Spinks, 1992).

5.3. Interaction Influence

The contingency theories of leadership have already indicated the importance
of situational factors in moderating the effectiveness of leadership on constituen-
cies. These traditional theories include the path-goal theory of leadership (House,
1971), the situational leadership theory (Hersey & Blanchard, 1977), the leadership
substitute theory (Kerr & Jermier, 1978), the least preferred co-worker (LPC) con-
tingency model (Fiedler, 1978) and the multiple-linkage model (Yukl, 1971, 1998).
The important contextual factors that may interact with the leadership influence and
the constituencies influence may include The Characteristics of Constituencies (e.g.
the pursuit of multiple intelligence, individualization, diverse expectations, economic
and social status, etc.), School Context (e.g. school-based management, technological
changes, school size, existing facilities, etc.), Community Context (e.g. parental and
community involvement, local needs, localization, emphasis on information tech-
nology, etc. ), Societal Context (e.g. national goals, impacts from developments,
economic changes, etc.), International Context (e.g. globalization, regional com-
petitions, international collaboration, environmental protection movements, etc.).
When the effectiveness of leadership on school constituencies is investigated, the in-
teraction influence from these contextual factors should be taken into consideration
particularly in the light of current trends of education development in the context of
leadership.

5.4. Mutual Influences

In addition to the above interaction influence, the contextual factors may have
mutual influences with the school constituencies and with the school leadership. In
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other words, the contextual factors can directly influence the school leadership and
constituencies while receiving back the impacts from the latter.

The above re-conceptualized leadership influence units, constituencies influ-
ence, interaction influence, and mutual influence provide an alternative perspective
to examine and develop the practice and study of school leadership in a changing
complicated context.

6. RE-CONCEPTUALIZING LEADERSHIP
INTO MULTI-DIMENSIONS

As discussed above, leadership is an influence process that encompasses the af-
fective, behavioral, and cognitive performance of a variety of leaders at the individual,
group, and school levels in interaction with a matrix of school constituencies at mul-
tiple levels (see Figure 9.1). This conception differs from traditional approaches that
tend to focus on leadership as an influencing process exerted by an individual in the
leadership layer of the figure on a limited set of constituencies. For example, this
is the case when theorists describe how a principal might use initiating structure to
influence a teacher’s behavior.

6.1. Five Dimensions of Leadership

Traditional leadership theories emphasize the duality of leadership in terms ofT
the concern for people and the concern for task (Blake & Mouton, 1985; Halpin,
1966; Stogdill, 1974). This may be too simplistic a distinction for understanding the
complexity of leadership processes. It ignores the cultural and political aspects of the
organizational process in schools. This theoretical limitation renders such theories
insufficient to support the practice of leadership in our rapidly changing local and
global environments.

Bolman and Deal (1991, 1997) have proposed four leadership orientations in or-
ganizations: structural, human resource, political, and symbolic. Sergiovanni (1984)
has proposed a model in which leadership is comprised of five forces. In this model,
there are five aspects of principal leadership: technical leadership, human leader-
ship, educational leadership, symbolic leadership, and cultural leadership. Cheng
(1994) integrated the above models and proposed that school leadership should be
composed of five dimensions: structural leadership, human leadership, political lead-
ership, symbolic leadership, educational leadership.

These five dimensions of school leadership can be described as follows:
� Human leadership—refers to leadership that is supportive, fosters participation,

enhances staff commitment and satisfaction, and encourages positive interper-
sonal relationship;

� Structural leadership—refers to leadership that develops clear structures, poli-
cies, and procedures, holds people accountable for results, and provides suit-
able technical support to plan, organize, coordinate, and implement policies in
schools;

� Political leadershipPP —refers to leadership that is effective at building alliances
and that supports and resolves conflicts among school constituencies;
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� Cultural leadership—refers to leadership that is inspirational and charismatic,
and builds a productive school culture by shaping the missions, values, and
norms among members; and

� Educational leadership—refers to leadership that encourages professional de-
velopment and improvement, initiates educational innovations, promotes ed-
ucational values and professionalism, and provides professional guidance on
instructional matters.
Empirical findings based on this model provide strong evidence to support the

validity of this model in describing multiple aspects of school leadership (Cheng,
1994, 1996c; Cheng, Cheung, & Tam, 1996; Kwok, Lo, Ng, & Cheng, 1997; Shum &
Cheng, 1997; Tam & Cheng, 1996). For example, Cheng (1994) studied the relation-
ship between principal leadership and school performance at the student level, the
teacher level, and the organizational level in a sample of 190 primary schools, involv-
ing 190 heads, 678 classes of mainly Grade 6 students, 21,622 students, and 3,872
teachers. The structural, human, political, cultural, and educational dimensions of
principal leadership were found strongly related to the school’s perceived organiza-
tional effectiveness, principal-teacher relationship, strength of organizational culture,
the authority hierarchy (negatively), and teacher participation in decision-making.

These dimensions were also strongly related to the measures of teachers’ group
performance such as teachers’ esprit, disengagement (negatively), hindrance (neg-
atively), and professionalism, and to nearly all measures of individual teacher per-
formance such as intrinsic satisfaction, extrinsic satisfaction, influence satisfaction,
job commitment, feeling of fair role loading, and job meaning. There was a mod-
erate correlation between principal leadership and some of the measures of student
performance such as student attitudes towards their school, teachers and learning.
Drawing on this model, we may further describe the affective, behavioral and cogni-
tive domains of school leadership in terms of five dimensions that have roots in the
organizational theories of schooling (Bolman & Deal, 1997).

6.2. Integration of the Three Domains and the Five Dimensions of Leadership

As shown in Table 9.2, for each of the five dimensions of leadership, there may
be three basic domains for performing this dimension. Table 9.2 gives some examples
to illustrate how each dimension of leadership can be expressed in the three basic
domains.

For the affective side of structural leadership, the leaders may encourage school
constituencies to express and communicate their feelings through different channels
and accept the need of establishing structures and regulations for the school. They
help members to psychologically prepare to implement technological changes in
school. For the behavioral side, they provide appropriate facilities and resources,
and establish procedures for school members to facilitate effective work and make
technological changes. For the cognitive aspect of structural leadership, they may
value the use of clear policy and coordination to achieve the school goals and help
members to understand the functions and purposes of the structural arrangements
and technological changes in their work.

To perform the affective side of human leadership, school leaders must foster
good social relations between members and commit to developing an open climate
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Table 9.2: Re-conceptualizing Leadership into Five Dimensions and Three Domains

Structural Human Political Cultural Educational
Leadership Leadership Leadership Leadership Leadership

� Encourage
members to
express and
communicate
their feelings
through
channels and
accept the
need of
structures

� Help members
psychologically
prepared to
implement
technological
changes

� Enjoy good
social
relationship
between
members

� Committed to
develop an
open climate in
school

� Unfreeze the
existing social
barriers among
constituencies
through
charisma

� Encourage an
open climate to
deal with
diversities and
mutual conflicts
among
constituencies

� Unfreeze the
psychological
biases

� Help members
affectively
prepared to
discuss their
diversities and
confrontations

� Use personal
charisma to
attract
constituencies’
attention to the
school vision
and meanings

� Help members
psychological
prepared to
cultural
changes

� Motivate
constituencies
to pursue a
culture of
excellence

� Show strong
professional
commitments to
education and
teacher
development

� Motivate
members to
love children
and education
and have a
strong passion
to pursue
excellence in
teaching and
learning

� Provide
appropriate
facilities and
resources

� Establish the
structures and
procedures to
facilitate
effective work
and make
technological
changes

� Facilitate social
interactions at
different levels

� Organize
activities for
creating
friendship and
collegiality
among internal
and external
constituencies

� Build up alliance
to implement
school plan

� Invite wide
participation in
decision-making

� Use different
power bases and
tactics to
implement
school plans and
changes

� Set a
behavioral
model to show
what is most
important to
the school and
create an
unique school
culture

� Arrange
opportunities to
reflect on the
existing
behavioral
norms and
make cultural
changes

� Facilitate
effective
practices for
learning and
teaching and
initiate
educational
innovations

� Bring in frontier
ideas for
curriculum
design and
pedagogy

� Facilitate
technological
changes in
using IT in
education

� Value the useVV
of clear policy
and
coordination to
achieve the
goals

� Help members
understand the
functions and
importance of
structural and
technological
changes

� Emphasize
human values
and human
contacts

� Highlight the
meanings and
values of social
relations in
education and
school life

� Interpret the
conflicts in a
constructive way
and value the
importance of
win-win solutions

� Emphasize the
democratic
values in
decision-making

� Facilitate
members to
understand the
meaning of
participation

� Inspire
members to
pursue intrinsic
values in their
work and
perform
beyond
expectation

� Highlight what
is most
significant to
the future of
the school and
education

� Help
constituencies
to internalize
the unique set
of school
values

� Signal what is
most important
to education
and stimulate
members’
professionalism

� Facilitate
constituencies
to appreciate
and develop
values, beliefs,
visions and
goals of
education in a
new era of
globalization
and high
technology
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in school. They unfreeze the existing social barriers among constituencies through
their own charisma. For the behavioral side, they facilitate social interactions at
different levels and organize activities for creating friendship and collegiality among
internal and external constituencies. For the cognitive side of human leadership, they
emphasize human values and human contacts, and highlight the meaning and values
of social relations in education and daily school life.

For performing the affective aspect of political leadership, school leaders en-
courage an open climate to deal with the diversity in interests and the mutual conflicts
among external and internal constituencies. They unfreeze the existing psychological
biases and help members affectively prepared to discuss their diversities, confronta-
tions, and problems. To the behavioral side, they build up alliances among internal
and external constituencies to implement school plans and invite wide participation
in decision-making. They exercise different power bases (French & Raven, 1968;
Yukl & Falbe, 1991) and tactics (Dunham & Pierce, 1989, pp. 730-4; Pfeffer, 1981;YY
Yukl, 1998, pp. 213-31) to implement school actions and changes. For the cognitiveYY
side of political leadership, they interpret the conflicts in a constructive way and value
the importance of win-win solutions. They emphasize the importance of democratic
values in decision-making and facilitate members understanding of the meaning of
participation in school management.

To perform the affective side of cultural leadership, the school leaders may
use their own personal charisma to attract constituencies’ attention to the school
vision and the meaning behind school activities. They help members psychologically
prepare for cultural changes arising from the changing education environment. They
also motivate constituencies to pursue a culture of excellence. The strong affective
side of cultural leadership, particularly at the individual level, is often perceived as
“charismatic leadership” (Conger, Kanungo, & Associates, 1988; Shamir, House, &
Arthur, 1993).

For the behavioral side, they model what is most important to the school and
create a unique school culture. They arrange opportunities for members to reflect on
the strengths and weaknesses of existing behavioral norms and school values. For
the cognitive side of cultural leadership, they inspire members to pursue intrinsic
values in their work and to perform beyond expectation. They highlight what is
most significant to the future of the school and education and help all constituencies
to internalize the unique set of values behind the school’s activities. Leadership that
articulates the significance of ethical and moral values in education is becoming more
and more important. Sometimes, cultural leadership in this aspect can be perceived
as “moral leadership” or “ethical leadership” (Sergiovanni, 1992).

For the affective side of educational leadership, school leaders may show strong
professional commitments to education and teacher development. They motivate
members to love children and education and have the strong passion to pursue excel-
lence in teaching and learning. To perform the behavioral side, they facilitate effective
practices for learning and teaching and initiate educational innovations. They bring in
exciting ideas for curriculum design and pedagogy. They proactively help members
to prepare for change in using information technology in learning and teaching. For
the cognitive side of educational leadership, they can signal what is most important to
education and stimulate members’ professionalism. They facilitate constituencies to
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appreciate and develop the values, beliefs, vision, and goals of education, particularly
in an era of rapid change.

Conceptually, school leadership should integrate these five dimensions through
a combination of the three domains. To maximize the influence of leadership, all the
dimensions and domains should be performed in a coherent way.

6.3. Leadership Layer in Five Dimensions

As illustrated above, the integration of three basic domains and five dimensions
can deepen the understanding of the leadership process with the support of the four
major organizational perspectives such as the structural, human, political, and cultural
frames proposed by Bolman and Deal (1997), in the school organization. As shown
in Table 9.2, on one hand, we can present each of the five dimensions into affective,
behavioral, and cognitive domains such that we can have a more comprehensive
understanding of each dimension of leadership.

On the other hand, we can also present each of the three basic domains of
leadership performance into structural, human, political, cultural and educational
dimensions such that we can understand the complex nature of each domain from
different organizational perspectives. From this integration, the concept of leader-
ship can also be re-defined in terms of the five dimensions and three levels (in-
dividual, group, and school). The leader layer can be presented as shown in Fig-
ure 9.3. In discussion of application of the leadership in practice and research,
we may also use the leadership layer in terms of either five dimensions or three
domains.

Educational

Cultural

Political

Human

Structural

Individual

Group

School

Figure 9.3: Leadership Layer in Five Dimensions
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7. RE-CONCEPTUALIZING TRANSFORMATIONAL LEADERSHIP

As mentioned previously, current trends in education are creating a new context
for schools. This context requires new forms of school leadership. One type of
leadership that theorists claim as appropriate to many of these emerging needs is
the transformational leadership (Caldwell & Spinks, 1992; Fullan, 1996; Leithwood,
Tomlinson, & Gene, 1996).TT

According to Bass (1985), a transformational leader is one who motivates people
to do more than they are originally expected to do by any one of the following ways:

1. Raising their level of awareness and consciousness about the importance and
values of the designated outcomes and ways of reaching them;

2. Getting them to transcend self-interests for the sake of the team, organization,
or large polity; and

3. Altering their need level on Maslow’s (1943) hierarchy or expanding their
portfolio of needs and wants from low level (e.g., physiological or safety
needs) to high level (e.g., esteem or self-actualization needs).

From this perspective, transformational leadership is intended not only to influ-
ence the behavior of constituencies but also the attitudes, values, and beliefs. Trans-
formational leadership is further intended to influence both individual members and
the whole organization. Leithwood, Tomlinson, and Gene (1996) have conducted
a substantial review of studies of transformational leadership in school settings.
They have concluded that seven dimensions of transformational leadership that war-
rant continued attention. These include charisma/inspiration, intellectual stimulation,
individual consideration, contingent rewards, high performance expectations, goal
consensus, and modeling.

Taking this emerging view of transformational leadership into account, it isTT
possible to integrate it with the earlier model in the following ways:

1. Transformational leadership is a process, in which the school leader(s) trans-
forms the affective, behavioral, and cognitive performance of the school con-
stituencies ranging from the individual, group, institutional, community to
international levels;

2. The transformational influence of leadership may be exerted through the affec-
tive, behavioral, and cognitive performance of school leaders, or the structural,
human, political, cultural and educational leadership, as described above;

3. The leadership impact on school constituencies may include the affective, be-
havioral and cognitive transformations of school constituencies or the struc-
tural, technological, social, political, cultural and educational transformations
in their schools;

4. The behavioral transformations or the structural and technological transfor-
mations are often referred as the first order changes. The affective and cog-
nitive transformations or the social and cultural transformations are often
referred as the second order changes. In general, second order changes take
longer time to happen. Without the support of second order changes, however,
first order changes are often not sustainable, if not unsuccessful (Laughlin,
1991);

5. Transformational leaders may be individual leaders, a group of leaders,
or a school of leaders. From the re-conceptualized leadership concepts,
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transformational leadership may also be exercised in terms of “distributed
leadership”, “shared leadership”, or “collaborative leadership” (Handy, 1996;
Telford, 1996; Ultich, 1996; Yukl, 1998).TT

From this discussion, we can see that transformational leadership can be re-
conceptualized more comprehensively to include multi-levels, multi-domains, and
multi-dimensions. When incorporated into this type of framework, it can be used to
describe the complex nature and process of transformation.

From Bass’s (1985) typology of leadership, there is a need to shift from the
traditional transactional leadership to transformational leadership if performance be-
yond expectations is pursued in school. The shift towards transformational leadership
is itself a transformational process for our school leaders. This self-transformation
process inevitably includes multiple dimensions:
� Transforming the Levelsrr : For example, broadening the category and level of

leaders from individuals to a community of leaders;
� Transforming the Domainsrr : For example, change not only behaviors of leaders

but also their attitudes, values and beliefs about leadership and education to a
strategic, long-term perspective; and

� Transforming the Dimensions:rr For example, traditionally, leaders should trans-
form their perspectives to a comprehensive spectrum covering not only the struc-
tural and human dimensions but also the political and cultural dimensions in
developing their leadership for transformation.
This shift towards transformational leadership is a process of continuous lead-

ership learning and development. School leaders need to transform and develop
themselves before they will be able to transform their school members, external
constituencies, and school environment.

8. IMPLICATIONS FOR STRATEGIC LEADERSHIP

Clearly the current education reforms towards future orientation, globalization,
privatization, community involvement, and multi-level developments demand school
leadership to proactively and strategically prepare for these environmental changes
and the related impacts on their schools. The concept and practice of strategic lead-
ership inevitably become important to respond to and manage the coming environ-
mental impacts (Caldwell & Spinks, 1992).

Using the concepts of five dimensions of leadership and strategic management
process in a changing environment, Cheng (2000a) re-conceptualized school strate-
gic leadership as the leadership that can initiate, facilitate, and maintain the strategic
management process (including environmental analysis, planning and structuring,
staffing and directing, monitoring and evaluating) in school for continuous devel-
opment and transformation, through the exercise of the technical, human, political,
cultural and educational leadership.

The strategic leadership is assumed as a multi-dimensional process leading each
stage of the strategic management process. For the detailed discussion on this frame-
work, please refer to Chapter 11 or Cheng (2000a). Here we will discuss how the
re-conceptualized leadership concepts can contribute to the development of strategic
leadership in this new era.
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Facing up to the environmental changes and challenges in the new millennium,
one of the most strategic moves for schools is the shift towards the processes of glob-
alization, localization and individualization in education. As illustrated in Chapter
1 or Cheng (1999b, 2000d, e), all of these processes as a whole can be taken as
a Triplization ProcessTT (i.e., triple + izations) that can be used to discuss education
reforms and strategic leadership.

The application of globalization in education may include Web-based learning;
use of the Internet in learning and teaching; international immersion programs; in-
ternational exchange and visit programs; international partnership in teaching and
learning at the group, class, and individual levels; interactions and sharing through
video-conferencing; and new curriculum content on globalization in different aspects.

The most profound implication of globalization for strategic leadership is to
maximize the global relevance and achieve intellectual assets, resources, and initia-
tives from different parts of the world for schooling, teaching, and learning (Caldwell
& Spinks, 1992; Daun, 1997; Townsend & Otero, 1999). In the re-conceptualized
leadership concepts, there is a need for strategic leadership to expand the level of
leadership influence to constituencies at the international level and include a wide
variety of constituencies beyond the site and local contexts. To maximize global net-
working and cope with the complexity and ambiguity from expansion of scope of
constituencies at the international level, strategic leaders need to expand the domains
and dimensions of leadership influence (Table 9.3).

The practice of localization includes community and parental involvement
in school education; home-school collaboration; assurance of school accountabil-
ity; implementation of school-based management, school-based curriculum, and
community-related curriculum; and development of new curriculum content related

Table 9.3: Triplization and New Implications for Strategic Leadership

Implications for Implications in Re-conceptualized
Triplization Strategic Leadership Leadership Concepts

Globalization: Leadership for ensuring long-term
relevance of education through
maximizing the global relevance and
drawing upon support, intellectual
resources, and initiatives from different
parts of the world for schooling,
teaching, and learning

� To expand the level of leadership
influence to constituencies at
international level

� To expand the variety of constituencies
beyond site and local contexts

� To expand the domains and dimensions
of leadership influence to cope with
complexities and ambiguities in the
international context

Localization: Leadership for achieving
environmental strength through
maximizing the local relevance,
community support and initiative in
schooling, teaching, and learning:

� To expand the level of leadership
influence from site level to local
community

� To expand the variety of constituencies at
the local community level

� To expand the domains and dimensions
of leadership influence to deal with
increased complexities and uncertainties.

Individualization: Leadership for enhancing human
initiative through maximizing
motivations, initiatives, and creativity in
schooling, teaching, and learning

� To strengthen the leadership influence to
the individual level of constituencies

� To expand the domains and dimensions
of leadership influence to cope with the
complexity and diversity in human nature
and needs
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to local developments in technological, economic, social, political, cultural, and
learning aspects.

The key implication of localization for strategic leaders is to achieve environ-
mental strengths through maximizing the relevance to, the community support of, and
the initiative from the local community in schooling, teaching, and learning. Accord-
ing to the new leadership conception, strategic leadership should expand the level
of leadership influence on constituencies from the site level to the local community
and also expand the categories of constituencies including those explicit and hidden
at the local community level. The strategic leaders need to expand the domains and
dimensions of leadership influence in order to deal with the complexity and uncer-
tainties due to the expansion of levels and categories of constituencies during the
localization process (Table 9.3).

The major implication of individualization for strategic leadership is the im-
perative to enhance human initiative in education through maximizing motivations,
initiatives, and creativity of students and teachers in educational process through
such measures as implementing individualized educational programs; designing and
using individualized learning targets, methods, and progress schedules; encouraging
students and teachers to be self-learning, self-actualizing, and self-initiating; meeting
individual special needs; and developing students’ multiple intelligences. In terms of
the re-conceptualized leadership concepts, strategic leaders have to strengthen their
leadership influence to key constituencies at the individual level. Particularly, they
need to expand the domains and dimensions of leadership influence to cope with the
complexity in human nature and meet the diverse human needs of individuals during
the process of individualization.

When triplization including globalization, localization, and individualization
becomes a strategic trend in education reforms, the re-conceptualized leadership
concepts can provide new implications to developing meaningful and useful strategic
leadership for practice and research.

9. CONGRUENCE THEORY FOR LEADERSHIP

According to the concept of congruence in system (Nadler & Tsuhman, 1983),
Cheng (1996a) proposed a principle of congruence in school management to pre-
dict the internal school effectiveness. Adapting this congruence concept, a congru-
ence theory of leadership can be developed for practice and research. From the
re-conceptualized leadership concepts shown in Figures 9.1 and 9.3, there may be
various types of congruence in the leadership process: congruence across domains,
congruence across dimensions, congruence across levels, and congruence within-
layer.

9.1. Congruence across Domains

Congruence across domains represents the extent to which the influences of lead-
ership produced by leaders are mutually consistent in the behavioral, affective, and
cognitive domains. For example, what a school leader is doing should be consistent
with what he/she is feeling and thinking if the influence of leadership process is to be
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maximized. In Argyris and Schon’s (1974) terminology, one’s “theory in practice”
should be consistent with his/her “espoused theory” for professional effectiveness.

9.2. Congruence across Dimensions

As the three domains of leadership can be represented as five dimensions of
leadership as shown in Table 9.2, similarly the congruence across dimensions of
leadership is important to ensure maximizing the leadership influence. It represents
the extent to which the performances of leaders in the structural, human, political,
cultural, and educational dimensions are mutually consistent. For example, the struc-
tural leadership of a principal should be consistent with his or her human or other
leadership styles if he or she aims to enhance the effectiveness of leadership. Even
though the overt behavioral pattern of structural leadership may be different from
other dimensions, the implicit values behind them should be consistent at least to the
understanding of target constituencies.

9.3. Congruence across Levels

Congruence across levels refers to the extent to which the characteristics of
leadership performance at the individual level, the group level, and the whole school
level are mutually consistent in each domain or dimension of leadership. For ex-
ample, a school policy initiated by the school principal and the existing regulations
or guidelines set by the other committees should not be mutually contradictory. For
another example, if a clear set of beliefs and values about management and education
is held consistently by leaders at the individual, group, and school levels, a type of
strong leadership force can be seen to guide all the school activities in a common
direction and reduce internal operational and cognitive conflicts among leaders, if
not all school members.

9.4. Congruence within Leadership Layer

Congruence within leadership layer refers to the total consistency within the
leadership layer in terms of domain congruence (i.e., the consistency across the three
domains), dimension congruence (i.e. the consistency across the five dimensions)
and level congruence (i.e. the consistency across the three levels). By the principle of
congruence, we can predict that the greater the within-leadership-layer congruence,
the larger the leadership influence.

In order to enhance leadership influence, developing and ensuring congruence
withinleadership layer should be necessary in the leadership process. A long-term
program of leadership development may be established for facilitating leaders at
different levels to reflect on the existing practices, values, and beliefs in profession-
alism, education, and management, identify inconsistencies in their own leadership
in daily management arrangements and education processes, and make continuous
improvement (Cheng, 1996a). Argyris and Schon’s (1974) emphasis on the reflection
on “Theory in Practice” provides a strong support for such a development program
for leaders.
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10. CONCLUSION

The trends of education development in the new millennium require a paradigm
shift in leadership. As shown in Table 9.1, the expected nature, function, scope,
process, and context of leadership and even the target school constituencies to be
influenced in such a new era become much broadened and are substantially different
from the traditional thinking. New school leadership is expected to lead globalization,
localization, and individualization in school education for new educational visions.
School leaders are expected to perform transformational leadership and cultural
leadership that can facilitate technological and cultural changes at different levels,
and to perform strategic and environmental leadership that can market the school’s
strengths and image, face up to external challenges, and promote organizational
learning. They need to lead diverse internal and external constituencies, build up
alliances, develop a community of school leaders, and facilitate wide participation.
They should perform participative leadership and political leadership for promoting
social networking and human initiative and creativity.

Responding to the needs for a paradigm shift in leadership, this chapter provides
a new framework to re-conceptualize the nature, process, and context of leader-
ship and its potential impacts on internal and external key constituencies. These
re-conceptualized leadership concepts also represent a shift towards a new leader-
ship paradigm. The major implications for re-conceptualizing leadership concepts as
contrasted with the traditional leadership thinking can be summarized in Table 9.4.

One of the major implications is that the new leadership should have multi-levels
of leaders such as the individual, group and school levels, and multiple categories of
leaders including not only the school principal and administrators but also teachers
and even students and other constituencies. This expansion of leaders can reflect the
current needs for “distributed leadership”, “shared leadership”, “collaborative lead-
ership” or “participative leadership” in the complicated and demanding educational
environment. The school constituencies cover a wide range including internal and
external, multiple and diverse, local and global constituencies at individual, group,
school, community/society, and international levels. The broadened scope of school
constituencies in leadership represents the existing demands for “environmental lead-
ership” and “strategic leadership”.

Another important implication is that leadership performance should not be lim-
ited to the behavioral domain but should be expanded to the effective and cognitive
domains. Not only the structural leadership, human leadership and educational lead-
ership are important but also the political leadership and cultural leadership. This
broadened concept in leadership performance reflects the growing important role of
political leadership and cultural leadership in facing up the complexity and ambiguity
in the changing environment.

The units of exercise of leadership may include not only cell leadership but also
array leadership and layer leadership. The implication of new leadership suggests
that leadership should be an influencing process from the whole leadership layer to
the whole constituency layer if the scope and magnitude of leadership influence are
to be enhanced.

The implications for re-conceptualizing and developing transformational lead-
ership are also substantial when making educational change and transformation is
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Table 9.4: Major Implications for Re-conceptualizing Leadership Concepts

Implications for New Leadership The Traditional Thinking

Level of Leader Individual leaders, groups of leaders, and a
school of leaders

Individual leaders

Category of Leader The principal, administrators, teachers, even
students and other constituencies

Mainly the principal or a few
administrators

Leader Performance Domains:
Affective performance, behavioral
performance, and cognitive performance

Mainly behavioral performance

Dimensions:
Structural leadership, human leadership,
political leadership, cultural leadership, and
educational leadership

Mainly structural leadership,
human leadership, and
educational leadership

Unit of Leadership
Influence

Cell leadership, array leadership, and layer
leadership

Mainly cell leadership

Level of
Constituencies

Individual, group, school, community/society,
and international levels

Mainly individual level, group
level, and school level

Category of
Constituencies

� Internal constituencies
� External and diverse local and

international constituencies

� Internal constituencies (e.g.,
teachers, students, etc.)

Leadership Effect on
Constituencies

Domains:
Affective, behavioral, & cognitive Mainly behavioral
Dimensions:
Structural, human , political, cultural, and
educational

Structural, human, and
educational

Leadership Process � Use multiple units of leadership including
cells, arrays, and layers

� Related to the structural, human, cultural,
political, and educational aspects of
management

� An influencing process from the whole
leadership layer to the whole
constituency layer

� Use separate cells of
leadership

� Related mainly to the
structural, human, and
educational aspects of
management

� An influencing process from
separate cells of leadership
layer to separate cells of the
constituency layer

Transformational
Leadership

� Transform not only the individual but also
other levels

� Transform not only behavioral but also
affective and cognitive domains

� Transform not only structural, human,
and educational but also political and
cultural dimensions

� Transform the individual level
� Transform the behavioral

domain
� Transform mainly the

structural, human and
educational dimensions

Strategic Leadership � Towards triplization: globalization,
localization, and individualization in
education

� Expand the level of leadership influence
to constituencies at international level

� Expand the variety of constituencies
beyond site and local contexts

� Expand the domains and dimensions of
leadership influence to cope with
complexities and ambiguities in local and
international contexts

� Focus on site-bounded
education

� Focus on the constituencies
at the site level

Congruence Theory � Ensure congruence across levels,
domains, and dimensions and within the
whole leadership layer to maximize
leadership effectiveness

� Congruence is not a major
concern
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necessary for facing up internal and external challenges. As transformational lead-
ership, it transforms not only the individual but also other levels of constituencies;
transforms not only the behavioral but also the affective and cognitive domains; and
transforms not only the structural, human, and educational aspects but also the polit-
ical and cultural aspects of the school and constituencies. In other words, with such
a re-conceptualization of transformational leadership, it is more powerful to facil-
itate schools transforming from the first order technological change to the second
order cultural change in school (Laughlin, 1991). In addition, self-transformation is
assumed as a crucial process of leadership learning and development for leaders if
transformational leadership is expected to be successful.

The implications are also fruitful for re-conceptualizing the practice of strate-
gic leadership. As the education will move towards globalization, localization, and
individualization, the practice of strategic leadership should expand the level of
leadership influence from the site level to constituencies at international level. Also
identifying and expanding the variety of explicit and implicit strategic constituencies
beyond site and local contexts will be necessary. As effective strategic leadership, the
domains and dimensions of leadership influence should be expanded to cope with
complexities and ambiguities in local and international contexts.

The congruence concepts in leadership can provide powerful guidelines to per-
form leadership and enhance its impacts. Ensuring congruence across levels, do-
mains, and dimensions and within the whole leader layer is a key to maximize lead-
ership performance and influence. Of course, how to ensure congruence will be an
important issue in leadership development.

The re-conceptualization of leadership concepts and the paradigm shift in lead-
ership provide numerous new possibilities for rethinking the aims, scope, process,
practice, and influence of school leadership in a changing context of various trends
of education development and reforms. Hopefully, the implications advanced in this
chapter can benefit the practice and research of leadership in both local and interna-
tional contexts in this new era of great transformation and globalization.

This chapter was adapted mainly from: Cheng, Y. C. (2002). The changing context
of school leadership: Implications for paradigm shift. In Leithwood & Hallinger, P.
(eds.) Second international handbook of educational leadership and administration
(pp. 103–132). Dordrecht: Kluwer Academic Publishers; and Cheng, Y. C. (2001).
School leadership in the new millennium: A new paradigm. In the proceedings of
the international conference on “Knowledge Economy and Education Development”
edited by National Taiwan Normal University and five educational research associ-
ations. (pp. 160–193) Taiwan: National Taiwan Normal University.
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Chapter 10

SCHOOL LEADERSHIP AND THREE WAVES
OF EDUCATION REFORMS

What is the role of school leadership in education reforms? As indicated in
Chapter 2, there are three waves of worldwide education reforms that are mainly
based on different paradigms and theories of education effectiveness, and they result
in employing different strategies and approaches to changing schools and education.
The first wave emphasizes on internal effectiveness with the focus on internal process
improvement through external intervention or input approach. The second wave
pursues the interface effectiveness in terms of school-based management, quality
assurance, accountability and stakeholders’ satisfaction. In facing the challenges of
globalization, information technology, and knowledge-driven economy in the new
century, the third wave is moving towards the pursuit of future effectivenessf .

The school leaders as the key actors in education are playing a crucial role to the
implementation of educational reform and development. How school leadership can
be effectively responsive to these waves of education reforms inevitably becomes an
important concern in the policy formulation, practice and research in the international
community. In particular, how the conception, role, and practice of leadership should
be changed to meet the challenges of these waves of reform is a crucial issue.

Hong Kong as an international financial and business city has also been expe-
riencing three waves of education reforms as described in Chapter 8. The first wave
of education reforms was implemented to improve internal practice of different as-
pects of school education since the 1980s. In the mid-1990s, the second wave of
reforms has been initiated to pursue better quality of school education and satisfy
the key stakeholders’ expectations with an emphasis on various measures of quality
assurance and accountability to the public. Now, Hong Kong is experiencing a very
difficult situation of huge financial deficit, economic transformation and high unem-
ployment rate. Many people are losing their confidence in the second wave of reforms
and doubt whether the ongoing education initiatives can bring a successful future for
Hong Kong. Most recently curriculum reform has been started by the Education
Department of the Hong Kong government to promote paradigm shifts in teaching
and learning with a hope to develop a culture of “life-long learning” and “learning to
learn” and enhance students’ ability to adapt to the fast changing knowledge-based
society and meet the challenges of globalization and information technology in fu-
ture (Curriculum Development Council, 2001). There is some evidence showing the
emerging third wave of education reform in Hong Kong with the emphasis on the
pursuit of future effectiveness of education (Cheng, 2002b).

In such a context, Hong Kong can provide an interesting case for reviewing
and analysing how the role and practice of school leadership should be changed
and adapted to the three waves of education reform. From the Hong Kong case of
changing school leadership, this chapter aims to provide a new framework and related
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implications for theory, research and practice of leadership in different parts of the
world in an era of rapid globalization and transformation.

1. INTERNAL LEADERSHIP OF THE FIRST WAVE

The first wave of educational changes and developments in Hong Kong had its
root in the assumption that the policy-makers have clear education aims and could find
out the best practices to enhance effectiveness or the optimal solutions to solve major
problems for all schools at the school-site level. They were generally characterized
by a top-down approach with an emphasis on external intervention or increasing
resources input and with a focus on merely certain aspects of internal educational
practice. In Reports No. 1 to 6 (Education Commission, 1984–1996), the policies
which were directly related to efforts for educational changes and developments inw
schools included the following areas: Language Teaching and Learning, Teacher
Quality, Private Sector School Improvements, Curriculum Development, Teaching
and Learning Conditions, and Special Education (Chapter 8). Improvement of teacher
and student performance up to identified standards obviously had been a popular and
important target for educational reforms. As school leaders, how principals and senior
teachers can improve and ensure the performance of teachers and students is a key
concern in their leadership role.

Traditionally school leadership of the first wave in Hong Kong inevitably focusesT
heavily on the effectiveness of internal education processes particularly technical
aspects of teaching and learning in classroom. To leadership, the achievement of
planned education goals particularly in terms of students’ education outcomes or
public examination results is the core concern. The higher achievement in planned
education goals implies the better leadership in education. Therefore, school leaders
put their major effort for improving the internal environment and processes such that
the internal effectiveness of learning and teaching can be improved and ensured to
achieve the planned goals. This type of leadership may be named as “internal school
leadership”.

1.1. Roles of Internal School Leadership

According to Chapter 2 or Cheng (2002c, 2002d), there are eight models of
education effectiveness assurance that can be used to understand the functions and
roles of school leadership responding to the different waves of education reform in
Hong Kong. As shown in Table 10.1, the goal and specification model, the process
model and the absence of problem model are concerned with the first wave reform
focusing on internal goal achievement, internal process improvement, and internal
problem avoidance (Chapter 2). With these models, the associated roles of internal
leadership in Hong Kong school can be discussed as follows:

1.1.1. Goal Achievement Leader

The goal and specification model assumes that there are clear, enduring, nor-
mative and well accepted goals and specifications as indicators and standards for
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Table 10.1: First Wave Models and Internal School Leadership

Leadership for
Assuring Roles of Internal Key Tasks of Internal

First Wave Models Effectiveness Leadership Leadership

Goal and Specification
Model

� Ensuring
achievement of
stated institutional
goals and
conformance to
given
specifications

� Goal
achievement
leader

� Goal monitor

� Develop appropriate
strategies to achieve
planned school goals
particularly the public
examination results

� Lead members to achieve
goals, implement plans and
programs, and meet
standards

Process Model � Ensuring smooth
internal process
and fruitful
learning
experiences

� Internal
process
manager

� Internal
process
facilitator

� Facilitate smooth and
healthy internal school
process including learning
and teaching

� Encourage participation and
promote social interactions
and positive school climate

Absence of Problems
Model

� Ensuring absence
of problems and
troubles in the
institution

� Supervisor
� Dysfunction

detector
� Problem

shooter

� Lead members to avoid and
solve conflicts and problems
successfully

� Identify and prevent
structural and organizational
defects in school

schools to pursue or conform. With this model, internal leadership aims at ensuring
the achievement of stated school goals and conformance to given specifications such
as students’ academic achievements, attendance rate, dropout rate, and personal de-
velopments, number of graduates enrolled in universities or graduate schools, staff’s
professional qualifications, etc.

Therefore, school leaders in Hong Kong are expected to play the role as a goal
leader and monitor. Whether they can help school members to develop appropriate
school strategies to achieve the expected school goals particularly the achievements
in the public examinations is a common and key concern in Hong Kong. If they can
facilitate school and program planning and direct and monitor all school members’ff
attention and effort to the achievement of school goals, they are often perceived as
effective leaders. Since the Hong Kong education system is often driven by the very
competitive public examinations, many school leaders just simplify the goal and
specification model with leadership focus mainly on the examination achievements.
Of course, this unhealthy situation has been one of key concerns in ongoing education
reform (Education Commission, 2000).

1.1.2. Internal Process Manager

The process model assumes that the nature and quality of school process often
determine the quality of output and the degree to which the planned goals can be
achieved. Internal leadership conceptualized by this model is to ensure smooth healthy
internal process and fruitful learning experiences. Therefore school leaders in Hong
Kong are often perceived as school process managers and facilitators who lead effortsKK
for improving and maintaining the school process including learning, teaching and
managing for better educational outcomes.
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The effectiveness of their leadership depends on whether they can facilitate
the participation and involvement of members in decision-making and planning,
communication between multiple school constituencies, coordination between dif-
ferent units, social interactions and relationships among members, development of
school climate, and key learning and teaching activities. Currently, many people are
concerned if school leaders in Hong Kong have sufficient leadership competence to
re-engineer school processes and activities to meet the new school goals and chal-
lenges from the changing environment such that teachers and students can maximize
their performance in teaching and learning.

1.1.3. Supervisor

The absence of problem model assumes that if there is an absence of prob-
lems, troubles, defects, weaknesses, difficulties, and dysfunctions in functioning, this
school is of high education effectiveness. The role of school leaders in Hong Kong
should be considered as a supervisor, dysfunction detector, and problem-solver.

According this model, some key concerns related to the effectiveness and devel-
opment of school leadership may be as follows:

1. How can school leaders successfully supervise school activities, identify
weaknesses, conflicts, dysfunctions, difficulties and defects in teaching and
learning, and help school members to eliminate and solve the problems?

2. How can they lead members to set up the necessary procedures or systems
that can monitor and evaluate the performance, troubles and problems in the
process and outcome of learning, teaching, managing?

3. Particularly among members, how can they reduce defensive mechanism and
develop an open culture to encourage the use of feedback or findings from
monitoring and evaluation to improve school and educational practice?

In response to these concerns, leadership development for school self-evaluation
has been strongly promoted in Hong Kong in the past few years (Education Depart-
ment, 2002).

1.2. Features of Internal School Leadership

Based on the findings of several empirical studies (Cheng, 1991; Chan, Cheng &
Hau, 1991; Chan & Cheng, 1993; Cheng & Cheung, 1999; Shum & Cheng, 1997;
Cheng, 1994; Kwok, Lo, Ng & Cheng, 1997; Tam & Cheng, 1995), Cheng (2000c) has
reviewed the characteristics of Hong Kong school principals’ leadership in the 1990s
and mid-1990s. To a great extent, these characteristics can represent the features
of the internal leadership in response to the first wave of education reform and
development in Hong Kong with the focus mainly on managing internal operation,
but being weak in political leadership and cultural leadership in facing the challenges
from the changing environment and the interface with the community. As summarized
in Cheng (2000c, p. 82),

“Strengths” ( of internal leadership):
The principals were clearly strong in Educational Leadership and
Structural Leadership, and moderate in Human Leadership. As
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an educational leader, they emphasized educational achievements,
encouraged professional development and teaching improvement,
diagnosed educational problems, and gave professional opinions
and guidance on school instructional matters. This finding is quite
consistent with that in the above instructional leadership profile.
In Hong Kong, academic achievements and public examination
outcomes were often perceived as the most important indicator of
school performance. Therefore, school principals were most con-
cerned with academic achievements and curriculum completion.
As a structural leader, the principals attempted to develop school
structure and policies and define clear roles and duties for school
members. They would delegate and hold teachers accountable for
their student results, and provide suitable technical support to plan,
organize, coordinate, and implement policies in school. They were
also, in general, supportive of staff and attempted to enhance their
satisfaction and encourage positive interpersonal relationship . . . . .
Comparatively, the Hong Kong secondary school principals were
proficient operational managers and familiar with the traditional
leadership skills such as coordination, role clarification, recogni-
tion, consideration and delegation.

“Weaknesses” (of internal leadership):
On the other hand, the principals were comparatively weak in Po-
litical Leadership and Cultural Leadership. They were not very ef-
fective at building alliances with internal and external stakeholdersff
and had difficulty in resolving conflicts among school constituen-
cies. Without encouraging teaching participation, they also had
difficulties in building teacher ownership, loyalty and commitment
to the school. This finding is quite consistent with the observations
in the above two sections on principals’ profiles. The principals
seemed to lack inspirational and charismatic qualities needed to
inspire and motivate performance beyond expectation. In short,
most principals seemed unable to construct a school culture with a
clear vision and a mission capable of transforming the school. . . ”
(p. 82)

2. INTERFACE LEADERSHIP OF THE SECOND WAVE

As indicated in Chapter 2, people had invested a lot of resources and efforts to
improve the internal process of school education in Hong Kong or parts of the world in
the past decades. However, the results of the first wave efforts were not so successful
and Hong Kong people began to doubt how effective are these internal improvement
initiatives to meet the diverse needs and expectations of parents, students, employers,
policy-makers, and those concerned in the community (Cheng, 2002a, 2002b). Since
the 1990s, the education reforms have moved towards the second wave with an
emphasis on the interface effectiveness in terms of stakeholders’ satisfaction and
accountability to the public.
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In Hong Kong, the Education Commission Report No. 7, Quality School Educa-
tion (1997) and some initiatives of the Hong Kong SAR Government between 1997
and 2000 formed the major part of the second wave of education reforms (Chapter 8).
In such a context, the role of school leadership in Hong Kong has to change and adapt
to the new conception and related initiatives of interface school effectiveness (or the
commonly used term, school quality). School leadership of the second wave may be
named as interface school leadership that aims to ensure education services satisfy-
ing the needs of internal and external stakeholders and accountable to the public. It
is completely different from the traditional internal school leadership.

The practice of interface leadership for education effectiveness or education
quality may involve institutional monitoring, institutional self-evaluation, quality
inspection, use of quality indicators and benchmarks, survey of key stakeholders’
satisfaction, accountability reporting to the community, parental and community
involvement in governance, institutional development planning, school charter, and
performance-based funding (Jackson & Lund, 2000; Smith Armstrong, & Brown,
1999; Glickman, 2001; Macbeath, 1999, 2000; Leithwood, Aithen & Jantzi, 2001;
Sunstein, & Lovell, 2000; Headington, 2000; Cheng, 1997).

2.1. Roles of Interface School Leadership

As stated previously, the roles of interface leadership in Hong Kong schools
can be discussed in terms of the models of school effectiveness assurance (Chapter
2; Cheng, 1996; Cheng, 2002c, 2002d). In Table 10.2, the resource-input model,
the satisfaction model, the legitimacy model, the organizational learning model and
the total quality management model focus mainly on the interface effectiveness as-
surance. They can be used to analyse how interface school leadership should aim
at ensuring resource input from the interface, satisfaction of strategic stakeholders,
legitimacy and accountability in the local community, adaptation to the changing
interface environment through continuous learning and total management of internal
people and process to meet the strategic stakeholders’ needs.

2.1.1. Resource Developer

The resource-input model assumes that scarce and quality resources are neces-
sary for schools to achieve diverse objectives and provide quality services in a short
time. Therefore, school leaders in Hong Kong are expected to play the role as a re-
source developer and manager particularly in a context of implementing school-based
management since the 1990s. Given the larger flexibility and autonomy in managing
school resources, how school leaders can have the new set of leadership competen-
cies to maximize the use of resources for education quality and school effectiveness
is really a key issue. The following are some common concerns about Hong Kong
school leadership in resource management:
� How can they clarify the connections between school inputs and outputs, and

determine what resources be critical to the school’s survival and development?
� How can they develop and utilize the scarce resources from outside and allocate

these resources to support effective internal functioning and produce high quality
school outcomes?
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Table 10.2: Second Wave Models and Interface School Leadership

Leadership for
Second Wave Effectiveness Roles of Interface Key Tasks of Interface
Models Assurance Leadership Leadership

Resource-Input
Model

� Ensuring
achievement of
needed quality
resources and
inputs for the
school

� Resource
developer

� Resource
manager

� Procure needed resources
and inputs

� Allocate resources to
support effective teaching,
learning, and functioning

Satisfaction Model � Ensuring
satisfaction of all
powerful
constituencies

� Social leader
� Social satisfier

� Create opportunities to
satisfy the diverse
expectations of all powerful
constituencies

� Lead members to satisfy
the needs of key
stakeholders in teaching
and all other school
activities

Legitimacy Model � Ensuring
achievement of
the school’s
legitimate position
and reputation

� Environmental
Leader

� Public relations
manager

� Accountability
builder

� Establish good public
relationship with the
community

� Market the school’s
strengths and image

� Build up the school
accountability

Organizational
Learning Model

� Ensuring
adaptation to
environmental
changes and
internal barriers

� Continuous
improvement

� Organizational
developer

� Environmental
analyzer

� Learning promoter

� Lead members to have a
full awareness and analysis
of environmental changes
and internal barriers

� Promote organizational
learning

� Establish a strategic plan
for school development

Total Quality
Management Model

� Ensuring total
management of
interface, internal
people and
process with
outputs meeting
strategic
stakeholders’
needs

� Total quality leaderTT
� Multiple roles as

indicated by other
models

� Set up the system of total
quality management

� Develop the culture of total
quality management

� Perform multiple tasks as
required in other models

� How can they help internal members to broaden the concepts of human and
physical resources, enhance their professional competence to use and manage
scarce resources in teaching and learning for quality outcomes?

� How can they reduce the internal political conflicts and struggles for resources
but generate more synergy among school members?

2.1.2. Social Leader and Satisfier

The satisfaction model assumes that the satisfaction of strategic constituencies
of a school is critical to its survival in the local community. Inevitably, school leaders
in Hong Kong should play the role as a social leader and social satisfier. As discussed
above, Hong Kong principals are traditionally weak in political leadership and public
relations. They need to develop a new set of political and social skills to deal with the
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external strategic stakeholders, maintain good social relationships and satisfy their
expectations.

In particular, they need to facilitate the internal and external school constituencies
communicate their expectations, convince them to accept the strengths and weak-
nesses of the school, and negotiate appropriate targets for the school to satisfy their
needs and expectations. If there is a serious conflict between different strategic school
constituencies, they can skillfully help them to resolve the problems and sustain a
good social relationship.

2.1.3. Environmental Leader

Since the education environment in Hong Kong is very demanding and compet-
itive, schools have to face external challenges and demands for accountability and
“value for money” (Education and Manpower Branch and Education Department,
1991; Working Group on Education Standards, 1994). According to the legitimacy
model, Hong Kong school leaders have to win support of the community, build up a
good public image and show evidence of accountability in order to gain legitimacy
for survival and development.

Therefore, the role of school leadership should focus on the achievement of a
school’s legitimate position or reputation in the community and often rely on the
interface activities and achievements such as building up public relations, marketing
institutional strengths, ensuring institutional accountability to the public, and promot-
ing institutional image, reputation and status in the community. Also, school leaders
should ensure the operation of educational programs which conform to the ethical and
moral norms of the Hong Kong community. In sum, school leaders play the role as a
public relations manager, environmental leader, and school accountability builder.

2.1.4. Organizational Developer

As mentioned in Chapter 8, the changing global environment and the economic
downturn since 1997 in Hong Kong have been producing great impacts on nearly
every aspect of functioning in Hong Kong schools. The organizational learning model
emphasizes the importance of continuous organizational learning, improvement and
adaptation to ensuring education effectiveness in a changing environment. Therefore,
school leaders in Hong Kong should play the role as an environmental analyzer,
learning promoter, and organizational developer.

Different from the internal leadership in the first wave, they need to help school
members to be sensitive to environmental changes and internal barriers, analyze them,
reflect on findings, draw implications, establish strategies, plan actions, and develop
the school organization (Yuen & Cheng, 2000). Leadership in strategic management
or development planning becomes necessary to promote organizational learning and
continuous improvement and development among school members (Cheng, 2000b).

2.1.5. Total Quality Leader

The total quality management model is an integration of the other models, par-
ticularly the organizational learning model, the satisfaction model, and the process
model. The school leaders need to totally manage the internal environment and



SCHOOL LEADERSHIP AND THREE WAVES OF EDUCATION REFORMS 251

process to meet the strategic constituencies’ needs. As total quality leaders, they
involve and empower all their school members in school functioning, conduct con-
tinuous improvement and development, and satisfy the needs of external and internal
strategic constituencies. They play multiple roles as indicated by all the other seven
models, such as school goal developer, resource developer, process engineer, social
leader and satisfier, environmental leader, supervisor, learning promoter, and organi-
zational developer. Given the limited time and energy to perform multiple roles and
totally manage the school, it is particularly important for them to set up the system
of total quality management and facilitate the corresponding cultural change among
school members.

2.2. Development of Interface School Leadership in Hong Kong

Given the very demanding and challenging second wave reforms since the mid-
1990s, how can Hong Kong school leaders be prepared to change their mindset and
role from the first wave mode of internal leadership to the second wave mode of inter-
face school leadership? How can they achieve the necessary leadership competenceff
to play a wide range of the interface leadership roles successfully? These are core
concerns for the effective implementation of second wave of education reforms.

In June 1999, the Task Group on Training and Development of School Heads
under the Education Department (ED) published a Consultation Paper on Leadership
Training Programme for Principalsrr . After the consultation, a committee was set up
to develop a Continuing Professional Development (CPD) framework that includes
different CPD requirements for serving principals, newly appointed principals and as-
piring principals, while maintaining coherence and continuity across the three groups.
In 2001, a Working Group on Principals’ Professional Development was also set up
to work out the details of framework implementation. In this new framework, CPD
is emphasized as an on-going process for all serving principals. However, a Certifi-
cation for Principalship (CFP) requirement will be introduced for all future aspirants
for principalship with effect from September 2004 (Education Department, 2002).

In this framework, there are four leadership domains and six core areas of leader-
ship that are perceived as necessary and important to be developed for the success of
school education and education reforms. The leadership domains include (Education
Department, 2002, p. 8):

1. strategic leadership that focuses on developing visions, commitments, inspi-
ration, appropriate values and a firm belief that all students can learn, as wellrr
as leading and managing changes;

2. instructional leadership that focuses on strengthening learning, teaching,
and curriculum, ongoing professional development, accountability and data-
driven decision-making;

3. organizational leadership that focuses on personal relationships, culture
building, dispersed leadership, teamwork, communication, planning and
management of resources; and

4. community leadership that focuses on an awareness of the role of the school
in the broader society, close relationships with parents and other community
members, and an ability to build and utilize community resources in develop-
ing students into global citizens.
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Interrelated with the leadership domains, the six core areas of leadership include
the following (Education Department, 2002, p. 9): (1) strategic direction and policy
environment; (2) learning, teaching and curriculum; (3) teacher professional growth
and development; (4) staff and resources management; (5) quality assurance and
accountability; and (6) external communication and connection to the outside world.

When comparing the listed domains and core areas with the roles of interface
leadership, we can see that they are quite consistent with the key concerns about
the interface effectiveness in terms of strategic responsiveness and adaptation to
the changing environment and community needs, accountability to the public, qual-
ity assurance, stakeholders’ expectations and satisfaction, and public relationships.
Particularly, the continuing development of strategic leadership, organizational lead-
ership, and community leadership is clearly related to the roles of school leaders as
a resource developer, social leader, environmental leader, public relations manager,
accountability builder, and organizational developer.

Some measures of the CPD framework has started to implement since 2002.
For example, recently courses based on this framework have been provided to newly
appointed principals and aspiring principals. Even though the CPD framework was
conceptually well-developed in line with the ongoing reforms, it is still too early to
have any evidence to show its impacts and effectiveness in preparing Hong Kong
school leaders to face up the challenges of the second waves reforms.

3. FUTURE LEADERSHIP OF THE THIRD WAVE

At the turn of the new century, people began to doubt whether the second wave
of education reforms could meet the challenges in a new era of globalization, in-
formation technology, and new economy. As illustrated in Chapter 2, even if the
existing stakeholders are satisfied with the quality of education and the schools are
accountable to the community, the education provided may be still “useless” for the
new generation as the aims and outcomes of education are once found nothing to
do with the future needs. In facing the challenges of knowledge-driven economy
and information technology, people in Hong Kong and other parts of the world urge
for a paradigm shift in learning and teaching and demand reforming education at
different levels to ensure their relevance to the future (Cheng, 2000a, b; Daun, 2001;
Burbules & Torres, 2000). As indicated in Chapter 8, the pursuit of new vision and
aims of education and the emphasis on life-long learning, global networking, inter-
national outlook, and use of information and technology in education are just some
emerging evidences of the third wave in Hong Kong (Cheng, 2001).

3.1. Roles of Future School Leadership

Different from the first and second waves, school leadership of the third wave
should be a type of “future school leadership“ ” that aims at leading and ensuring
the nature of school direction and its practices effective and relevant to the future
of new generations in an era of globalization, transformation and intelligence-based
economy. With the paradigm shifts in education and leadership for the future as
illustrated in Chapter 1 and Chapter 9, the roles of future school leadership of the
third wave can be summarized and discussed as follows:
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3.1.1. Leadership for Globalization in Education

To promote globalization in education, recently there are some initiatives ob-
served in Hong Kong schools including: increasing the use of web-based technol-
ogy and Internet in educational practices; organizing more international immersion
activities and international exchange programs for school students and even teachers;
creating more international partnership in various education projects; encouraging
the use of video-conferencing for international interactions and sharing among stu-
dents and classes; and paying more attention to curriculum development on global
education.

In such a context of growing globalization in education, the implication of glob-
alization for future leadership in Hong Kong schools is the critical need to maximize
the global relevance and achieve intellectual assets and resources from different parts
of the world for schooling, teaching, and learning (Chapter 9). School leaders need
to have a global outlook and international communication skills for expanding the
scope of their leadership influence to a wide variety of stakeholders beyond their
school sites and local communities to a global context.

To maximize global networking and cope with the complexity and ambiguity in
globalizing education, it inevitably becomes necessary for school leaders to expand
their internal and interface leadership to future leadership in terms of five key dimen-
sions including structural leadership, social leadership, cultural leadership, political
leadership and educational leadership (Cheng, 2002). Clearly, up to now there is
still a lack of literature and research to show what specific roles of future leadership
should be expected in these five key dimensions of leadership no matter whether in
Hong Kong or other contexts. It is now a new area for development and research.

3.1.2. Leadership for Localization in Education

Following the school reform towards school-based management in the ten years,
the practice of localization in education in Hong Kong becomes quite popular. As
illustrated in Chapter 8, the typical examples of localization in Hong Kong schools
include the increasing community and parental involvement in school education,
ensuring school accountability to the local community, implementing school-based
management and curriculum to meet the local needs, and developing new curriculum
content related to local developments.

The major implication of localization is the critical need for interface school
leaders to achieve environmental strength through maximizing the local relevance,
community support, and partnership with local agencies and organizations in school-
ing, teaching, and learning. Consistent with the interface leadership discussed above,
the leadership roles for localization may include resource developer, social leader
and satisfier, public relations manager, environmental leader, accountability builder,
and organizational developer. The Hong Kong school leaders need to expand their
leadership influence on strategic stakeholders from the site level to the local commu-
nity and also expand the targeted stakeholders including those explicit (e.g. parents)
and hidden (e.g. social service agencies or business companies) in the local com-
munity. Particularly the Hong Kong school leaders need to expand their dimensions
of leadership from the structural and social leadership to the political and cultural
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leadership in order to deal with the complexity and uncertainties during the process
of localization in education (Cheng, 2002; Cheng, 2000c).

3.1.3. Leadership for Individualization in Education

Given the importance of human initiative and creativity to the developments
of the new world, individualization inevitably becomes a key element in education
reform for the future. The major implication for future school leadership is to en-
hance human initiative in education including the motivation, effort and creativity
of students and teachers in teaching and learning. With the support of information
technology and new approaches to learning, Hong Kong schools need to implement
individualization in education through such measures as implementing individualized
educational programs; designing and using individualized learning targets, methods,
and progress schedules; encouraging students to be self-learning, self-actualizing,
and self-initiating; meeting individual special needs; and developing students’ con-
textualized multiple intelligences.

Given the limited resources for school education and the complexity and multi-
plicity in human nature and educational expectations, how Hong Kong school leaders
can lead their schools to implement these measures successfully to meet the diverse
needs of so many individuals and develop their potentials is often a core issue of fu-
ture leadership. In the light of the new paradigm indicated in Chapter 9, future school
leadership can be exercised in terms of multi-dimensions including human lead-
ership, structural leadership, political leadership, cultural leadership and education
leadership at multi-levels. In the process of triplization of education, transforma-
tional leadership and strategic leadership are also crucial elements of future school
leadership as explained in Chapter 9.

4. PARADIGM SHIFT IN RESEARCH ON LEADERSHIP EFFECTIVENESS

In parallel with the paradigm shift in effectiveness assurance of education
(Chapter 2) and the change towards future school leadership, there should be also a
corresponding paradigm shift in assessing and studying the effectiveness of school
leadership in Hong Kong or other parts of the world.

Consistent with the traditional paradigm emphasizing the internal improvement
for delivery of knowledge and skills and the satisfaction of strategic stakeholders,
the assessment and research on the effectiveness of internal and interface school
leadership in Hong Kong and other international communities are often focused on
the following questions (Chapter 2):

1. How well do school leaders manage the internal environment and processes
of learning and teaching to deliver the necessary knowledge and skills to
students?

2. How well can school leaders ensure the delivery of knowledge and skills to
students through the improvement of teaching and learning?

3. How well do school leaders facilitate teachers to improve their teaching in a
given time period?

4. How well can school leaders ensure students arriving at a given standard in
the public examinations through various internal and interface measures?
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5. How well can school leaders ensure the performance of teaching and the
outcomes of learning satisfying the key stakeholders’ expectations and needs?

6. How accountable is the education services under their leadership to the public
and stakeholders?

Clearly, the first four questions are concerned with the effectiveness of internal
leadership that focuses on the internal improvement in environment, teaching, learn-
ing, and delivery of knowledge and skills. The last two questions come from the con-
cern of the effectiveness of interface leadership that focuses on the stakeholders’ satis-
faction with the performance and learning outcomes and the education accountabilityff
to the public. In other words, the traditional paradigm of assessing school leadership
follows the line of thinking of the first and second waves in effectiveness assurance.

As illustrated in Chapter 2, the third wave paradigm of effectiveness assurance
emphasizes triplization in education and the development of contextualized multi-
ple intelligences. In parallel with this paradigm, new conceptions can be induced
to investigate the effectiveness of future leadership because the aim, content, and
process of education and the role of leadership are completely different from the
traditional thinking. The research on future leadership effectiveness can be based on
the following major questions:

1. How well do school leaders globalize, localize and individualize learning,
teaching, and schooling for their teachers and students? This question is proposed
for investigating how school leadership effectively places students’ learning, and
teachers’ teaching in a globalized, localized, and individualized context. The internal
leadership with aims at improvement of internal processes is not sufficient to real-
ize globalization, localization, and individualization in students’ learning for future
developments. With interface leadership, school leaders pursue mainly satisfaction
of stakeholders and school accountability to the community. They may contribute to
the localization of education but cannot promise globalization and individualization
for learning and teaching.

2. How well do school leaders maximize students’ learning opportunities through
establishing the borderless IT environment, local and international networking, and
various types of innovative learning programs? This question is proposed to study
how effective is school leadership in maximizing opportunities for students’ learning
and development in a triplized learning environment. The concern is not on how much
school leadership can improve internal process and satisfy strategic stakeholders, but
on how large and how many school leadership can create opportunities for students’
learning and development of their contextualized multiple intelligences.

3. How well do school leaders facilitate and ensure students’ self-learning to be
sustained as potentially life long? This question focuses on investigating how school
leadership can effectively facilitate and ensure students’ self-learning sustainable to
life-long that is a core part of the new paradigm education. It is assumed that short-
term internal improvement and short-term stakeholders’ satisfaction may not be so
important and relevant to the future of students if students themselves cannot sustain
their learning as a life-long process.

4. How well do school leaders ensure and direct educational practices for the
development of students’ ability to triplize their self-learning? This question is pro-
posed to investigate the influence of school leadership on educational practices for
facilitating development of students’ ability of triplizing self-learning. If students canff
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enhance their own ability for maximizing learning opportunities and sustaining their
self-learning through triplization, school leadership can be perceived as effective for
this important education outcome.

5. How well do school leaders ensure educational environment and practices
for students’ continuous development of their contextualized multiple intelligences?
The question is employed to study how school leadership can ensure the educational
environment and practices as well as the related outcomes of learning and teach-
ing fundamentally relevant to the development of students’ contextualized multiple
intelligences for future (Chapter 1).

The effectiveness of school leadership depends heavily on whether their schools
can be led successfully moving towards the development of students’ contextualized
multiple intelligences and triplization in education. This provides a completely new
concept for research on leadership effectiveness. When triplization becomes a strate-
gic trend in the third wave of education reforms for the future, how school leaders
in Hong Kong particularly and international communities in general can lead this
trend successfully to create unlimited opportunities for students’ effective life-long
learning and development to meet the challenges of the future is really an important
agenda for research, policy formulation and leadership development.

5. CONCLUSION

From the case of Hong Kong, we can see that the three waves of education reforms
require different types of school leadership including internal leadership, interface
leadership and future leadership that are based on completely different paradigms in
education and effectiveness assurance. The major characteristics of these types of
school leadership can be summarized as shown in Table 10.3.

5.1. Three Paradigms of School Leadership

The first wave of education reforms emphasizes internal improvement and ef-
fectiveness. The conception of internal leadership is mainly for improving internal
environment and processes such that the effectiveness of learning and teaching can
be ensured to achieve the planned goals of the school. In practice, there are three
models often used to enhance internal school effectiveness, including the goal and
specification model, the process model, and the absence of problem model. Corre-
spondingly, the roles of internal leadership are goal achiever, goal monitor, internal
process manager, and supervisor. The efforts of leadership are often short-term ori-
entation, related to the daily practices and improvement in management, teaching,
and learning.

The second wave of education reforms and effectiveness assurance focuses on
the interface between the school and the community. The conception of interface
leadership is for ensuring education services satisfying the needs of stakeholders and
accountable to the public. Depending on the approaches used to deal with interface
issues and achieve interface school effectiveness, there are five models for effective-
ness assurance, including the resource-input model, the satisfaction model, the legit-
imacy model, the organizational learning model and the total quality management
The corresponding roles of interface leadership include resource developer, social
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Table 10.3: Characteristics of School Leadership for the Three Waves

First Wave Second Wave Third Wave
Internal Leadership Interface Leadership Future Leadership

Conception of
School
Leadership

Internal Leadership for
Improving the internal
environment and
processes such that the
effectiveness of learning
and teaching can be
ensured to achieve the
planned goals

Interface Leadership
for
Ensuring education
services satisfying the
needs of stakeholders
and accountable to the
public

Future Leadership for
Ensuring the relevance of
aims, content, practices, and
outcomes of school education
to the future of new
generations in a new era of
globalization, information
technology, and
knowledge-driven economy

Major Models of
Effectiveness
Assurance

Internal Models:
� Goal and

specification model
� Process model
� Absence of problem

model

Interface Models:
� Resource-input

model
� Satisfaction model
� Legitimacy model
� Organizational

learning model
� Total quality modelTT

� Relevance to New
Paradigm in Education:

� Development of
contextualized multiple
intelligences

� Triplization in education:TT
Globalization, localization
and individualization

Role of School
Leadership

� Goal achiever, goal
monitor

� Internal process
manager

� Supervisor

� Resource developer
� Social leader and

satisfier
� Environmental

leader, public
relations manager

� Organizational
developer

� Total quality leaderTT

� Leaders for globalization
� Leaders for localization
� Leaders for

individualization

Main Questions
for Leadership
Practice and
Research

� How well do school
leaders manage the
internal environment
and processes of
learning and
teaching to deliver
the necessary
knowledge and skills
to students?

� How well can school
leaders ensure the
delivery of
knowledge and skills
to students through
the improvement of
teaching and
learning?

� How well do school
leaders facilitate
teachers to improve
their teaching in a
given time period?

� How well can school
leaders ensure
students arriving at a
given standard in the
public examinations
through various
internal and interface
measures?

� How well can school
leaders ensure the
performance of
teaching and the
outcomes of learning
satisfying the key
stakeholders’
expectations and
needs?

� How accountable is
the education
services under their
leadership to the
public and
stakeholders?

� How well do school leaders
globalize, localize and
individualize learning,
teaching, and schooling for
their teachers and
students?

� How well do school leaders
maximize students’
learning opportunities
through establishing the
borderless IT environment,
local and international
networking, and various
types of innovative
learning programs?

� How well do school leaders
facilitate and ensure
students’ self-learning to
be sustained as potentially
life long?

� How well do school leaders
ensure and direct
educational practices for
the development of
students’ ability to triplize
their self-learning?

� How well do school leaders
ensure educational
environment and practices
for students’ continuous
development of their
contextualized multiple
intelligences?

Time Frame of
School
Leadership

� Mainly short-term
orientation

� Mainly middle-term
orientation

� Mainly long-term
orientation
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leader and satisfier, environmental leader, public relations manager, organizational
developer, and total quality leader. The efforts of interface leadership are middle-term
orientation, interacting with the interface and external environment of the school.

Responding to the challenges of globalization, information technology and
knowledge-driven economy in the new millennium, the third wave of education re-
forms urges a paradigm shift in school effectiveness assurance. The conception of
future leadership means for ensuring the relevance of aims, content, practices, and
outcomes of school education to the future of new generations in facing up challenges
of new millennium. Future leadership is important for leading paradigm shifts in ed-
ucation towards the development of students’ contextualized multiple intelligences
and triplization in education for creating unlimited opportunities for students’ contin-
uous life-long learning and development. Compared with the internal leadership and
interface leadership, the efforts of future leadership are mainly long-term orientation
no matter for development of individuals, the community and the society.

5.2. Total School Leadership: Internal, Interface and Future

Internal leadership, interface leadership, and future leadership are based on dif-
ferent paradigms and they have different strengths and focuses. However, all of them
are important and necessary to provide a comprehensive framework for school lead-
ers to lead and manage school education in the new century. These three types of
leadership are mutually supplementary to each other, taking internal improvement,
interface satisfaction and accountability, and future relevance into consideration. If
school leaders can perform not only internal and interface leadership but also future
leadership, their leadership can be perceived as total school leadership.

In essence, the efforts of research, leadership development, and policy formu-
lation in ongoing education reforms should focus not only on internal and interface
leadership but also on future leadership if total school effectiveness is pursued in
Hong Kong in particular and other parts of the world in general (Cheng, 2002a, b).
With the case of Hong Kong, it is hoped that the analysis and discussion in this chap-WW
ter can provide a new framework for leadership development, policy formulation,
and research to meet the challenges of education reforms in the new century.

This chapter was adapted from Cheng, Y. C. (2003). School leadership and three
waveaa s of education reforms. Cambridge Journal of Education. 33(3). http://www.
tandf.co.uk/journals/carfax/0305764X.html; and Cheng, Y. C. (2002). Three waves
of education reform: Internal, interface, and future. In Y. C. Cheng, M. M. C. Mok, &
K. W. Chow (eds.) Hong Kong and International educational policies: A handbook.
(Vol.1, pp. 3–30). Hong Kong: The Hong Kong Institute of Education.
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Chapter 11

LEADERSHIP FOR STRATEGIC MANAGEMENT
AND ACTION LEARNING

In the third wave of education reform, a new school leadership is needed to face
up to the challenges of globalization and fast transformation, as mentioned in Chap-
ters 9 and 10. In particular, school reforms towards school-based management or
school self-management are widely promoted and implemented in the Asia-Pacific
Region and other parts of the world (Chapter 7). Such a movement aims at creat-
ing conditions for schools to be strategic and proactive to the changing internal and
external environments; to develop and achieve their own missions and goals with
appropriate strategies according to their own strengths, concerns, and needs at the
site-level; and to perform continuous organizational development and action learn-
ing in a changing environment (Cheng, 1993, 1996a, 1996b). According to Cheng
(1996a), school-based management should be conceptualized and operated as a type
of strategic management for continuous development and improvement.

In such a context, leadership for strategic management and action learning is
really necessary. This chapter aims to illustrate how school leadership can be con-
ceptualized and performed to lead strategic management at the organizational level
and facilitate action learning at the teacher level to meet the challenges for changing
education environment.

1. LEADERSHIP FOR STRATEGIC MANAGEMENT

1.1. Strategic Management Process

According to Cheng (1996a), strategic management in school can be concep-
tualized as a management process including various stages: environmental analysis,
planning and structuring, staffing and directing, implementing (action), and moni-
toring and evaluating at the school level (Figure 11.1).

1.1.1. Environmental Analysis

The school as a whole reflects on its internal and external environments relevant
and crucial to its existence and also on its mission and goals in such environments.
The environments are monitored and analyzed in terms of strengths, weaknesses,
opportunities and threats (SWOT analysis). The external environment may include
social, political, economic, cultural and technological developments of the society,
competitions from other schools, expectations of parents and members of the com-
munity, potential student population in the district, educational innovations, central
education authority’s direction in providing education services, etc. Its internal envi-
ronment includes human resources, financial resources, physical resources, student

261



262 NEW PARADIGM FORPP RE-ENGINEERING EDUCATION

Leadership

Environmental
Analysis

Planning and
Structuring

Staffing and
DirectingImplementing 

(Action)

Monitoring and 
Evaluating

Changing 
Environment

Cyclic Learning and 
Development Process

Figure 11.1: Strategic Management Process and Leadership

intake, school climate, various education programs, etc. In the process of environmen-
tal analysis, the school may have further understanding of its effectiveness, problems,
and constraints in different aspects.

1.1.2. Planning and Structuring

Reflecting on the results of environmental analysis, the school plans strategies
for actions, including establishing school missions, policies, programs, budget, or-
ganizational structure and work procedures that can support school functioning and
achieve school missions and goals. The planning and structuring process aims to make
rational decisions on school direction and maximize the effectiveness of methods,
resources, and structure for achieving school goals and pursuing further development.

1.1.3. Staffing and Directing

Staffing includes recruiting competent people for the positions, inducing new
staff to the working situation, training staff to have the necessary knowledge and
skills for performing their jobs, and providing opportunities for their professional
development. Directing includes delegating responsibilities to staff, motivating staff
towards outputting quality work, managing their differences by encouraging inde-
pendent thought and resolving conflicts, coordinating efforts in team combination,
stimulating their creativity and innovation, and providing directions to staff. Success-
ful staffing and directing can maximize the effectiveness of all human initiative and
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power in implementing school and program plans, achieving school objectives, and
pursuing long-term school development.

1.1.4. Implementing (Action)

At this stage the school as a whole implements planned programs. Focus is put on
ensuring the availability of necessary resources, guidance and support to successful
launching of functional and instructional programs.

1.1.5. Monitoring and Evaluating

The school establishes the reporting and evaluation systems (for staff appraisal,
program evaluation, and school evaluation), the performance indicators and stan-
dards, and the reward system for individual staffs and program teams. By means of
these systems, the performance of the school is monitored, evaluated and regulated
to ensure the progress towards the goals and objectives according to programs’ and
school’s plan. The focus is to ensure the quality and effectiveness of school programs,
take corrective actions, and plan developments.

1.1.6. Organizational Learning and Development Process

The information got from monitoring and evaluation of the process and outcome
of implementation (action programs) is useful for school members and stakehold-
ers to reflect on the school’s action performance and environment, reconsidering the
school’s direction, re-establishing policies, re-planning action programs, and reorga-
nizing structures. In other words, the information will contribute to the start of the
next strategic management cycle and helping individuals, groups, and the school to
learn, improve, and develop (Ruohotie, 1996). This strategic management process is
a cyclic learning process or a development planning process that contributes to con-
tinuous improvement and development at the individual, program/group, and whole
school levels (Cousins, 1996). It can provide a systematic and cyclic mechanism for
schools to continuously learn from actions and environments, develop school goals
and members, transform existing constraints, improve school practice, and pursue
school effectiveness and education quality in a changing environment. It is a form of
organizational learning.

1.2. Leadership for Strategic Management

What is the role of school leadership in strategic management for organizational
learning and development? As indicated in Chapter 9, there are five key dimensions
of leadership, including technical, human, political, cultural and educational leader-
ships? How can they contribute to the leadership for such a strategic management
process?

From the above discussion and the five leadership dimensions, we can concep-
tualize the leadership for strategic management as that can initiate, facilitate, and
maintain the strategic management process in school for continuous organizational
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learning and development, through the exercise of the technical, human, political, cul-
tural and educational leaderships (Cheng, 1996a, 2000).The leadership for strategic
management is assumed as a multi-functional process that contributes to initiating,
developing and maintaining each stage of the strategic management process.

1.3. Contribution of Technical Leadership

The technical leadership emphasizes providing suitable technical support to plan,
organize, coordinate and implement teaching and learning activities in the school.
Technical leaders are competent in manipulating strategies and situation to ensure op-TT
timum effectiveness (Sergiovanni, 1984). Relevant leaders’ actions include division
of labor, role clarification, proper communication channels, allocating resources,
clarifying policies and procedures, budgeting (Bolman & Deal, 1997), informing,
monitoring, consulting, delegating (Yukl, 1994), etc. Specifically, the contribution of
technical leadership to strategic management can be summarized as follows:

1.3.1. To Environmental Analysis

The school leaders can facilitate members to handle the techniques for the analy-
sis of school situation and arrange opportunities for members to identify the problems
or needs of the school and gather information about the external and internal factors
that influence the school.

1.3.2. To Planning and Structuring

The school leaders can arrange resources and opportunities for members to
reflect on the findings from environmental analysis, develop school missions and
goals, and establish programs, policies and procedures. They ensure role clarity and
accountability for every member in the organizational structure.

1.3.3. To Staffing and Directing

The school leaders can provide technical support for members to organize staff
induction, job orientation, training, or development programs for colleagues to ef-
fectively implement programs and school actions. They allow members to have re-
sponsibilities and discretions in carrying out work activities, handling problems, and
making important decisions to attain school goals. They clarify all the role respon-
sibilities and help them to have relevant competence for personal performance and
program implementation, and also provide appropriate co-ordination and communi-
cation network for school members to implement the plans.

1.3.4. To Monitoring and Evaluating

The school leaders provide technical support to members in collecting informa-
tion about school performance with different indicators according to the school plans,
program plans, and individual developments. They delegate appropriate members
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responsible for conducting school self-evaluation, facilitating external inspection,
and preparing the school’s accountability report and development report. They also
ensure the application of the findings of school evaluation to the continuous im-
provement of the school, programs, and individuals as indicated in the strategic
management cycle.

1.4. Contribution of Human Leadership

From the human resource perspective (Bolman & Deal, 1997; Smylie & Hart,
1999), an effective school is one characterized by highly motivated individuals who
are committed to school objectives from which they derive satisfaction. These in-
dividuals are linked together into highly effective work groups. The work groups
are characterized by commitments to common objectives, group loyalty, and mu-
tual support. People are primarily motivated by social needs and obtain their basic
satisfactions from relationships with others, therefore meaning must be provided in
the social relationships of the job. The human leadership thus emphasizes enhancing
teachers’ commitment, personal growth, and interpersonal relationship. The human
leaders support the activities of coaching, training, mentoring, and career counseling,
that can be used to increase a person’s skills and facilitate his or her job adjustment
and career advancement (Yukl, 1994). Therefore, its contribution to the strategic
management process is listed as follows:

1.4.1. To Environmental Analysis

The school leaders create or foster an open climate for members to reflect on
the problems and needs of the school and ensure that environmental analysis and
problem identification to be conducted in good interpersonal relationship among
staffs. They encourage participation of all members in the reflection on and analysis
of the environmental impacts on the school’s future; and ensure that environmental
analysis is a positive learning experience for members.

1.4.2. To Planning and Structuring

The school leaders can foster an open climate among staff in discussing and
establishing the school missions and goals, and encourage team spirit not only in
program planning but also in school planning. They ensure that the planning and
structuring activities are opportunities for learning and growth for members.

1.4.3. To Staffing and Directing

The school leaders can recognize the importance of members’ participation in
the staffing and directing activities and emphasize the development of interpersonal
relationship and team spirit in the process. They provide challenges to member’s work
in accordance with their abilities and stimulate members’ creativity and innovation
in achieving school goals and activities.
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1.4.4. To Monitoring and Evaluation

The school leaders can encourage co-operation, teamwork, and commitments
in the process of monitoring and evaluation and cultivate an open climate of learn-
ing and development in assessing the performance of individuals, groups, and the
whole school. Furthermore they provide praise, recognition, and tangible reward forw
encouraging outstanding performance at different levels.

1.5. Contribution of Political Leadership

In the political perspective, school leaders react to strategic management process
in different ways (Slater & Boyd, 1999). Most concerned issues are related to con-
flicts or tensions among different constituencies, interest groups, or organizations;
competing interests and agendas; disputes over the allocation of scarce resources;
games of power and self-interest (Bolman & Deal, 1997).

Political leadership contributes to resolving conflicts among teachers or groups.
The underlying assumption about politics taken is that school members can be em-
powered through an understanding of the positive side of politics, where positive
politics evolve when individuals choose actions that appeal to higher motives and
higher stages of moral judgment (Block, 1987). Also, a shared vision can help mem-
bers recognize that they must work together to create the best solution (Tjosvold,
1992). Since conflict is not going to go away from a school, the question is how indi-
viduals and groups can make the best of it (Bolman & Deal, 1997). Leaders should
strive for “win-win” and cooperative solutions and discouraged those efforts to pur-
sue individual objectives at others’ expense (Covey, 1989; Tjosvold, 1992). Under
the above assumptions, the contribution of political leadership can be summarized
as follows:

1.5.1. To Environmental Analysis

The school leaders can encourage positive attitudes of members to face up to the
conflicts in environmental analysis and help members be aware of the environmental
impacts on the common interests of all of them. They help members to understand
the importance of their consolidations in facing up to the external challenges and
internal difficulties. They balance and integrate the diverse interests in identifying
the strengths, weaknesses, opportunities, and threats of the school; and facilitate the
resolution of conflicts aroused in the process of environmental analysis in a “both
win” manner.

1.5.2. To Planning and Structuring

The school leaders encourage constructive views and attitudes towards the con-
flicts in planning and structuring for school development. They build a strong alliance
among different parties to support the development of school missions and goals and
help members to understand that diversity can be an important asset if they can
manage it. They minimize the adverse conflicts between programs in planning and
between roles in structuring by encouraging the “win-win” thinking.
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1.5.3. To Staffing and Directing

The school leaders manage the conflicts of interests among different parties in
a positive way in the staffing process and build consolidation and encourage col-
laborations among staffs in program implementation. They emphasize the common
interests of all concerned in solving conflicts and ordaining different actions; and
facilitate members to manage differences occurred among groups and individualsff
using “both win” approach.

1.5.4. To Monitoring and Evaluating

The school leaders minimize the internal and external resistance to the activ-
ities of quality assurance in the school through appropriate legitimacy. They build
strong support from different constituencies to the implementation of monitoring and
evaluation programs and emphasize the common interests and long-term advantages
brought from the monitoring and assessing activities to all school members.

1.6. Contribution of Cultural Leadership

As cultural leaders, school leaders are inspirational and charismatic to build
school culture which transforms the missions, values, and norms of individuals or
groups (Leithwood, Tomlinson, Genge, 1996; Smylie & Hart, 1999). Leaders’ cultural
role and symbolic role are important for the excellent school performance. They
assume the role of “chief” by emphasizing selective attention and signaling to others
what are of importance and valued, and also the role of “high priest”, seeking to define,ww
strengthen, and articulate those enduring values, beliefs, and cultural strands that give
the school its unique identity (Sergiovanni, 1984). Specifically, the contribution of
cultural leadership is illustrated as follows:

1.6.1. To Environmental Analysis

The school leaders can draw the attention of members to the internal and external
changes that affect the school and help them to understand the importance of envi-
ronmental analysis to the development of the school. They highlight the meanings
of the school’s strengths, weaknesses, opportunities, and threats for all members and
guide the environmental analysis towards a meaningful direction for school develop-
ment. They ensure that environmental analysis is making sense of what the school is
achieving and pursuing.

1.6.2. To Planning and Structuring

The school leaders focus members’ attention to what is most important to the
school’s future from the findings of the environmental analysis. They envision the
school’s future and uniqueness, and encourage members to pursue school excellence.
They help members to establish the school missions and goals and be committed
into actualizing them. Furthermore, they raise members’ level of awareness and
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consciousness about the school goals and transcend their own self-interests for the
sake of school development in the process of planning and structuring.

1.6.3. To Staffing and Directing

The school leaders articulate the meanings of professional growth and school
development in the light of the school’s future and act as role models for members
by demonstrating high standards of ethical and moral conduct. They ensure staffing
and directing as important process for the school development of school culture.

1.6.4. To Monitoring and Evaluating

The school leaders articulate the meaning and importance of monitoring and
evaluation to the school’s development and future, and emphasize the value of these
activities to learning and continuous development. They focus members’ attention
on what is most important to the school’s development in different activities of
quality assurance in school; and guide the activities of monitoring and assessment
towards a meaningful direction for the development of individuals, groups, and the
school. Cultural leaders create a culture in the school to encourage members to report
problems and mistakes in the process of monitoring and evaluation.

1.7. Contribution of Educational Leadership

As educational leaders, the school leaders encourage professional development
and teaching improvement, diagnose educational problems, and give professional
opinions and guidance to school instructional matters. They stimulate, support and
supervise teachers and help them to perform effectively (Grift, 1990). In order to
exercise this professional supervisory responsibilities, educational leaders need to
have a strong sense of the purpose of schooling given in its neighborhood context, the
socio-economic realities of the community, the cultural make-up of its families, and
the human potential and social capital such a community represents (Sergiovanni &
Starratt, 1993). They are responsible for establishing educational goals, framing and
communicating these goals to all school members. The contribution of educational
leadership to the strategic management process is listed as follows:

1.7.1. To Environmental Analysis

The school leaders help members to be aware of the social, economical, tech-
nological, and political changes affecting education and the internal problems in
instructional matters. They help members to identify strengths and weaknesses of
the school’s educational process; and assess the educational needs of students and
the developmental needs of teachers.

1.7.2. To Planning and Structuring

The school leaders facilitate members to establish appropriate educational mis-
sions and development goals for students and teachers from the reflection on the
external and internal environmental impacts. They ensure the development of school
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plans and instructional program plans to be closely consistent with the established
educational goals. They also maximize opportunities for student learning and staff
development through appropriate structuring.

1.7.3. To Staffing and Directing

The school leaders ensure the fitness of staffing and directing to the educational
needs of instructional program plans and structure, the professional development of
staff, and the learning effectiveness of students. They encourage teacher profession-
alism through appropriate staffing and directing activities.

1.7.4. To Monitoring and Evaluating

The school leaders help members to understand the contributions of monitoring
and evaluation to the improvement of the instructional process and development of
staff, and to become familiar with recent developments in educational evaluation and
their applications to enhance educational effectiveness and professional development.
They encourage members to link up the monitoring and evaluating process to the
educational process and the established instructional goals; and use the educational
indicators to monitor and improve the teaching process and educational outcomes.

1.8. As Leadership for Organizational Learning

As mentioned above, the strategic management process is a cyclic organizational
learning process that can provide a systematic mechanism for schools to continuously
learn from actions and environments, develop school goals and members, transform
existing constraints, improve school practice, and pursue school effectiveness in a
changing environment. Therefore, the leadership for strategic management, based
on the five leadership dimensions, can help to initiate and develop the mechanism
of continuous organizational learning and development in a rapidly changing envi-
ronment. Through successful leadership and organizational learning, it is hoped that
school leaders can:
� transform the existing physical, psychological and ideological constraints, and

implement different types of educational change for quality;
� build up new school visions, missions and goals, and align the efforts of all

school members to achieve them in a challenging and uncertain environment;
� help their schools to develop and change continuously in the structural, human,

political, cultural, and educational aspects, and pursue long-term school effec-
tiveness;

� support individual staff and groups to develop continuously and improve their
performance; and

� facilitate students to develop and learn more effectively in the new century, andff
as a long-term result, transform the community or the society for the better
future.

2. LEADERSHIP FOR ACTION LEARNING

In a fast changing education environment, continuous learning from action or
program implementation is a necessary condition for the continuous improvement
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and development of school practice. As described above, leadership for strategic
management can facilitate such kind of learning and development at the organi-
zational level. Since teachers are the key actors to implement education programs
and practices for students, whether they can continuously learn and accumulate the
necessary professional knowledge and skills from daily action to improve their prac-
tices will strongly affect students’ educational outcomes and school performance as
a whole. Therefore, leadership for teachers’ action learning is also important andww
necessary. What is the role of school leadership that can facilitate teachers’ action
learning?

2.1. The Action Learning Cycle

As described in Chapter 4 or Yuen & Cheng (2000), the process of action learn-
ing can be conceptualized as a cyclic process in a changing environment as shown in
Figure 11.2. It includes a sequence of three components including the actor’s mind-
set, action, and outcome, linked by four processes including planning, monitoring,
feedback to mental condition and feedback to action:

Outcome

Action

Mindset
Planningnninnnin

Monitoring

Feedback 
(Reflection)

Feedbackeedeed
(Reflection)(Re(Re

Changing 
Environment

II

IIIa
IIIbIIbIIb

I

Figure 11.2: Action Learning Cycle in A Changing Environment
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� Mindset includes the actor’s pre-existing conditions of motivation, cognition,
and volition to take action and learn from action. It will determine the process
of planning learning activities as well as the content of action in learning;

� Planning refers to the process in which the actor translates his/her ideas into the
aims, targets, content, and methods of intended action;

� Action refers to the intended activities and behaviors demonstrated by the actors
in implementation;

� Monitoring refers to the process of detecting any mismatches between the actor’s
intended aims and the outcomes of action process;

� Outcome refers to the results or consequences from the action activities, includ-
ing positive and negative results, overt and subtle experiences during the action
process; and

� FeedbackFF refers to the information or stimulation, from the actor’s reflection on
the mismatches identified in the monitoring process, that can cause change in
the actor’s mindset or action methods.
The feedback directly to action may help the actor to adapt his/her action behav-

iors. The learning associated with changes in behaviors or actions is often referred
to as the single-loop learning. The feedback to mindset may help the actor to change
his/her own mindset and then to change the planning process as well as the action. The
learning associated with changes in mental-set is often referred as the double-loop
learning (Argyris & Schön, 1974).¨

2.2. Teachers’ Action Learning

The above concepts of teacher’s action learning may incorporate important ideas
in different fields such as individual learning (Piaget, 1978; Bandura, 1986; Schunck,
1996), organizational learning (George, 1977; Argyris & Schön, 1978; Argyris, 1990,¨
1993), teacher education and learning (Elliott, 1993; Eraut, 1993; Appleton, 1996;
Korthagen & Lagerwerf, 1996), reflection (Schön, 1983; Day, 1993; Watkins &¨
Shindell, 1994) and experiential learning (Kolb, 1984). It is believed that action
learning can help teachers to increase their capacity for making better judgments and
taking effective actions for pursuing desired educational goals in school practices.

Teachers often have their own beliefs, values, assumptions, as well as knowledgeTT
about teaching and school education before they become members of a school. In the
daily school life, they may get new information, new experience, new knowledge, and
even new ways of thinking about their work and schools. Particularly when teachers
interact among themselves or with other people inside or outside their schools, they
would accumulate their experiences and learn new knowledge and skills. Based
on what they have learned, teachers make judgments and take actions to deal with
people (e.g. students, colleagues, parents, etc.) and perform their tasks (e.g. teaching,
collaboration, administrative works, etc.) under different situations.

Figure 11.2 provides a useful model to illustrate how teachers learn from their
actions. Action learning may occur when a teacher completes the following stages:

2.2.1. Stage I from Mindset to Action

Teacher’s mindset affects his/her perceptions as well as actions when he/sheTT
is engaged in school environmental interactions. The mindset embeds the teacher’s
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internal goals, emotions, feelings, values and beliefs, assumptions, and perceptions
about causal linkages between his/her actions and consequences. The mindset is
an internal model of a teacher’s world, which organizes and shapes one’s actions
and behaviors (Denis, 1991; Senge, 1990). In school, teachers construe reality or
environment differently with their own mental models in mind. When they have the
intention to achieve certain educational goals that they value, they make judgments
and take necessary actions and they hope that matches between their intentions and
consequences would result.

2.2.2. Stage II from Action to Outcome

Mismatches between teacher’s intentions and consequences can be regarded as
valuable learning experiences that may lead to the occurrence of teachers’ action
learning. Appleton (1990) contends that these learning experiences influence which
schemata [mental models] of the actor’s cognitive structure are used to interpret the
experience and which memories are activated in order to construct meaning for the
experience. Festinger (1957) and Piaget (1978) suggest that mismatches may induce
dissonance, disequilibrium, or uneasiness, and then result in a desire to reduce them
by correcting the mismatches. It triggers an individual to inquire into his/her own
mental models for explaining the mismatches. Therefore, if teachers are capable of
detecting and explaining the mismatches through inquiring their existing mindset,
they have a high possibility to alter their mindset and/or designs for actions in order
to correct the mismatches.

2.2.3. Stage III from Outcome to Feedback

Teachers’ action learning occurs under the following situations. First, it occursTT
when a teacher alters his/her designs for actions to correct mismatches while main-w
taining old mindset unchanged. This is the single-loop learning (Argyris & Schon,
1978), adaptive learning, or low-level learning (Senge, 1990; Foil & Lyles, 1985).
Second, learning occurs when a teacher reconstructs his/her old mindset or creates
new mindset for correcting mismatches. This is the double-loop learning or genera-
tive learning, or high-level learning.

Both single-loop learning and double-loop learning are important because they
have different contributions to teachers’ professional practice. As Argyris (1993,
pp. 9) contends that ‘single-loop learning is appropriate for the routine, repetitive
issue—it helps get the everyday job done. Double-loop learning is more relevant for
the complex, non-programmable issues—it assures that there will be another day in
the future of the organization.’ The concept of action learning helps to illustrate how
teachers’ experiences accrue from daily actions (e.g., classroom teaching) in school.
It is such a practical experience that constitutes the requisite teacher knowledge for
assuring quality teaching (Day, 1990). In single-loop learning, teachers learn a set of
almost unthinking routines that helps them to get everyday jobs done. In double-loop
leaning, they modify their mindset or create new ideas that help them to make better
judgments and take more effective actions in facing problems under complex and
ever changing educational environments.
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It is a common belief that, in teaching and in other professions which are char-
acterized by complexities, uncertainties, and conflicting values, individual learning
through daily actions/practices is more useful than what is acquired from formal
types of professional education (Cervero, 1992; Bridges & Kerry, 1993).

2.3. To Quit Learning

Metaphorically, action learning occurs only if teachers complete the action learn-
ing cycle including stages I, II, and III. However, teachers may quit the learning cycle
at any time due to different reasons. Some reasons can be listed as follow.

2.3.1. Embarrassing

Since the identification of mismatches is regarded as embarrassing and threaten-
ing, especially when it occurs in front of others, teachers may feel unsafe and behave
in a defensive way so as to bypass or cover-up mismatches (Argyris, 1990). These
behaviors hinder teachers from receiving feedback about the mismatches that is vital
for the occurrence of action learning. Teachers who choose to bypass or cover-up
mismatches can be regarded as exiting action learning.

2.3.2. Not Worthwhile

When a mismatch is identified, many teachers, instead of actively seeking infor-
mation and restructuring mental models to explain the mismatch, wait for ‘correct’
information to be provided. In addition, some may choose to opt out of learning when
they may not consider their efforts involved in correcting a mismatch as worthwhile
(Appleton, 1996). Under these circumstances, teachers also quit action learning.

2.3.3. Psychological and Environmental Constraints

There are situations under which teachers are more likely to quit learning. Some
of them include a psychologically unsafe environment (Schein, 1993); role constraints
due to a highly bureaucratized structure (Kim, 1993); lack of opportunities for ex-
perimentation, innovation, and risk taking (Garvin, 1993); the inability to resolve
conflicts in constructive ways (Rahim, 1992); and political pressure (Rait, 1995).

2.4. Facilitating Teachers’ Action Learning

In order to achieve action learning, teachers should complete stages I, II, IIIa and
IIIb of the action learning cycle (Figure 11.2). These stages thus provide an important
basis for exploring a leadership framework that can be used to facilitate teachers’
action learning in a school context. According to the nature of action learning, the
desired leadership framework should have the following functions:

1. It can instill in teachers the intention to achieve valuable educational goals,
and motivate them to take the best course of action for achieving them;

2. It can provide a safe and socially supportive environment for teachers to
identify and explain mismatches during the action learning cycle; and

3. It can enable teachers to alter their own mindsets and/or designs for action in
order to correct mismatches in the next action cycle.
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With these functions, we believe, such a leadership framework can facilitateWW
teachers to complete the stages of I, II, IIIa and IIIb of the action learning cycle.

2.5. Leadership Framework for Action Learning

Based on the characteristics of action learning cycle and the review of lead-
ership literature, a leadership framework for facilitating teachers’ action learning
can be conceptualized and summarized as shown in Figure 11.3. The framework
of leadership for action learning is composed of three dimensions and eight com-
ponents. Each leadership dimension has its specific functions for facilitating teach-
ers to complete one or more stages in the action learning cycle. In the framework,
a list of teachers’ cognitive/behavioral characteristics can be provided as indica-
tors of the occurrence of teachers’ action learning. The details of how this frame-
work is related to the teachers’ action learning process are given in the following
paragraphs.

2.5.1. The First Dimension—Inspiring

The inspiring dimension of leadership aims to instill in teachers the intention
to achieve shared educational goals and to motivate them to take the best course
of action for achieving these goals. It comprises of three leadership components:
building and institutionalizing shared visions; providing individualized job design;
and modeling.

2.5.1.1. Building and Institutionalizing Shared Vision

Educational goals, which are valuable to teachers, could often be found in shared
visions among members in school. Vision refers to an image of a future state that
the school members want to achieve or care about (Senge, 1990). A shared vision,
which is intuitive, imaginative, and insightful, embeds the desires and feelings ofw
major school members. It is the holistic picture that can be regarded as the ideal of
the school’s future that school members value (Bolman & Heller, 1995). When a
vision can be developed and shared in school, teachers would be instilled with the
intention to realize the vision and be motivated to take the best course of action for
achieving the vision.

Shared visions could be concretized as school mission statements which re-
flect the values of school members. These mission statements could further be
elaborated into school educational goals, which guide the formulation of policies,
program plans, activities, and daily practices of teachers in school. In other words,
the values of school members embedded in shared visions could be infused into
school missions, goals, policies, and daily practices as well. Selznick (1957) refers
to this process as institutionalization. Successful institutionalization of shared vi-
sions provides meanings and purposes to teachers’ work and to motivate them tak-
ing the best course of action in carrying daily school practices (Valli, 1992; Yukl,
1994). Therefore, building and institutionalizing shared visions is one of the im-
portant components of inspiring leadership to start the stage I of action learning
cycle.
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The Leadership Framework

Dimensions Components Aims Characteristics of Teachers’
Action Learning

Action 
Learning 
Process

Building and 
Institutionalizing 
Shared Visions

Inspiring
Providing 
Individualized
Job Designs

Modeling

To instill in 
teachers the

intention to
achieve shared
educational 

goals;

To motivate them

to take the best 
course of action 
for achieving 

these goals

- have the intention to achieve 
the educational goals 

embedded in shared visions
- understand the meanings and 

purposes of their own actions 

in work as related to the 
educational goals

- take the best course of action

for achieving the goals 
- feel responsible for the 

consequences of their own

actions
- be willing to improve their

own actions for achieving the

educational goals

I

Reducing
Defensive
Routines

Social
Supporting Fostering 

Learning
Culture

Mobilizing Social
Support

To provide a safe
and socially
supportive

environment for 
teachers to
identify and

explain 
mismatches
between

outcomes and 
intended targets

- feel safe to face up to their 

own mismatches in front of
others

- be willing to share their own

experiences with others, 
particularly those related to 
mismatches

- be willing to listen to others’
opinions and respect their
views, especially those 

related to the identification
and explanation of 
mismatches

- be open to accept others’
opinions, including criticism, 
for identifying and explaining

mismatches
- display empathy to others

and help them to face up to

their own mismatches
- feel responsible for explaining 

one’s own mismatches and

for helping others to explain 
theirs

- feel responsible to correct 

one’s own mismatches

II

Figure 11.3: Leadership for Facilitating Teachers’ Action Learning
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Enabling

Enhancing 
Theoretical
Knowledge and
Repertoires of
Skills

Providing
Intellectual 
Stimulation

To enable

teachers to alter
their own mindset
and/or designs for 

action in order to
correct
mismatches

- understand the underlying 
causes of mismatches

- be critical and sensitive to the 
occurrence of mismatches 

- have rich knowledge and 

skills in work, especially 
related to the effective use of 
course of action under

different situations
- be able to judge whether a

change in mindset and/or 

designs for action would be a 
better way for correct
mismatches

- be able to use different
mindset and/or designs for
action in a creative and

innovative way for correcting 
mismatches

IIIa

IIIb

Figure 11.3: Continued

2.5.1.2. Providing Individualized Job Designs

This component of leadership focuses on providing teachers with different kinds
of feelings through a careful job design in school. These feelings include a sense
of ownership (Fullan, 1991), a feeling of meaningfulness and responsibility (Hack-
man & Oldham, 1980), a sense of self-determination (Deci & Ryan, 1991), and
opportunities for self-actualization (Maslow, 1954).

These kinds of feelings induce teachers with a high level of intrinsic work mo-
tivation and commitment (Lawler, 1992). Also, these feelings motivate teachers to
take the best course of action in work. Moreover, according to Hackman (1986), a
successful job design provides teachers with a feeling of responsibility. Under this
circumstance, teachers are more likely to be responsible for the consequences of
their own actions and be willing to improve their actions for achieving the shared
educational goals.

Successful individualized job designs can be regarded as inspirational to teach-
ers. It induces teachers’ emotional/mental attachment to the feelings of ownership,
meaningfulness, or self-determination as such.

2.5.1.3. Modeling

In the leadership literature, modeling has long been regarded as useful for cre-
ating inspirational influences on teachers (Sergiovanni, 1992, 1996; Leithwood et
al, 1996). Researches on transformational leadership (e.g., Bass & Avolio, 1994;
Leithwood & Daft, 1992), moral leadership (Sergiovanni, 1992), and charismatic
leadership (e.g., Shamir, House & Arthur, 1993; House & Podsakoff, 1994) provide
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evidence for supporting this view. These researchers tend to believe that occurrence of
such inspirational influences is due to teachers’ emotional/mental attachment to ideal-
istic images of school leaders. This emotional/mental attachment motivates teachers
to imitate school leader’s behaviors. When school leaders are perceived by teachers
to have the intention to achieve shared educational goals and take the best course of
action for achieving them, teachers act accordingly.

For school leaders’ modeling to be inspirational, at least two important condi-
tions should be addressed. First, school leaders’ theories-in-use should be consis-
tent with their espoused theories (Argyris & Schön, 1974). Theories-in-use refer¨
to the underlying values that can be deduced from the school leaders’ behaviors,
whereas espoused theories refer to the values of actions that school leaders espoused.ww
Consistency between school leaders’ theories-in-use and espoused theories reduces
skepticism of teachers towards the leaders’ intentions behind modeling. It enhances
the building of trust between teachers and their school leaders. Trust is significant
for modeling to be inspirational. Second, the values and beliefs of school leaders
should be in congruence with that of teachers in school (House & Podsakoff, 1994).
Such a congruence provides a common ground for both teachers and school leaders
to understand the meanings and purposes behind modeling, and then enhances the
teachers’ emotional/mental attachment to the school leaders.

In brief, the above three components of the inspiring leadership for action learn-
ing could arouse teachers’ emotional and/or mental attachment to the achievement of
school missions and goals, feelings of self-determination and ownership, and ideal-
istic images of school leaders. Exercising these components could facilitate teachers
to complete stage I of the teachers’ action learning cycle.

2.5.2. The Second Dimension—Social Supporting

The social supporting dimension of leadership aims to provide a safe and socially
supportive environment for teachers to identify, face up and explain mismatches
between the intentions of their actions and consequences. This dimension includes
three leadership components identified from literature: reducing defensive routines,
fostering learning culture, and mobilizing social support.

2.5.2.1. Reducing Defensive Routines

The occurrence of action learning requires teachers to detect mismatches, to
understand the underlying causes of mismatches, and to correct mismatches. How-
ever, to admit mismatches in front of others is always regarded as embarrassing and
threatening. Defensive behaviors of teachers may thus occur when teachers try to
reduce embarrassment or uneasiness aroused from facing up to mismatches. These
defensive behaviors include bypass, cover-up, distancing, or attributing failures to
others. Over time, teachers may demonstrate these behaviors in a skillful and un-
conscious manner, which constitutes the profound idea of organizational defensive
routines advocated by Christ Argyris (1990). It is important for school leaders to
reduce such defensive routines if they wish to facilitate teachers’ action learning. It
requires a safe and socially supportive environment in school.
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Providing a safe environment for teachers will not only help them facing up
to their own mismatches in work, but will also help to remove the roadblocks that
hinder them from accepting others’ opinions regarding mismatches in school. It is
reasonable that when teachers feel safe to face up to their own mismatches, they are
more likely open to accept others’ opinions regarding mismatches and explanation
of mismatches. In other words, it facilitates stage II of the action learning cycle.

2.5.2.2. Fostering Learning Culture

This leadership component intends through social interactions to instill in teach-
ers the desired ideologies that could facilitate teachers’ action learning. Teachers’
ideology is regarded as a key component in school culture (Owens, 1995). Argyris
(1990) highlights five aspects of desired ideologies, which may facilitate teachers’
action learning in school. They include help and support, respect for others, strengths,
honesty, and integrity. With these types of ideologies, teachers would be more willing
to listen to others’ opinions and respect other party’s views, especially in relation to
the identification and explanation of mismatches. Teachers would also display em-
pathy to others and help others to confront their own mismatches. Moreover, they
would feel responsible for explaining one’s own mismatches and help others explain
theirs.

These desired ideologies have often been referred to as the learning culture by
many organizational researchers (e.g., Lundberg, 1995; Beckhard & Pritchard, 1992;
McGill, Slocum & Lei, 1992; Schein, 1993), because they govern the patterns of
social interactions, and facilitate learning among members.

2.5.2.3. Mobilizing Social Support

Mobilizing social support is also an important component of the dimension of
social support in leadership. It intends to increase the opportunities of social inter-
actions between teachers in school, that help to sustain the aforementioned learning
culture in school by transmitting the kind of open ideologies to other teachers in
either a conscious or unconscious way. Different scholars denote the idea of sup-
portive social interactions in school by using different terminology. The key ideas
of mobilizing social interactions often include collegiality, peer coaching, mentor-
ing, collaboration, collegial support, or teamwork, etc. Among them, mentoring or
coaching has long been recognized in educational settings.

Meanwhile, exercising the two leadership components—reducing defensive rou-
tines and fostering learning culture—provides a ‘frame’ for teachers to interact, detect
and explain mismatches in school. Mobilizing social supports of teachers could fur-
ther nurture this learning culture at school. Teachers may therefore perceive a safe
and social supportive environment for them to identify and explain mismatches. It
facilitates teachers to complete stage II of the action learning cycle.ff

2.5.3. The Third Dimension—Enabling

The third leadership dimension—enabling—focuses on enhancing teachers’ ca-
pabilities to alter their own mental models and/or designs for action in order to correct
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mismatches at work. It includes two components: enhancing theoretical knowledge
and repertoires of skills, and providing intellectual stimulation.

2.5.3.1. Enhancing Theoretical Knowledge and Repertoires of Skills

This component intends to enhance teachers’ capability in terms of required
knowledge, skills and thinking methods to identify, analyze, understand, and correct
mismatches. Systems thinking, as one important thinking method, can help teachers
to become more sensitive to mismatches in action. “Systems thinkers”, according to
Senge (1990), are more capable of understanding long-term trends and underlying
causes of events. With systems thinking in mind, teachers are more capable of under-
standing the underlying causes of mismatches. On the other hand, creative thinking
enhances teachers’ flexible use of mental models and designs for actions in order to
correct mismatches.

2.5.3.2. Providing Intellectual Stimulation

This leadership component aims to harness teachers’ intellectual ability and
potential for correcting mismatches. Intellectual stimulation could be achieved in
a number of ways. It includes creating images of other possibilities (Bass, 1990);
challenging the validity of teachers’ mental models or the consistencies between
teachers’ theories-in-use and espoused theories (Argyris, 1990); or triggering teachers
to self-examine the validity of their own values, beliefs, assumptions, and causal
linkages between actions and consequences, etc. (Bass & Avolio, 1994; Podsakoff
et al., 1990).

When teachers are unable to perceive different uses of mindset and/or designs
for action in facing problems under complex and ambiguous situations, providing
intellectual stimulation helps to trigger them to re-examine their own mindset and
/or designs for action. It may bring out their hidden knowledge and intelligence
for dealing with challenges or solving new problems. In brief, it can help teachers to
reduce their functional fixedness in facing ambiguous situations. Functional fixedness
refers to the inability to perceive different uses of objects in a situation (Duncker,
1945).

Through practicing the above two components of enabling leadership, teachers
can be facilitated to complete stages IIIa and IIIb of action learning cycle as shown in
Figures 11.2 and 11.3. It is expected that teachers will be more able to understand the
underlying causes of mismatches and deal with them because they have the required
knowledge and skills and are capable of altering their own mindset and/or designs
for action in order to correct mismatches.

3. CONCLUSION

The above framework of leadership for action learning including three dimen-
sions and eight components can provide a rather comprehensive frame for school
leaders to practice their leadership and facilitate their teachers to pursue continu-
ous action learning and improvement in their daily practice. We believe, through the
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continuous action learning, teachers will become effective professional practitioners
with increasing action knowledge and skills to improve teaching and learning in class-
room. Even though the education environment is rapidly changing and the education
tasks become increasingly demanding and challenging, teachers with continuous ac-
tion learning and professional development can adapt and meet the challenges and
needs of school education in such a context. Therefore leadership for teachers’ ac-
tion learning is necessary and important to enhance the quality and effectiveness of
educational services provided by teachers.

In addition to action learning at the teacher level, organizational learning through
strategic management at the school level is also crucial to the success of imple-
mentation of school-based management and other educational reforms for effective
educational practices in such a fast changing education environment. Therefore, as
mentioned in the first part of this chapter, leadership for strategic management in
terms of five dimensions of leadership including structural, human, political, cul-
tural and educational leadership is also important to school leaders who are making
effort to build up an institutional mechanism for continuous organizational learning
and development of their schools.

It is hoped that the proposed frameworks of leadership for strategic manage-
ment and action learning will benefit the efforts of school leaders, policymakers and
scholars on leadership development, practice and research to meet the internal and
external challenges of their schools in the Asia-Pacific Region and other parts of the
world.

This chapter was developed from Cheng, Y. C. (2000). Strategic leadership for edu-
cational transformation in the new millennium. Chulalongkorn Education Reviews,
6(2), 15–32; Yuen, B. Y. & Cheng, Y. C. (2000). Leadership for Teachers’ Action
Learning. International Journal of Educational Management. 14(5), 198–209; and
Cheng, Y. C. (1996). School Effectiveness and School-based Management. (Ch.6:
Self Management at Multiple Levels, pp.65–84). London: Falmer Press; and Cheng,
Y. C. (2002). Leadership and strategy in education. In Bush, T. & Bell, L. (eds.). Edu-
cational management: Principles and practice (pp.51–69). London: Paul Chapman.
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Chapter 12

LEADERSHIP AND SCHOOL PERFORMANCE

A Multi-dimensional and Multi-level Study

In Chapters 9, 10 and 11, a comprehensive theoretical base has been provided
to understand the important role of school leadership in a context of education re-
forms and changing environment. These chapters also illustrate how the paradigm of
leadership should be shifted to face up to the challenges in the new millennium and
the three waves of education reform and how school leadership can be developed to
facilitate strategic management and teachers’ action learning.ff

In fact, the recent research literature in the Asia-Pacific and other parts of the
world echoes that the importance of principal’s leadership should be emphasized
to the success of education reforms and as a critical factor for school effectiveness
among the input or process variables of a school system such as school climate,
curricular materials and organization, instructional tactics and strategies, financial
resources, facilities, equipments, and parental and school-community involvement in
education (Hallinger, 2003; Walker, 2003; Dimmock, 2003; Bolman & Heller, 1995;
Sergiovanni, 1996; Leithwood, 1998; Cheng, 1997b, 1998; Rosenblum, Louis, &
Rossmiller, 1994; Hallinger & Hausman, 1994; Hilosky & Watwood, 1997).

1. FIVE DIMENSIONS OF LEADERSHIP

As explained in Chapter 9 or Cheng (1994a), school leadership can be performed
in terms of five critical dimensions including human leadership, structural leadership,
political leadership, cultural leadership and educational leadership, in order to lead
and manage the key aspects of school organization. Human leadership refers to the
leadership that is supportive, fosters participation, enhances staff commitment and
satisfaction, and encourages positive interpersonal relationship. Structural leader-
ship refers to the leadership that develops clear structures, policies, and procedures,
holds people accountable for results, and provides suitable technical support to plan,
organize, coordinate, and implement policies in schools. Political leadershipPP refers
to the leadership that is effective at building alliances and that supports and resolves
conflicts among school constituencies. Cultural leadership refers to the leadership
that is inspirational and charismatic, and builds a productive school culture by shap-
ing the missions, values, and norms among members. And Educational leadership
refers to the leadership that encourages professional development and improvement,
initiates educational innovations, promotes educational values and professionalism,
and provides professional guidance on instructional matters.

According to the analysis in Chapter 11, these five dimensions of leadership can
be contributive to the success of strategic management for organizational learning
and school development. Given the claimed importance of leadership, it would be
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interesting to know how empirically these five dimensions of school leadership are re-
lated or contributing to school performance in different aspects and at different levels.
The findings can provide the necessary empirical evidence to support the paradigm
shift in the conceptualization and practice of school leadership in a complicated and
changing context in the Asia-Pacific, as explained in Chapters 9 and 11.

2. MULTI-LEVEL SCHOOL PERFORMANCE

How to improve school performance is always a salient issue in education re-
forms, public debate, and educational research in many countries in the Asia-Pacific
or its counterparts (Chapters 14 & 16; Dimmock, 2003; Cheng, Mok & Chow, 2003).
The operation of a school often involves three levels, including organizational level,
group level, and individual level. Therefore, school performance may be considered
as the composite of organizational performance, group performance and individual
performance. According to Chapter 15, Cheng (1997a) or Cheng & Cheung (1998),
the quality of school performance can be conceptualized as a multi-level phenomenon
that should be described by multi-level indicators including organization-level indi-
cators, teacher group-level indicators, teacher individual-level indicators and student
level indicators.

Organizational performance refers to the extent of how well a school performs
as a whole as a school organization. The organization-level indicators may include
organizational structures in terms of the formalization, participation and hierarchy
of authority (Oldman & Hackman, 1981; Hage & Aiken, 1967); strength of orga-
nizational culture (Price & Mueller, 1986; Cheng, 1993); perceived organizational
effectiveness (Mott, 1972); and principal-teachers relationship (Chan, Cheng, & Hau,
1991).

Teacher performance refers to the performance of teachers as groups and asTT
individuals. The teacher performance indicators may include the group-level and
individual-level indicators. The former may include teachers’ social interactions in
terms of esprit, intimacy, hindrance, and disengagement (Halpin & Croft, 1963) and
teachers’ professionalism (Cheng, 1992). The latter may include teachers’ personal
intrinsic satisfaction, extrinsic satisfaction, influence satisfaction, social satisfaction,
job commitment, feeling of job meaning, and feeling of fair role loading (Cammann
et al., 1983).

Student performance refers to the performance of students as individuals in
school life. The student-level indicators may include students’ self-concept, attitudes
towards peers, teachers, the school and learning, the feeling of homework overload,
and intention to dropout (Cheng, 1994b).

3. NEED FOR MULTI-DIMENSIONAL AND MULTI-LEVEL EVIDENCE

As pointed out at the beginning of this chapter, principal’s leadership is often
believed to be so critical to school performance. However, very few studies have in-
vestigated empirically how principal’s leadership, particularly in terms of the struc-
tural leadership, human leadership, political leadership, symbolic leadership, and
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educational leadership, is related to school performance in terms of the organization-
level indicators, teacher-level indicators and student-level indicators. The lack of em-
pirical understanding of this relationship hinders the effort for improvement of the
principal’s leadership and in turn the school performance in the context of paradigm
shifts in school education and fast changing education environment. Therefore this
chapter aims to report the findings of an empirical study of how multi-dimensional
leadership is related to multi-level school performance. The findings will provide
an important empirical evidence to support the significance and practice of the five-
dimension leadership for school effectiveness and development in an era of fast
changes and reforms in both local and global contexts as explained in Chapters 9, 11
and 12.

4. METHOD OF EMPIRICAL STUDY

The data for this multi-dimensional and multi-level study were taken from a
large-scale research project “Education Quality in Hong Kong Primary Schools:
Indicators and Organizational Determinants” conducted by the author. This study
was a cross-sectional survey, involving 190 primary schools, 678 classes of mainly
Grade 6 students, 21,622 students, and 3,872 teachers. The unit of analysis was the
school. Due to missing in part of data, the number of schools or principals involved
in analysis ranged from 165 to 173. From the pilot study and past studies, the validity
and reliability of all the instruments used in this study were documented.

4.1. Measures of Principal’s Leadership

Principal’s leadership was described by five measures: Human Leadership (7
items, one sample item is “shows high sensibility and concern for others’ needs”),
Structural Leadership (7 items, one sample item is “strongly emphasizes careful plan-
ning and clear timeliness”), Political Leadership (5 items, one sample item is “antici-
pates and deals adroitly with organizational conflict”), Symbolic Leadership (6 items,
one sample item is “use celebrations and symbols to shape values, build morale”),
and Educational Leadership (5 items, one sample item is “encourage teachers to con-
tinuously develop their professional competence”). The measures were completed by
teachers on a seven-point scale. The first four measures were adapted from Bolman
and Deal (1991a) and the last one was developed from the ideas of leadership forces
suggested in Sergiovanni (1984). The definitions of these dimensions have been given
above.

4.2. Measures of Students’ Performance

Students’ performance was assessed by the following affective measures: Self-
Concept (9 items), Attitudes to Peers (5 items), Attitudes to the School (6 items), At-
titudes to Teachers (5 items), Attitudes to Learning (10 items), Feeling of Homework
Overload (1 item) and Intention to Dropout (1 item). The measures were completed
by students on a 5-point scale. Some items of the measures were adapted from those
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used in an Educational Research Establishment’s research project entitled “Research
on the continuity of curriculum and teaching practices between different levels of
education” that the author was involved in.

4.3. Measures of Teachers’ Individual Level Performance

Teachers’ individual level performance was assessed by job attitude measuresTT
adapted from Cammann et al. (1983), including Extrinsic Satisfaction (i.e. with the
salary or benefits provided, 3 items), Intrinsic Satisfaction (i.e. with the opportunities
to develop and learn, 3 items), Social Satisfaction (i.e. with the social relationship with
colleagues, 3 items), Influence Satisfaction (i.e. with the opportunities to participate
in decision-making and be autonomous, 2 items), Job Commitment (i.e. the level
of being committed to the job, 1 item), Feeling of Fair Workload (i.e. the level of
feeling fair in workload allocated, 1 item), Job Meaning (i.e. the level of feeling that
teaching job is meaningful, 1 item) and Job Responsibility (i.e. the level of feeling
responsibility in the job, 1 item). All these measures were completed by teachers on
a 7-point scale.

4.4. Measures of Teachers’ Group Level Performance

The teachers’ group level performance were assessed by teachers’ social inter-
actions and professionalism. The social interactions were described by four measures
adapted from Croft and Halpin’s (1963) Organizational Climate Description Ques-
tionnaire: Esprit (i.e. the working morale of teachers, 5 items), Intimacy (i.e. the close
social relationship among teachers, 6 items), Disengagement (i.e. the level of teach-
ers being disengaged from the school, 5 items), and Hindrance (i.e. feeling of being
burdened with unnecessary work, 5 items). Measure of Teachers’ Professionalism
was developed from the Code for the Education Profession of Hong Kong (1990)
for measuring teachers’ professionalism at the school-level. It includes 17 items re-
sponded by teachers on a 7-point scale to describe the extent to which the teachers in
the school can subscribe to covering six categories of ethical standards for conduct:
1) Commitment to the Profession, 2) Commitment to Students, 3) Commitment to
Colleagues, 4) Commitment to Employer, 5) Commitment to Parents/Guardians, and
6) Commitment to the Community. From Cheng (1992), this measure is quite reliable
and valid.

4.5. Measures of Organizational Performance

School’s Organizational Structure was assessed by three measures adapted from
Oldman & Hackman (1981) and Hage & Aiken (1967): Formalization (i.e. the level
of school functioning being formalized with clear written policies, procedures, and
records, 4 items), Hierarchy of Authority (i.e. the level of decision-making being
centralized in school, 2 items), and Participation in Decision Making (i.e. the level
of teachers participating in decision-making and planning, 4 items). Perceived Or-
ganizational Effectiveness of School was assessed by a measure adapted from Mott
(1972) which measures the level of effectiveness of school functioning in terms of
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productivity, adaptability, and flexibility, as perceived by teachers (8 items). Satis-
faction to Principal-Teachers Relationship (i.e. the degree of satisfaction with theff
social and working relationship between principal-teachers, as perceived by teach-
ers) was assessed by a measure developed from a research project (Chan, Cheng,
& Hau, 1991) (10 items). Organizational Culture was assessed in terms of strength
of organizational ideology (Alvesson, 1987). Based on Price and Mueller (1986),
an index of organizational ideology was developed in Cheng (1993) and used to
describe the strength of organizational culture in school (in terms of the strength of
sharing values, beliefs, and assumption about school missions, teaching, learning,
and management among school members, 10 items).

In order to reduce response sets across and time taken for completing the instru-
ment, measures of teachers’ job attitudes, social norms, and organizational structure
were grouped as set A, measures of teachers’ satisfaction to principal-teachers rela-
tionship, school’s strength of organizational, culture and organizational effectiveness
as set B, and measures of teachers’ professionalism and principal’s leadership as
set C. These three sets of questionnaires were responded separately by three groups
of randomly selected teachers within one school. The measures of students’ perfor-
mance were completed by one group of students randomly selected in each involved
class. The number of students in each group was approximately equal to half of the
selected class. For each sampled school, the responses of teachers and students were
averaged on each measure.

5. CHARACTERISTICS OF SAMPLED SCHOOLS AND PRINCIPALS

All the sampled schools are primary schools of four major sponsoring bodies,
subsidized by the Hong Kong Government. Since these schools were established and
operated on the basis of the Codes of Aid issued by the Education Department of
the Government, the sample of the schools was relatively homogeneous in terms of
salary structure, professional qualification of teachers and administrators, promotion
structure, teacher-class ratios, school facilities, formal curricula to be completed,
supporting personnel (such as technical, clerical, cleaning staff), opportunities of
professional training and development and supervision by the Hong Kong Education
Department. Number of classes in each sampled school ranged from 6 to 31, with
23 classes as the mean. The average number of teachers in each school was 27. The
average number of students in each school was 825. The average teaching experience
of teachers in each school was 15 years.

The average age of the sampled principals was 48. Most of them were male
(71.6%) and had a diploma of education from a college of education (83.3%). Only
6.7% of them had a bachelor degree. In average, they had 15 years of experience
in school administration and had stayed at the current principal position for nearly
8 years. Most of them (90%) had only short-term training in school administration
provided by the Education Department of the Hong Kong Government.

6. STRENGTHS OF PRINCIPAL’S LEADERSHIP

The Pearson correlation analysis of the five dimensions of leadership of primary
school principals in Hong Kong was summarized in Table 12.1. The coefficients
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Table 12.1: Correlation between Dimensions of Principal’s Leadership

Principals’ Leadership

Human Structure Political Symbolic Educational

Human 1.0000 .9008** .8784** .8526** .8436**
Structure .9008** 1.0000 .8871** .8897** .8769**
Political .8784** .8871** 1.0000 .9159** .8195**
Symbolic .8526** .8897** .9159** 1.0000 .8853**
Educational .8436** .8769** .8195** .8853** 1.0000

No. of Principals = 173 *p < .01, **p < .001

between the dimensions were very high, ranging from 0.82 to 0.92, showing that
the dimensions are substantially correlated. The principal component analysis of the
dimensions further suggests that even though these dimensions represent different
aspects of principals’ leadership, there may be one major factor underlying them with
4.5 as the eigenvalue and 90.0% of explained variance. (see Table 12.2)

With the implication of the above findings, we may construct a measure ofWW
“Strength of Leadership” by adding up the weighted scores (i.e. weighted score =
total score divided by the number of items for the dimension) of the measures of
leadership dimensions. The greater tendency of high scores in the five dimensions
of leadership indicates the stronger leadership of school principal.

According to the results of the contingency table analysis and t-test, there seems
no relationship of strength of principal’s leadership to principal’s demographic charac-
teristics (such as religion, gender, age, marital status, years in administrative position,
years in the current position, etc.) and school demographic characteristics (such as
school age, religious background, number of students, number of teachers, etc.).

7. LEADERSHIP AND ORGANIZATIONAL PERFORMANCE

The relationship of principal’s leadership to school’s organizational performance,
teachers’ performance, and students’ performance was analyzed by the Pearson cor-
relation analysis and the results were summarized in Table 12.3.

The correlation coefficients in Table 12.3 show strong relationships between
principal’s leadership and organizational characteristics. The structural, human,
political, symbolic, and educational dimensions of principal’s leadership are strongly
related to the school’s perceived organizational effectiveness, principal-teachers
relationship, strength of organizational culture, authority hierarchy (negatively), and
teacher participation in decision-making, mainly at the 0.001 significance level. It

Table 12.2: Principal Components Analysis of the Leadership Dimensions

Factor Loading
on Factor 1 Communality Eigenvalue % of Variance

Structural Leadership .96040 .92237 4.500 90.0
Symbolic Leadership .95805 .91785
Political Leadership .94910 .90079
Human Leadership .94338 .88996
Educational Leadership .93244 .86944
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Table 12.3: Correlation between Leadership and School Performance

Principals’ Leadership

School Performance Human Structure Political Symbolic Educational

Organizational Characteristics
Organizational Effectiveness .2175* .3297** .2398** .3172** .3044**
Organizational Culture .4166** .4513** .4173** .4656** .4517**
Principal-Teacher Relationship .6725** .6410** .6405** .6019** .6198**
Formalization −.0024 .0434 .0603 .0745 .1246
Hierarchy of Authority −.3682** −.2766** −.3156** −.2691** −.2556**
Participation .3548** .2992** .3366** .3051** .3287**

Teachers’ Group-level PerformanceTT
Intimacy .0808 0.407 .0997 .1129 .1375
Esprit .4460** .4712** .4487** .4913** .5101**
Disengagement −.2632** −.3337** −.2859** −.3207** −.2754**
Hindrance −.3149** −.3000** −.3036** −.2528** −.1670
Professionalism .3557** .3853** .3720** .3824** .3192**

Teachers’ Individual-level PerformanceTT
Extrinsic Satisfaction .3075** .2502** .3454** .3148** .2724**
Intrinsic Satisfaction .2435** .2406** .2508** .2417** .2587**
Influence Satisfaction .4229** .3744** .4013** .3782** .3846**
Social Satisfaction .1.377 .1046 .1554 .1652 .1808
Job Commitment .3407** .3167** .3639** .3555** .3587**
Feeling of Fair Role Loading .3483** .2981** .2945** .2670** .2307*
Feeling of Job Meaning .2036* .1610 .2025* .2343* .2022*

Students’ Performance
Self-Concept .0676 .0493 .0414 .0570 .0461
Attitude to Peers .0692 .0840 .0965 .1232 .0791
Attitude to School .2495** .2863** .2130* .2500** .2243*
Attitude to Teachers .1824* .2207* .1837* .1696 .1309
Attitude to Learning .1522 .1641 .1818* .1866* .1323
Feeling of Homework Overload −.0869 −.0871 −.0597 −.0303 −.0504
Intention to Dropout −.1103 −.1332 −.1307 −.1714 −.1475

No of Schools=164 *p<.01 **p< .001

seems that the stronger the dimensions of leadership, then the more effective the
school organization were perceived, the more satisfactory the principal-teachers
relationship, the more sharing the school’s missions and values, the less hierarchical
the school authority, and the more the teacher participation in decision. The formal-
ization of organizational structure in school seems to be insensitive to principal’s
leadership.

7.1. Profiles of Leadership on Organizational Performance

Based on the score of strength of leadership, approximately upper 30% and lower
30% of the samples schools were classified into two groups: “Strong Leadership
Schools” and “Weak Leadership Schools”. The standardized group means of each
measure for these two groups were listed in Table 12.4. From the standardized group
means (Z-scores), the profiles of strong leadership and weak leadership were plotted
as shown in Figure 12.1.

As shown in Table 12.4 and Figure 12.1, the profiles of strong leadership and
weak leadership are contrastingly different in terms of organizational characteristics.
Except on school’s organizational formalization, the differences in organizational per-
formance between them reach at the 0.001 significance level with absolute t-values
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Table 12.4: Comparison between Weak Leadership and Strong Leadership

Weak Leadership Strong Leadership
(Group Mean) (Group Mean) t-value

Organizational Characteristics
Organizational Effectiveness −.3571 .4565 −4.54***
Organizational Culture −.5772 .6456 −6.44***
Principal-Teacher Relationship −.7563 .7587 −8.84***
Formalization −.0283 −.0217 −.04
Hierarchy of Authority .2985 −.5377 4.24***
Participation −.3387 .4427 −4.18***

Teachers’ Group-level PerformanceTT
Intimacy −.0717 .1815 −1.33
Esprit −.5737 .6102 −6.97***
Disengagement .3879 −.3728 3.99***
Hindrance .3724 −.1646 2.98**
Professionalism −.4644 .4500 −5.12***

Teachers’ Individual-level PerformanceTT
Extrinsic Satisfaction −.3655 .3108 −3.56**
Intrinsic Satisfaction .2982 .3681 −3.70***
Influence Satisfaction .5121 .5112 −5.83***
Social Satisfaction −.1516 .1605 −1.55
Job Commitment −.4596 .5033 −5.21***
Feeling of Fair Role Loading −.3642 .4604 −4.33***
Feeling of Job Meaning −.1696 .1850 −1.73

Students’ Performance
Self-Concept −.0354 .1018 −.98
Attitude to Peers −.0428 .1640 −1.61
Attitude to School −.2289 .3477 −.3.13**
Attitude to Teachers −.1583 .1560 −1.70
Attitude to Learning −.2286 .1480 −2.20*
Feeling of Homework Overload .2292 −.0470 1.60
Intention to Dropout .1540 −.1654 1.90

Principal’s Leadership
Human Leadership −1.0844 1.0107 −16.01***
Structural Leadership −1.1621 .9703 −16.67***
Political Leadership −1.0874 1.0049 −15.72***
Symbolic Leadership −1.1202 1.0197 −17.12***
Educational Leadership −1.1120 .9083 −14.84***

*p < 0.05, **p < 0.01, ***p < 0.001; All scores are Z-scores; No. of Principals in the Weak Leadership or
Strong Leadership Group = 52

higher than 4.10 in t-test. In the strong leadership group, comparatively principals are
supportive and fosters participation, can develop clear goals and policies and hold
people accountable for results, are persuasive at building alliances and solving con-
flicts, are inspirational and charismatic, and encourage professional development and
teaching improvement. In this group, it is more likely that the schools are perceived to
be effective in terms of organizational productivity, adaptability, and flexibility, mem-
bers have shared educational missions, values, and beliefs, teachers are satisfied with
the social and working relationship with their school principals, the school authority
is less hierarchical, and teachers can participate in decisions about the allocation of
resources and determination of school policies.

In contrast, the weak leadership schools tend to be perceived as ineffective in
productivity, adaptability and flexibility. They lack a clear sharing in school values and
beliefs, show poor principal-teachers relationship, and maintain high centralization
in decision-making.
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Figure 12.1: Profiles of Weak Leadership and Strong Leadership

The above findings support the importance of strong leadership in terms of
structural, human, political, symbolic, and educational aspects to organizational
functioning and performance, as indicated in Chapter 9 or Bolman & Deal (1991a,
1991b). Regarding school’s organizational effectiveness, the findings are consistent
with Cheng’s (1991a) result that principal’s leadership behavior in initiating structure
is positively related to school’s organizational functioning, and principal’s cultural
leadership has substantial contributions to school development and improvement.

For school organizational culture, the findings reinforce the current belief in
principal’s leadership role in developing, shaping and transforming members’ shared
assumptions, values and beliefs about school’s missions, organization, technology of
teaching and learning, interpersonal relationship, and daily functioning (Chapter 9;
Walker, 2003; Hallinger, 2003; Hallinger & Heck, 2002; Fullan, 2003; Schein, 1984;WW
Sergiovanni, 1984; Conger, et al. 1988; Bass, 1985; Bennis, 1984).

As found in Chan, Cheng and Hau (1991), whether teachers are satisfied with the
social and working relationship with their principal is very sensitive to the principal’s
managerial style. If we believe principal’s leadership is a determinant of his/her
managerial style, then it is not surprising that strong leadership is associated with
positive principal-teachers relationship in Hong Kong primary schools. In terms
of organizational structure, strong leadership seems to be more preferable for the
decentralization and encouragement of teacher participation in decision-making. In
this sense, it supports that strong leadership tends to encourage and involve teachers,
but not to establish a high hierarchy of authority or a highly centralized system. The
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findings further suggest that strong leadership does not mean great formalization of
procedures, instructions and communication in school.

8. PRINCIPAL’S LEADERSHIP AND TEACHERS’ PERFORMANCE

The coefficients of Pearson correlation in Table 3 show that the five dimensions of
leadership are strongly related to four measures of teachers’ group level performance,
including teachers’ esprit, disengagement (negatively), hindrance (negatively), and
professionalism at the 0.001 significance level with absolute values of coefficients
larger than 0.25. The stronger the human, structural, political, symbolic and educa-
tional aspects of leadership, then the higher the teachers’ working morale, the greater
the professionalism among teachers, and the less the disengagement and feeling
of unnecessary overload shown by teachers. The social relationship (or intimacy)
between staff seems to be unrelated to all dimensions of principal’s leadership.

As shown in Table 12.3, the dimensions of principal’s leadership are positively
related to nearly most measures of teachers’ performance at the individual level, such
as intrinsic satisfaction, extrinsic satisfaction, influence satisfaction, job commitment,
feeling of fair role loading and job meaning. It seems that when the human, structural,
political, symbolic, and educational aspects of principal’s leadership are stronger,
then the teachers tend to be more satisfied with extrinsic and intrinsic rewards of
their job and opportunities of autonomy and participation in decision-making, be
more committed to their jobs and have a better feeling of job meaning and fair role
loading. However, teachers’ personal satisfaction with social relationship in their jobs
is not related to any dimensions of principal’s leadership. This finding is consistent
with the negligible correlation between leadership and teachers’ intimacy found at the
group level. It is possible that principal’s leadership may affect the principal-teachers
social relationship more easily than the teacher-teacher social relationship.

8.1. Profiles of Leadership on Teacher Performance

Furthermore from the profiles in Table 12.4 and Figure 12.1, we can see that
teacher performance at the individual level is contrastingly different between strong
leadership group and weak leadership group on most of the affective measures such as
extrinsic satisfaction, intrinsic satisfaction, influence satisfaction, job commitment,
and feeling of fair role loading.

If we believe strong leadership can shape follower’s perceptions and values as
suggested by some scholars (e.g., Chapter 9; Bass, 1985; Sergiovanni, 1984; Ful-
lan, 1996; Leithwood, Tomlinson, & Genge, 1996), it may not be surprising that
under strong leadership of school principals, teachers may be more satisfied with the
provided salary and material rewards, the opportunities of growth, development, au-
tonomy, and participation in their jobs, and the allocation of role duty and workload.
Furthermore, they may be more committed to what they are doing in school.

In contrast, teachers’ affective performances tend to be poor when their princi-
pals show weak leadership, lacking consideration, support, inspiration, and visions
given to teachers, incapable of developing clear school policies and holding people
accountable for results, and also incapable of building alliances, solving conflicts,
and encouraging professional development and teaching improvement.
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9. PRINCIPAL’S LEADERSHIP AND STUDENTS’ PERFORMANCE

The coefficients of Pearson correlation in Table 12.3 show that there is a mod-
erate correlational relationship between principal’s leadership and some measures
of students’ performance. All the dimensions of principal’s leadership are related
to students’ attitude towards their school at the 0.01 significance level with coeffi-
cients larger than 0.22. The stronger the human, structural, political, symbolic, and
educational aspects of principal’s leadership, the more the students are committed to
the school, satisfied with the school’s arrangements and activities and enjoying the
school life.

The human, structural, and political dimensions of leadership are related to
students’ positive attitude to teachers and the political and symbolic dimensions to
students’ positive attitude to learning. For other measures of students’ performance
such as self-concept, attitude to peer, feeling of homework overload and intention
to dropout, the correlational relationships with principal’s leadership seem to be
negligible.

9.1. Profiles of Leadership on Student Performance

The comparison of profiles in Table 12.4 and Figure 12.1 further reveals differ-
ences in the students’ performance between the strong leadership group and weak
leadership group. Particularly, the differences in attitudes to their schools and learn-
ing reach at the 0.05 significance level with absolute t-values larger than 2.2 in the
t-test. In general, the students in the strong leadership schools tend to have positive
performance such as attitude to the school, attitude to learning, attitude to teachers,
attitude to peers, self-concept, feeling of homework overload (negative scores), and
intention to dropout (negative scores).

Contrastingly, students in the weak leadership schools tend to have negative
performance, be disengaged from their schools and dissatisfied with school arrange-
ments, feel hard to be concentrated and keep up the progress in learning, find no
meaning and interest in study, do not enjoy the social relationship with teachers,
experience homework overload, and intend to dropout from school. The findings
support the current belief that principal’s leadership may make a difference in stu-
dents’ educational performance (Pitner, 1988; Stoll, Bolam, & Collarbone, 2002).

Comparatively, in terms of correlation coefficients and number of performance
measures strongly correlated, the relationship of principal’s leadership to students’
performances is found weaker than that to organizational performance and teacher
performance in this study. According to the model of Cheng (1991c), principal’s
leadership and management behavior affects directly the teaching and learning en-
vironment (e.g., social climate and instructional organization) in school and then
the latter affects student learning. The effect of principal’s leadership on students’
performance seems to be indirect. Furthermore, it is possible that the relationship
between principal’s leadership and students’ performance may be intervened from
other variables within or outside school (such as existing teacher factors, organi-
zational factors, family factors, or student personal factors). Therefore, it is not
surprising that the relationship between principal’s leadership and students’ per-
formance may not be so strong and direct. Even so, students’ attitudes to their
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school, teachers, and learning are found to be sensitive indicators to leadership in this
study.

10. CONCLUSION

In the study, there is strong relationship among the five dimensions of princi-
pal’s leadership. The highly correlated human, structural, political, symbolic, and
educational aspects of principal’s leadership may be combined to yield a measure
of the strength of leadership. With such a conception, strong leadership represents
that a principal can be supportive and foster participation for teachers, can develop
clear goals and policies and hold people accountable for results, can be persuasive
at building alliances and solving conflicts, can be inspirational and charismatic, and
can encourage professional development and teaching improvement. As suggested
by Bolman and Deal (1997), there may be four theoretical frames for understanding
organizations and management: the structural, human resources, political and sym-
bolic frames. The measures of structural, human, political, and symbolic dimensions
have roots in these frames. The five measures of leadership in predicting school per-
formance may support that all these frames are useful to leadership in organizations,
particularly school organizations.

The negligible relationship of principal’s leadership to demographic character-
istics of principal and school in the study suggests that the formation of leadership
style may not be attributed to the preexisting demographic factors such as school size,
school age, religious background, principal’s gender, age, or years in administrative
work, etc.

The findings support the importance of principal’s leadership to school perfor-
mance at the organizational level. The stronger the leadership, the more the schools
are perceived to be effective in terms of productivity, adaptability, and flexibility, the
more the sharing of educational mission, values, and beliefs among school members,
the more the teachers are satisfied with the social and working relationship with their
school principals, the less the school authority is hierarchical, and the more the teach-
ers can participate in decisions about the allocation of resources and determination of
school policies. Since perceived organizational effectiveness, organizational culture,
principal-teachers relationship, and teacher participation are important indicators of
school performance, strengthening principal’s leadership in all the structural, human,
political, symbolic and educational aspects may make a contribution to organizational
functioning and school improvement.

No matter whether performance indicators are at the teacher group-level or the
teacher individual-level, principal’s leadership seems to be strongly related to teach-
ers’ performance. The stronger the dimensions of principal’s leadership, then the
higher the teachers’ working morale, the greater the professionalism among them,
the less their disengagement and feeling of unnecessary overload, the more their satis-
faction with extrinsic and intrinsic rewards of their job and opportunities of autonomyff
and participation in decision-making, the more their commitment to their jobs, and
the better their feeling of job meaning and role loading. From the tradition of human
relations movement and “quality of work life” movement (Mock and Seashore, 1981;
Perrow,ww 1986; Cammann et al., 1983; Cummings & Molloy, 1977 ) and the literature
of participative management (Likert, 1967) and teacher development (McMahon,
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Principal Leadership:
Structural Leadership
Human Leadership
Political Leadership
Educational Leadership
Symbolic Leadership

Teacher Performance
Individual Level
Extrinsic Satisfaction
Intrinsic Satisfaction
Influence Satisfaction
Feeling of Job Meaning
Feeling of Workload
Fairless
Job Commitment
Group Level
Intimacy
Esprit
Disengagement
Hindrance
Professionalism

Student Performance
Self Concept
Attitude to Peers
Attitude to Teachers
Attitude to School
Attitude to Learning
Feeling of Homework 
Overload
Intention to Dropout

Organizational 
Performance
Organizational
Effectiveness
Principal-Teachers
Relationship
Strength of Organizational
Culture
Formalization
Authority Hierarchy
Participation

School performance

Figure 12.2: Hypothetical Model for Further Study on Principal Leadership and School Performance

2002; Little, 1990; Johnson, 1990), teachers’ social interactions, professionalism,
and affective performances are critical to successful school performance. There-
fore, the strong relationship between principal’s leadership and teacher perfor-
mance reinforces the need of development of strong leadership in those ineffective
schools.

Conceptually, the effect of principal’s leadership may be indirect on students’
performance (Cheng, 1991c). In the study, only moderate relationship of leadership
with students’ attitudes to their school, teachers and learning can be observed. In
general, students in the strong leadership schools tend to have positive performances
such as attitude to the school, attitude to learning, attitude to teachers, attitudes to
peers, self-concept, feeling of homework overload (negative scores), and intention to
dropout (negative scores). The findings further support that principal’s leadership is
a critical factor for school performance even at the student-level.
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Based on the findings, we may hypothesize the relationship of principal’s leader-
ship to organizational performance, teacher performance, and student performance,
as shown in Figure 12.2. Principal’s leadership may have direct effects on organiza-
tional performance and teacher performance and then the latter two may have effects
on student performance. In other words, the effect of principal on students may be
mainly indirect even though some direct effect is still possible.

In the study, the relationship between principal’s leadership and school perfor-
mance at multi-levels was considerably found to be consistent. The findings support
the validity of the five-dimensional leadership model in describing leadership behav-
ior and its potential impacts. The profiles of strong leadership and weak leadership in
terms of multilevel indicators provide a useful pattern for those interested to improve
school through development of leadership.

This five-dimensional leadership model can provide a substantial theoretical
foundation for understanding and developing leadership in a context of education
reforms and strategic management, as explained in Chapter 9 and 11. The designers
of development programs for school administrators should consider strengthening
the participants’ leadership through enhancement of their conceptions and techniques
related to the structural, human, political, symbolic, and educational components. In
order to deepen the understanding of leadership impact on school performance, the
future study may take the conception in Figure 12.2 as the hypothetical model and
investigate the causal relationship by a longitudinal design or case studies.

This chapter was adapted from Cheng, Y. C. (1994). Principal’s leadership as a critical
indicator of school performance: Evidence from multi-levels of primary schools,
School Effectiveness and School Improvement: An International Journal of Research,
Policy, and PracticePP , 5 (3), 299–317.
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Chapter 13

CHARACTERISTICS OF PRINCIPALS’ LEADERSHIP
AND INFLUENCE OF SOCIETAL CULTURE

There are various theories and concepts of management and organization that
can be used to describe and direct the practice of school leadership in a changing
education environment as explained in Chapter 9. Due to the cultural, historical, social
and other contextual influences and constraints, the application of these theories and
the development of school leadership may be different in different countries in the
Asia-Pacific Region or other parts of the world (Cheng, 2000b). It is not a surprise that
the characteristics of principals’ leadership in one area (e.g. Australia) are different
from those in other areas (e.g., Japan). If we want to understand how the theories
and their applications are valid across countries or cultural contexts, it would be
interesting to know how the development of characteristics of principals’ leadership
interacts with the influence of societal culture.

Given Hong Kong being an international city exposed in both western and east-
ern cultures, the development of characteristics of principals’ leadership in Hong
Kong schools is an interesting case for international understanding of how principals’KK
leadership interacts with the societal culture. In particular, what are the major char-
acteristics of Hong Kong principals’ leadership? Are these leadership characteristics
consistent across years and samples in studies using a number of different leadership
conceptions? How do the societal culture and context combine with the principals’
personal attributes to shape the features of their school leadership? Through exploring
these questions for the case of Hong Kong, this chapter aims to deepen the under-
standing of the characteristics and development of principals’ leadership under the
influence of societal culture and context. The findings will contribute to theory build-
ing and leadership development in the Asia-Pacific Region and other international
communities.

1. SCHOOL LEADERSHIP DEVELOPMENT IN HONG KONG

As indicated in Chapter 8, the Hong Kong education system has experienced
numerous changes over the last decade. Paramount among these are the rapid ex-
pansion of compulsory education and, more recently, a definite shift from the simple
provision of education and an emphasis on quantity and supply, to a refocusing on
issues of quality and effectiveness (Cheng, 2000a). As in many other parts of the
world, the ‘quality’ movement has been driven by increased public expectations and
policy-makers’ concern that educational aims, contents and practices are relevant to
the economic, social and political needs of Hong Kong. In line with these concerns,
a broad range of educational policies have been instituted (Education Commission,
1984–1997; Information Office of Hong Kong SAR Government, 1997 October).

One of the most recent policy moves targeted the changing role of school princi-
pals, particularly in relation to quality education, change and the principal’s place in

299
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school-based management. In January 1999, the Education Department established
a Task Group on Training and Development of School Heads. The group’s briefTT
was to design a framework for comprehensive leadership training (Task Group on
Training and Development of School Heads, 1999). The resultant framework wasTT
designed “to equip and develop school principals with the necessary knowledge,
skills, and attitude to become competent to lead schools into the new millennium”.
After the consultation about this framework, another committee was set up to de-
velop a Continuing Professional Development (CPD) framework that includes differ-
ent CPD requirements for serving principals, newly appointed principals and aspir-
ing principals, while maintaining coherence and continuity across the three groups.
In 2001, a Working Group on Principals’ Professional Development was also set
up to work out the details of framework implementation. In this new framework,
CPD is emphasized as an on-going process for all serving principals. A Certifica-
tion for Principalship (CFP) requirement is introduced for all future aspirants for
principalship with effect from September 2004 (Education Department, 2002) (see
Chapter 10).

Whether such a CPD framework and related training programs can meet the needs
of school principals in Hong Kong, and whether (and how) the framework can actually
make a difference are the centre of ongoing debates. One of the main stumbling
blocks to the successful implementation of this framework and principalship training
programs is the lack of aggregated evidence on the leadership of principals in Hong
Kong. Before any programme can attempt the complex task of preparing principalsKK
for the future, a number of fundamental questions need to be answered. The most
pressing questions are:

1. What are the characteristics of Hong Kong school principals’ leadership?
2. What are their strengths and weaknesses in facing the challenges of the rapidly

changing educational environment in Hong Kong?
3. What kinds of contextual or cultural constraints and impacts are on their

leadership performance?
This chapter aims to explore these issues and, in the process, gain insights into

the context within which Hong Kong school principals operate and how this context
may influence their roles and functions. In addition, the chapter seeks to discuss a
number of implications for research and practice of school leadership in both local
and international educational communities.

2. MAPPING PRINCIPALS’ LEADERSHIP CHARACTERISTICS

Almost every country currently facing major educational reforms has openly
recognised the crucial role played by school principals in effecting successful changes
(Cheng, 1994; Louis & Miles, 1990; Townsend & Cheng, 2000). Although the con-
cept of leadership is often debated loudly (Yukl, 1994) and it is recognized that there
is no a single definition which holds in all contexts, two general characteristics are
regarded as universal. The first characteristic is that leadership is related to the pro-
cess of influencing others’ behaviour. The second is that leadership is related to goal
development and achievement (Cheng, 1996).

There are many ways that school principals influence school members to work.
Based on various perspectives, different approaches may be developed to lead,
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manage or control. For example, using the classical theory of management, a principal
may initiate formal structures such as roles, policies, rules and regulations, rewards
and punishments to manage school members’ behaviour. This leadership approach
is usually known as structural or technical leadership. Alternatively, in the tradition
for human relations, a principal has to satisfy school members’ social needs in order
to motivate them to work: this is labelled as social leadership. Thus, one of two crit-
ical elements of school leadership in Hong Kong will be the methods and processes
principals use to influence school members. The second element, of goal develop-
ment and achievement, relates to how principals set goals, create meanings, direct
actions, eliminate uncertainty or ambiguity, and achieve goals. This latter perspective
emphasizes cultural or symbolic leadership (Bolman and Deal, 1997).

Principal leadership can be studied in an almost endless variety of ways. Some
researchers use classic theories for investigation whereas others use more recent
perspectives. Example of classic theories include the Ohio State University studies
(e.g. Halpin, 1966), the managerial grid model (Blake & Mouton, 1985), and the
contingency theories (e.g. Fiedler, 1967, 1971; Hersey & Blanchard, 1972; House,
1971). Principals’ leadership is often assumed to occur between the principal and
school members in a steady situation, in which tasks must be completed within a
given time (Hampton, Summer & Webber, 1987). Traditional leadership theory con-
centrates on principals’ management techniques and interpersonal skills. The duality
of leadership measured by the Leader Behaviour Description Questionnaire (LBDQ)
(Halpin, 1966) in terms of initiating structure (task orientation) and relationship
(people orientation) was used extensively in leadership studies during the 1970s and
1980s. In Hong Kong, Cheng (1991) used the LBDQ to investigate school principals’
leadership and organizational environment.

Yukl’s integrated taxonomy (1989, 1994) is also an important and comprehen-YY
sive framework. Yukl classified 20 specific leadership behaviours that encompass
most aspects of leadership and managerial behaviours necessary for understanding
the effectiveness of school principals. In Hong Kong, Chan, Cheng & Hau (1991)
and Yuen & Cheng (1991) applied this taxonomy to investigate school principals’
leadership behaviour.

A number of alternate leadership perspectives have also been applied in an
attempt to better understand the characteristics of principal leadership (Bass, 1985;
Bennis, 1984; Tichy & Ulrich, 1984; Zaleznik, 1977). Some influential alternate
perspectives emphasize the importance of the principals in shaping school culture and
defining the organizational missions (Schein, 1992; Sergiovanni, 1984). Therefore,
the principal is a transformational or a cultural leader.

As indicated in Chapters 9 and 12, Bolman & Deal (1991, 1997) suggested
that there may be four leadership orientations in organizations: structural leadership,
human resource leadership, political leadership and symbolic leadership. For educa-
tional organizations, Sergiovanni (1984) proposed a five leadership forces model to
explain how the principal’s leadership is related to excellent school performance. In
this model, there may be five aspects of principal leadership: technical leadership,
human leadership, educational leadership, symbolic leadership and cultural lead-
ership. Integrating Bolman & Deal (1991) and Sergiovanni (1984), Cheng (1994)
proposed that school leadership should comprise five dimensions: structural lead-
ership, human leadership, political leadership, symbolic leadership and educational
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leadership. Based on this conception of leadership, a number of studies have been
conducted to investigate principal leadership in Hong Kong in the past years. Typical
examples include Cheng (1994), Kwok, Lo Ng, & Cheng (1997), Tam & Cheng
(1995), Shum & Cheng (1997), Cheng (1997), and Cheng & Cheung (1999).

Scholars such as Hallinger (1983) and Pitner & Charter (1984) concentrated on
the instructional aspect of leadership as the core of principal leadership. Hallinger
classified instructional leadership into three major categories: defining school mis-
sion, managing the instructional programme, and promoting a positive school learn-
ing environment. Each of these categories included a number of specific functions.
Chan & Cheng (1993) adapted Hallinger’s model in the Hong Kong context and
included one more specific function, which they placed ‘encouraging decision par-
ticipation’ in the second dimension.

Over the past decade, researchers have applied the above different conceptions
of leadership to investigate principal leadership in Hong Kong secondary schools
(Cheng, 1991; Chan, Cheng, & Hau, 1991; Chan & Cheng, 1993; Cheng & Cheung,
1999). The aggregated findings of these studies provide valuable information and
stimulate further research questions about the strengths and weaknesses in leadership
profiles in Hong Kong, and the consistent and persistent characteristics of principal
leadership.

3. CONTEXTUAL INFLUENCE: A SOCIAL-PSYCHOLOGICAL
PERSPECTIVE

Cultural influence on the performance of principals can be analysed from a social-
psychological perspective. According to Lewin (1940, 1943), individual behaviour
is a function of both the person and his/her environment. The interaction between
personal attributes and environmental factors determines behaviour. Borrowing from
Lewin, Getzels and Guba (1957) suggested that a social system includes an organisa-
tional and individual dimension and that member behaviour is mainly determined by
the interaction between these two dimensions. Getzels and Thelen (1960) expanded
the Getzels-Guba’s model by taking into consideration the intervention of external
environment (in terms of values, morales and ethos) and the influence of group cli-
mate. From this psychological view, a principal’s leadership behaviour is influenced
by the interaction of the societal or community culture, a school’s institutional expec-
tations, school members’ (teachers and students) social norms, and his/her personal
characteristics.

To some extent, the social psychological model provides some basic ideas about
the impact of contextual cultures (in terms of societal culture, school’s institutional
expectations and school members’ social norms) on the principal performance in
Hong Kong.

Based on the work of Hackman (1976) and Cheng (2000b), the relationship
between contextual cultures and leadership performance can be explained by the
following propositions.

3.1. Contextual Cultures as Ambient and Discretionary Stimuli

Contextual cultures such as school and societal cultures are the critical sources of
ambient and discretionary stimuli that affect and shape school principals’ behaviour
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and performance. Some of these stimuli can directly affect principal’s behaviour and
attitudes and can shape their values and beliefs and indirectly change their leadership
behaviour and attitudes.

3.2. Interaction with Pre-existing Characteristics

Some contextual stimuli interact with the principal’s pre-existing personal char-
acteristics (e.g. personal beliefs, values, attitudes and characters) in their leadership
behaviours. If they value the stimuli more, the effect of stimuli, on their leadership
performance, will be stronger. It is no surprise that principals with strong personal
characteristics or charisma may resist the influence of existing norms in the contextual
culture. Sometimes, the resistance may be eliminated through a process of social-
ization, in which the principal’s personal beliefs, values, and attitudes are changed
gradually and implicitly in consistence with the existing contextual cultures.

3.3. Other Constraints

The contextual factors such as task nature, organizational structure, existing
staff composition, professional training and other environmental constraints may
also influence leadership performance (Hallinger and Murphy, 1987).

In Hong Kong, the majority of the secondary schools are aided schools. As
such, they are relatively homogeneous in terms of salary structure, professional qual-
ification of teachers and administrators, promotion structure, teacher-student ratio,
facilities, curriculum, examination requirements, support personnel, opportunities offf
professional development and supervision by the Education Department. Given this
background, it is interesting to consider how these and other contextual factors and
societal culture shape the characteristics of school principals’ leadership profile in
Hong Kong aided secondary schools.

4. CHOICE OF STUDIES

In order to provide a preliminary analysis of the consistent characteristics of
principals’ leadership and their relationship to contextual factors and societal culture
in Hong Kong schools, this chapter reviews and integrates the findings of a number
of past studies. These include Cheng (1991), Chan, Cheng & Hau (1991), Chan &
Cheng (1993), and Cheng & Cheung (1999) with reference to Shum & Cheng (1997),
Cheng (1994), Kwok, Lo, Ng & Cheng (1997), and Tam & Cheng (1995). The studies
were selected for the following reasons:

1. They located the sample population on Hong Kong aided secondary schools,
as such they provide a basis for comparison.

2. They used different conceptions of leadership. This allows discussion of
whether the characteristics of principal leadership are consistent across dif-ww
ferent conceptions and measures.

3. They were conducted within the past decade; as such they allow discussion of
whether the characteristics of principal leadership are consistent across years.ww

4. Discussion of findings under points 2 and 3 provides opportunities to observe
whether some contextual factors or societal culture can shape the profile ofww
principal leadership consistently in Hong Kong aided secondary schools.
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5. PRINCIPALS’ DUALITY OF LEADERSHIP AND FOUR TYPES OF
ENVIRONMENT

In 1991, Cheng studied principal leadership and organizational climate in 64
aided secondary schools in Hong Kong (Cheng, 1991). The LBDQ (Halpin, 1966)
was adapted to describe the behaviours of principal’s duality of leadership: Initiating
Structure (Task oriented) and Relationships (People oriented). Halpin and Croft’s
(1963) Organizational Climate Description Questionnaire (OCDQ) was adapted to
describe the social interactions between teacher-teacher (Disengagement, Hindrance,
Esprit and Intimacy) and teacher-principal (Aloofness, Production Emphasis, Trust
and Consideration) in their schools. Also, Mott’s (1972) IOE was adapted to measure
the perceived organizational effectiveness of schools.

Cheng (1991) found that schools could be classified within four distinct clusters,
each with contrasting characteristics in terms of principals’ leadership and organiza-
tional climate (see Table 13.1 and Figure 13.1). These characteristics were labelled
as Headless style, Control style, Commitment style and Disengagement style. Each
of these clusters is explained below.
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Table 13.1: Four Types of Leadership and Environment

Mean

Headless Control Commitment Disengagement
Style style Style style

Perceived Effectiveness −0.74 −0.24 0.64 −0.31
Initiating Structure −0.90 1.14 0.48 −0.33
Relationships −0.69 −1.08 0.50 −0.08
Disengagement −0.44 0.72 −0.54 0.96
Hindrance 0.32 1.08 −0.48 0.18
Esprit −0.53 −0.14 0.62 −0.48
Intimacy −0.48 −0.08 0.61 −0.52
Aloofness 0.73 0.58 −0.50 0.02
Production Emphasis −0.40 1.66 −0.07 −0.05
Thrust −1.17 −0.70 0.72 0.02
Consideration −0.98 −1.35 0.60 0.23

5.1. Headless Style

The headless style was characterized by principals’ poor performance in man-
agement and leadership. In terms of school productivity, adaptability and flexibility,
this style was seen as the most ineffective when compared to the other three pro-
files. In terms of perceived leadership style, the principals showed poor in initiating
structure and relationships with subordinates. For example, ‘headless’ principals did
not establish well-defined patterns of organization or working procedures, and at the
same time demonstrated little mutual trust, respect or warmth. The principals were
aloof to their staff, did not model appropriate behaviours or supervise teachers and
were largely inconsiderate of staff opinions and needs. Even if teachers did not feel
disengaged, their esprit and intimacy were low.

5.2. Control Style

The control style is characterized by a perception of very high managerial control
and feelings of hindrance and disengagement. The leadership style was particularly
high in production emphasis, initiating structure and hindrance, but low in considera-
tion and relationships. The principals strongly emphasized the achievement of school
goals, the establishment of organizational structures and procedures, and tight super-
vision of teachers. They ignored teachers’ individual needs and showed no interest
in principal-teacher relationships. They depended heavily on regulations and rules to
run the school and did not act as positive role models. The teachers felt overburdened
by unnecessary work and the schools were largely ineffective.

5.3. Commitment Style

The commitment style was characterized by a positive pattern of teachers’
and principals’ behaviours. The school was high in perceived effectiveness, prin-
cipals’ thrust, consideration, initiating structure, relationships, and teachers’ esprit
and intimacy—and low in principals’ aloofness and teacher disengagement. The
principals’ leadership style was balanced, emphasizing both initiating structure and
relationships. The principals were not perceived as aloof, but they paid attention to
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Table 13.2: Contextual Influence and Formation of School Leadership and Environment

Characteristics of
Types of School Principals’ Potential Contextual/ Potential Principals’TT
Environment Leadership Societal Influences Personal Factors

Headless � Low Initiative
� Low Relationships

Societal Factors:
� Homogeneous in salary structure,

resources input, staffing,
curriculum, teacher-class, etc.

� Lack of professional training for
principals

� Professional training is not
necessary for teachers

� Decision making highly centralized
in schools

� No clear school accountability
system

� “Depressive”
personality

Control � High Initiative
� Low Relationships

Societal Factors:
(Same as above)

� “Compulsive”
personality

Commitment � High Initiative
� Low Relationships

Societal Factors:
(Same as above) � “Commitment”

personality
Disengagement � Slightly Low Initiative

� Slightly Low
Societal Factors:

(same as above)
School-site Factors:

� Existing poor social norms among
teachers

� “Mediocre”
personality

teachers’ individual needs and tried to act as positive role models for teachers. The
teachers seemed committed, had high morale, accomplished their duties enthusias-
tically and were willing to commit maximum effort to achieve school goals. And
although they worked hard, they did not feel overloaded.

5.4. Disengagement Style

The disengagement style was characterized only by high teacher disengagement
but low esprit and intimacy. The teachers seemed uninvolved and uncommitted to
their schools. They exhibited annoying mannerisms, socialized in small select groups,
exerted group pressure on others, asked nonsensical questions in faculty meetings and
sought special favours from the principal. Teacher morale was low; teachers were
unwilling to collaborate with others or to devote more time to student problems.
The principal’s leadership style was slightly lower and principals’ aloofness, produc-
tion emphasis, consideration and thrust were moderate. The principals did not show
contrasting characteristics in terms of leadership behaviour. Their performance was
‘moderate’ when compared with other principals and their schools were not perceived
as effective in terms of the schools’ productivity, adaptability and flexibility.

5.5. Contextual Influence and Formation of School Leadership

Table 13.2 summarized Cheng’s (1991) findings and the relationship of the char-
acteristics of principals’ leadership to the potential contextual or societal influence
and principals’ own personal factors.

As mentioned above, all 64 secondary schools operated within the same soci-
etal culture and context. Except for a mandatory nine-day induction training for new
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principals, there was a lack of pre-service professional leadership or administrative
training and there was no further requirement for principals to engage in any contin-
uous professional development. Traditionally, decision-making at the site-level was
highly centralized in the hands of school principals or school supervisors. Teachers
had few opportunities to participate in school decision-making. It should also be
noted that in 1980s and 1990s there was no clear and systematic school account-
ability system to ensure the performance of the Hong Kong schools and principals,
even though all these schools were funded by the public. In addition, almost 45%
of the graduate teachers in secondary schools had received no formal professional
training at the beginning of 1990s (Cheng, 1991). Many teachers did not select
teaching as their first-choice career but moved into teaching for a range of different
reasons.

Within a societal culture which appears to place a low value on professionalism, itWW
is perhaps not surprising that there were diverse styles of principals’ leadership which
mainly depend on principals’ personal factors and school-site level factors. As Kets de
Vries & Miller (1986) contended, the personality of a leader can greatly influence his
or her management strategy and the school culture. In terms of their theory, the head-
less style of organizational environment may be due to the ‘depressive’ personality
of principals. This personality is characterized by a lack of self-confidence and ini-
tiative, feelings of powerlessness and hopelessness, and a tendency to be dependent
and avoidant. Principals with this personality “adopt a passive orientation, shying
away from action and becoming reclusive” in management (p.271). Therefore, an
atmosphere of passivity and purposelessness may be developed inside the schools.
Furthermore, some principals may lack the necessary administrative, human rela-
tions, conceptual and technical skills to organize the school or to handle complicated
human relationships (Dill, 1984). Hence ‘no leadership’ may be a result of the lack
of professional competence. The lack of a clear school accountability system may
be another reason for the incompetent principals to reinforce their avoidance of
leadership.

Some principals’ personalities are ‘compulsive’ (Kets de Vries & Miller, 1986).
In other words, they “see relationships in terms of dominance and submission; they
insist that others submit to their ways of doing things”. They are also “attracted
by routines and find it difficult to deviate from planned activity” and “demonstrate
an excessive concern about order, organization, and efficiency” (p.274). Obviously,
this kind of personality fits neatly with a control style of organisational environ-
ment. In Hong Kong, principals often have the power and authority to control every-
thing in schools, and teacher participation depends mainly on the principal. There-
fore, it is not difficult for some principals to develop a control style environment in
schools.

On the other hand, if some principals have committed and balanced personalities,
and have received appropriate training, they may have a fuller understanding of school
leadership and management, and a comprehensive repertoire of skills to lead their
schools. Therefore, their leadership profile can be more balanced in terms of tasks and
people orientations, and their school environment can become more in a commitment
style when compared with other schools.

In addition to personal factors, school level factors such as existing social
norms are also important to the formation of school leadership and environment.
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The identified disengagement style is very similar to what Hoy and Clover (1986)
called “disengaged climate”. They found that “it should not be surprising for some
schools to have principals who are supportive, concerned, flexible, facilitating, and
non-controlling and yet the faculty is divisive, intolerant, apathetic, and uncommit-
ted . . . Despite the leadership of the principal, the faculty is uncommitted to the
task at hand” (p.107). The lack of professionalism among some teachers in Hong
Kong can easily contribute to the formation of such a disengagement style of schoolKK
environment. Principals with ‘mediocre’ personalities and without sufficient profes-
sional training may find it difficult to change existing teachers’ social norms and, as
a consequence, may find themselves being shaped by these norms.

The above discussion supports the social-psychological perspective of societal
influence on principal leadership. Within the same societal culture and constraints,
there may be diverse characteristics of principals’ leadership due to interactions be-
tween potential principals’ personal factors and school-site level factors with the
societal and contextual factors. The above evidence also supports the inclusion of
concepts of multi-level cultural influences and their interaction in the comparative or
cross-cultural analysis of school performance, educational effectiveness and leader-
ship (see Cheng, 2000b).

6. PRINCIPALS’ LEADERSHIP IN YUKL’S TAXONOMY

Based on Yukl’s (1989, 1994) taxonomy, Chan, Cheng & Hau (1991) mapped
the characteristics of principal leadership in terms of 20 leadership functions in a
sample of 208 aided secondary schools in Hong Kong in 1991. In their study, they
questioned whether there were any differences in leadership profile between schools
with high teachers’ and principals’ satisfaction, and those with comparatively low
satisfaction levels. Their findings allowed them to identify two groups of schools, as
follows:

1. Schools in which both teachers’ and principals’ satisfaction were low (46
schools, denoted as the Lt-Lp type)

2. Schools in which both teachers’ and principals’ satisfaction were high (60
schools, denoted as the Ht-Hp type)

The comparison of perceived leadership patterns between the Lt-Lp type and
the Ht-Hp type are summarized in Table 13.3 and Figure 13.2. Regardless of the
perception of teachers or principals, the Ht-Hp type of schools was significantly
different from the Lt-Lp type on most of Yukl’s (1989) 20 dimensions. For those
schools with high teachers’ and principals’ satisfaction, the principals’ leadership
seemed stronger compared with those principals in schools of comparatively lower
satisfaction.

These profiles (see Figure 13.2) map some important characteristics of Hong
Kong secondary school principals. These are explained below.KK

6.1. Strengths of Principals’ Leadership Skills

The principals were consistently perceived by themselves and teachers across
the two groups as relatively strong in leadership components such as Co-ordinating,
Autonomy-Delegation and Praise-Recognition. The principals clearly informed
teachers about their duties, responsibilities, rules and policies. They delegated
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Figure 13.2: Profiles of Leadership in Yukl’s Taxonomy (Grouping based on Teachers’ and Principals’
Composite Satisfaction)

authority and responsibility to carry out different policies or activities and were
friendly, supportive, and considerate towards teachers. They also provided praise and
recognition to teachers who had made special contributions to the school.

6.2. Weaknesses of Principals’ Leadership Skills

The principals were consistently perceived by themselves and teachers across the
two groups as relatively weak in Criticism-Discipline, Goal Setting, Inspiration and
Culture Building, and Representation. They rarely criticized or disciplined teachers
who showed consistently poor performance or violated rules. The principals seldom
emphasized the importance of setting specific performance goals for teachers or
developing personal action plans. They seldom stimulated enthusiasm among teach-
ers for school goals and rarely modelled appropriate values and behaviours. The
principals also neglected to establish contacts outside the school.

6.3. Difference in Perceptions between Teachers and Principals

Figure 13.2 shows two clear and consistent differences between the perceptions
of teachers and principals in Decision Participation and Information Dissemination.
Principals believed that they consulted with teachers in making decisions related to
school policy and provided opportunities for broad participation. Furthermore, the
principals felt that they kept the teachers informed about developments or decisions
made by higher management that might affect their work. However, teachers held
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Table 13.3: Profiles of Leadership in Yukl’s Taxonomy

Group Mean

Perceived by Teachers Perceived by Principals

DIMENSIONS OF Lt-Lp Ht-Hp Lt-Lp Ht-Hp
LEADERSHIP Group Group Difference Group Group Difference

Performance Emphasis 4.4 4.8 0.4* 5.3 5.6 0.3

Consideration 4.3 5.5 1.2* 6.1 6.4 0.3

Inspiration and Culture
Building

4.0 5.0 1.0* 5.5 6.2 0.7*

Praise-Recognition 4.3 5.1 0.8* 6.0 6.3 0.3

Structuring Reward
Contingencies

4.1 4.8 0.7* 5.5 5.9 0.4*

Decision Participation 3.9 4.7 0.8* 5.8 6.3 0.5*

Autonomy-Delegation 4.5 5.1 0.6* 5.6 6.2 0.6*

Role Clarification 4.5 5.1 0.6* 5.5 6.1 0.6*

Goal Setting 3.8 4.2 0.4* 4.7 5.3 0.6*

Training-Coaching 4.2 4.9 0.7* 5.5 6.0 0.5*

Information Dissemination 3.9 4.6 0.7* 5.6 6.1 0.5*

Problem-Solving 4.2 4.9 0.7* 5.5 6.2 0.7*

Planning 4.1 5.0 0.9* 5.5 6.0 0.5*

Coordinating 4.4 5.2 0.8* 6.0 6.4 0.4*

Work Facilitation 4.1 4.9 0.8* 5.6 6.1 0.5*

Representation 4.0 4.7 0.7* 5.4 5.9 0.5*

Interaction Facilitation 4.1 5.1 0.8* 5.7 6.4 0.7*

Conflict Management 4.0 4.7 0.7* 5.7 6.2 0.5*

Criticism-Discipline 3.9 3.9 0.0 4.7 5.0 0.3

Change Facilitation 4.0 4.7 0.7* 5.5 5.9 0.4*

*p < 0.05, **p < 0.01, ***p < 0.001

contradictory views. They felt they had little opportunity to participate in decision-
making and were not informed about important developments and decisions related
to their work.

The leadership strengths of Hong Kong secondary school principals were that
they were competent managers who were concerned with the operational aspects
of school management and familiar with the traditional leadership skills such as
coordination, role clarification, consideration and delegation in a face-face daily
situation (Zaleznik, 1977). From the alternative perspective of leadership, their gen-
eral weaknesses were in goal setting, inspiration, culture building and school image
building—all of which reflect a lack of cultural, strategic and environmental leader-
ships (Chapter 9; Schein, 1992; Sergiovanni, 1984).

If the contextual and cultural factors as previously discussed are considered, it
is not difficult to understand the formation of principals’ strengths and weaknesses.
Given that most principals had received little training, and had been promoted on
the grounds of seniority and past experience, it is perhaps unsurprising that they
concentrated on operational aspects of school functioning and had little knowledge of
cultural leadership. The Hong Kong school system was (and still is) heavily driven by
public examinations and therefore most principals and teachers concentrated on these
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Table 13.4: Effective and Ineffective Instructional Leadership Profiles

Schools with
Actual mean Schools with effective ineffective

of all sampled schools instructional leadership instructional
(N=60) (N=18) leadership (N=18)

Framing school goals 4.440 4.70 3.98

Communicating school goals 4.481 4.71 4.05

Supervising and evaluating
instruction

4.485 4.70 4.08

Coordinating curriculum 4.237 4.42 3.86

Monitoring student progress 4.284 4.42 3.97

Protecting instruction time 4.515 4.88 4.12

Promoting instructional
improvement and professional
development

4.425 4.83 3.94

Encouraging decision participation 4.215 4.69 3.75

Maintaining high visibility 4.646 4.93 4.27

Providing incentives for teachers 4.184 4.43 3.74

Enforcing academic standards 4.617 4.88 4.32

Providing incentives for learning 5.143 5.39 4.76

examinations, the completion of heavy subject curricula, assignments and exercises.
They easily then ignored the importance of school vision and goals as well as their
implications for the school’s long-term development.

7. PRINCIPALS’ INSTRUCTIONAL LEADERSHIP

Based on Hallinger (1983) and Pitner & Charter (1984), Chan and Cheng (1993)
measured the instructional leadership of principals in terms of 12 instructional lead-
ership functions in a sample of 60 Hong Kong secondary schools. They further used
the teachers’ sense of efficacy, sense of community and professional interest to dif-
ferentiate effective and ineffective profiles of instructional leadership as shown in
Table 13.4 and Figure 13.3.

Figure 13.3 shows that almost all the twelve instructional leadership functions
had a mean score of between four to five. These scores indicate that teachers only
somewhat agreed that their principals were taking the role of an instructional leader.
The low scores in most of the instructional leadership functions may be due to the
fact that the role of secondary school principals is diversified. The principals oftenff
acted more as a financial or personnel manager, rather than an instructional leader.
Once again, the centralized curriculum structure in Hong Kong might reduce the
importance of the principal as an instructional leader. Academic co-ordinators and
subject panels in the schools might fulfil most of the duties for coordinating the
curriculum and monitoring student progress. This was reflected in the relatively low
scores in these two instructional leadership functions as shown in the profile.

Among the 12 instructional leadership functions, the principals scored con-
sistently high (across the three profiles of effective, ineffective and all sampled
schools) in Maintaining High visibility, Enforcing Academic Standards, and Pro-
viding Incentives for Learning. These three functions are included in the dimension
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Figure 13.3: The Profiles of Effective and Ineffective Instructional Leadership

of promoting a positive school learning climate. The principals emphasized the aca-
demic performance of students with aims to increase the students’ learning mo-
tivation. They maintained a high visibility in order to communicate priorities for
academic achievements and created reward systems to reinforce achievements and
efforts. They also established clear and explicit standards that embodied the school’s
expectations of students. As mentioned above, the Hong Kong schools were driven
heavily by the public examinations; therefore, it is not surprising that the prin-
cipals emphasized these three leadership functions in order to promote academic
achievement.
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The principals were weakest in Providing Incentive for Teachers and Encouraging
Decision Participation. The salary structure for Hong Kong teachers was rigid and
promotion opportunities limited—principals had little discretions to reward teachers.
As discussed previously, school principals might not have been trained to be sensitive
to the psychological needs of teachers and so ignored the power of non-monetary
incentives to motivate teachers. All this might explain why the principals were weak in
providing incentives for teachers. In other words, they lacked expertise in cultural and
transformational leadership. Consistent with Chan, Cheng and Hau’s (1991) study,
the principals were weak in encouraging decision participation. This was due to the
longstanding Hong Kong tradition of decision-making being highly concentrated in
the hands of senior management.

8. PRINCIPALS’ FIVE LEADERSHIP DIMENSIONS

Based on the alternative perspectives of leadership, Cheng (1994) and Tam &
Cheng (1995) used the conception of five leadership dimensions including human,
technical, political, cultural and educational leadership to investigate the principals’
leadership in Hong Kong primary schools. Later, Cheng & Cheung (1999), Shum
& Cheng (1997) and Kwok, Lo, Ng & Cheng (1997) used the same conception
to study the characteristics of principals’ leadership in secondary schools. Each of
these studies found that principals’ leadership profiles in both secondary and primary
schools show similar characteristics consistently across years. In order to have a
consistent focus on aided secondary schools, the most updated study by Cheng &
Cheung (1999) was used as the basis for the following discussion.

Cheng & Cheung (1999) conducted their study with a sample of 57 Hong Kong
aided secondary schools. The characteristics of principals’ leadership profiles in the
five leadership functions are summarized in Table 13.5 and Figure 13.4. The strengths
and weaknesses of the profiles are now discussed.

8.1. Strengths in Principals’ Leadership Dimensions

The principals were clearly strong in Educational Leadership and Structural
Leadership, and moderate in Human Leadership. As an educational leader, they em-
phasized educational achievements, encouraged professional development and teach-
ing improvement, diagnosed educational problems, and gave professional opinions
and guidance on school instructional matters. These findings are quite consistent
with those in the above instructional leadership profile.

Table 13.5: Principals’ Leadership in Five Functions

Transformed means
Leadership functions (Secondary Schools)

Human leadership 50.00
Structural leadership 53.50
Political leadership 47.00
Cultural leadership 48.17
Educational leadership 54.17
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In Hong Kong, academic achievements and public examination outcomes were
often perceived as the most important indicator of school performance. Therefore,
school principals were most concerned with academic achievements and curriculum
completion. As a structural leader, the principals attempted to develop school struc-
ture and policies and define clear roles and duties for school members. They would
delegate and hold teachers accountable for their student results, and provide suitable
technical support to plan, organize, coordinate, and implement policies in school.
They were also, in general, supportive of staffs and attempted to enhance their sat-
isfaction and encourage positive interpersonal relationship. All these are similar to
the characteristics described in Chan, Cheng & Hau’s (1991) study. Comparatively,
the Hong Kong secondary school principals were mostly proficient operational man-
agers and familiar with the traditional leadership skills such as coordination, role
clarification, recognition, consideration and delegation.

8.2. Weaknesses in Principals’ Leadership Dimensions

On the other hand, the principals were comparatively weak in Political Leadership
and Cultural Leadership. They were not very effective at building alliances with
internal and external stakeholders and had difficulties in resolving conflicts among
school constituencies. Without encouraging teaching participation, they also had
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difficulties in building teachers’ ownership, loyalty and commitment to the school.
These findings are quite consistent with the observations in the above two sections
on principals’ profiles. The principals seemed to lack inspirational and charismatic
qualities needed to inspire and motivate performance beyond expectation. In short,
most principals seemed unable to construct a school culture with a clear vision and
a mission capable of transforming the school.

9. CONCLUSION

In tackling the challenges of a rapidly changing educational environment, the
educational aims and tasks of schools become much more complicated, demanding
and uncertain. As school leaders must deal with these challenges, principal leadership
becomes crucial for leading changes and enhancing school effectiveness and educa-
tional performance. Therefore, an understanding of the characteristics of principal
leadership and its relationship with the influence of societal culture and contextual
factors is necessary for ensuring leadership development and professional trainingff
to be worthwhile. The leadership of Hong Kong secondary school principals as dis-
cussed in this chapter provides an interesting case to illustrate and understand the
characteristics of principals’ leadership in relation with societal culture.

Through integrating the findings of a number of Hong Kong studies over the
past decade, this chapter has examined the characteristics of Hong Kong secondary
school principals’ leadership through both the traditional and alternative leadership
frameworks. These included the classical duality of leadership, Yukl’s leadership
taxonomy, instructional leadership, and the five leadership dimensions. With the
help of these frameworks, a more comprehensive perspective can be achieved to
understand school principals’ leadership.

Based on the conception of five leadership dimensions, the findings of Cheng
and Cheung (1999) are interestingly consistent with Cheng (1994), Tam & Cheng
(1995), Cheng & Cheung (1999), Shum & Cheng (1997) and Kwok, Lo, Ng & Cheng
(1997) across years and across different samples of primary and secondary schools.
Furthermore, the findings are also congruent with the observations and analyses in
previous studies (Cheng, 1991; Chan, Cheng, & Hau, 1991; Chan & Cheng, 1993).
These findings support the importance of the five-dimensional leadership to current
education reforms in the Asia-Pacific Region, as indicated in Chapters 9 & 11.

In total, the findings from the different leadership frameworks consistently con-
verge toward a conclusion that the characteristics of secondary school principals in
Hong Kong tend to be a ‘manager’ type with comparatively strong performance in
structural and educational leaderships. However, from the alternative perspective,
they tend to be weak in political leadership and cultural leadership. They may also
have difficulties in performing as transformational and strategic leaders in a rapidly
changing educational environment in the new century, as indicated in Chapter 9.

The formation of the characteristics of the leadership of Hong Kong school
principals is complicated, involving numerous factors at individual, school-site, and
societal levels. From the social-psychological perspective, the formation of a leader-
ship profile should involve the interactions between societal and contextual culture
and school principals’ personal factors.

From the findings of Cheng (1991), we can see that societal culture, contextual
influence and the principals’ personal attributes can play different yet critical roles



316 NEW PARADIGM FORPP RE-ENGINEERING EDUCATION

in shaping the diversity of school leadership even within the same societal system
like Hong Kong. There are some cultural and contextual conditions typifying Hong
Kong education, such as:KK
� The homogeneity in school organizational structure and resource inputs,
� The centralized and standardized curriculum structure,
� The over-emphasis of public examinations, the lack of professional training for

principals,
� The lack of professionalism among teachers,
� The lack of a clear school accountability system,
� The highly centralized decision-making in schools,
� The lack of a clear accountability system; and
� The lack of structured principalship training.

All the societal conditions are providing the ground which shapes the charac-
teristics of principals’ leadership. Without understanding these characteristics and
their relationship to the societal and contextual culture and constraints, any effort to
promoting principals’ leadership development may result in failure.

Obviously, this chapter provides only an initial effort to explore this important
and complicated leadership issue through integrating a numbers of studies across
years and across different leadership conceptions. Further investigation with more
sophisticated frameworks is necessary to explore the influence of societal culture on
principals’ leadership. Probably, as suggested in Cheng (2000b), the inclusion of a
multi-level culture framework for comparative study of school leadership may be one
of the possibilities.

This chapter was adapted from: Cheng, Y. C. (2000). The characteristics of Hong
Kong school principals’ leadership: The influence of societal culture.KK Asia-Pacific
Journal of Education, 2JJ 0(2), 68–86.
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Chapter 14

EVALUATING SCHOOL EFFECTIVENESS

Conceptualization and Practical Dilemmas

In current education reforms in the Asia-Pacific Region and its counter-parts,
strategic management, organizational learning, action learning, development plan-
ning, and knowledge management become necessary to respond to the increasing
challenges and demands in the fast changing education environment (Chapters 2 &
11; Cheng, 2003; Davies & Davies, 2003; Hill & Crevola, 2003; Seddon & Cairns,
2002; Robinson, 2002). Among these initiatives, how to monitor school effectiveness,
accumulate the necessary knowledge, and plan the effective actions for improving
educational practices and services has often been the core issues.

The aim of this chapter is to illustrate the existing conceptual and practical
possibilities and dilemmas in developing a framework for monitoring school ef-
fectiveness. It is hoped that the discussion and related implications can contribute
to the enhancement of school effectiveness and implementation of educational
reforms.

1. CONCEPTUAL POSSIBILITIES AND DILEMMAS: MULTIPLE
SCHOOL FUNCTIONS

To different people, the definition of school effectiveness may be very different.
Also, school effectiveness is often confused with the term “school efficiency”. The
critical elements of effectiveness conceptualization such as “what criteria”, “whose
criteria”, “effective for whom”, “who to define”, “how to evaluate”, “when to eval-
uate”, and “under what environmental constraints” are often problematic, because
there seems to have no standard elements accepted by all concerned constituencies
for evaluation (Cheng, 1993a; 1996a). Particularly, a school acts as an organization
in a changing and complicated social context, bounded with limited resources and
involving multiple constituencies such as education authorities, school administra-
tors, teachers, students, parents, taxpayers, educators, and the public. The people
concerned always have different interpretations about school functions and goals:
some regard the short-term effects as important, the others emphasize the long-term
function; some stress the function on social integration, the others pay attention to
personal growth.

In such a social context, understanding school effectiveness is quite difficult if
without any discussions about school functions. To different education functions or
goals, schools may have different performance and effectiveness. For example, some
schools may be good at helping students’ personal development but some other
schools may be excellent in producing competent technicians for meeting the needs
of the community. Therefore, it is necessary to clarify what aims and functions of
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schools we want to pursue before we can discuss what school effectiveness should
be expected, and how it can be evaluated and monitored.

1.1. Multiple School Effectiveness

As indicated in Chapter 2, Cheng (1996a) provided a comprehensive analysis
of the multiplicity of school functions and classified the potential school functions
into five types: technical/economic functions, human/social functions, political func-
tions, cultural functions, and educational functions. For the details of these functions,
please refer to Chapter 2 or Cheng (1996a). Accordingly, there are five types of school
effectiveness, depending on the extent to which schools can perform these functions
well at individual, institutional, community, society and international levels. They are
technical/economic school effectiveness, human/social school effectiveness, political
school effectiveness, cultural school effectiveness, and educational school effective-
ness at five different levels.

1.2. Long-Term and Short-Term School Effectiveness

If time span for producing effects is also taken into consideration, school effec-
tiveness may be further divided into two types: long-term effectiveness and short-term
effectiveness. Long-term effectiveness refers to the contributions or effects of a school
that happen and continue after a long time (e.g., more than a few years). Long-term
school effectiveness is often important to the sustainable development of individuals,
the school and the society, even though they may not be so obvious in a short time.
For example, if a school’s alumni can continuously and significantly contribute to the
leadership of the society at different levels in the long-run, this school can be consid-
ered to have long-term effectiveness. In general, the long-term school effectiveness
may go beyond the school-site level.

Short-term effectiveness refers to the contributions or effects of a school that
occur explicitly in a short time (e.g., a few months or a few years). Results in the
public examinations or academic competitions are often used to measure the short-
term school effectiveness. In general, monitoring school-term effectiveness is often
concerned with the effects of a school at individual and institutional levels.

In general, for each type of the technical/economic, human/social, political,
cultural, educational school effectiveness, there may have both long-term and short-
term effectiveness, even though comparatively short-term effectiveness is easier to
be identified particularly at the individual level or the institutional level.

As discussed in Chapter 2, there are three types of education effectiveness to
be pursued in the three waves of education reform, including internal effectiveness,
interface effectiveness and future effectiveness. Internal effectiveness refers to the
extent of a school achieving the planned goals through internal improvement. It is
often short-term. Future effectiveness that refers to the relevance of education to the
future needs of individuals and the society is clearly a type of long-term effectiveness.
Interface effectiveness refers to the extent of a school satisfying stakeholders’ needs
and being accountable to the local community. It may be a type of middle-term
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effectiveness with the effecting time span happens between the short-term and long-
term.

1.3. School Effectiveness and School Efficiency

When the discussion is mainly in terms of non-monetary inputs or processes
(e.g., number of textbooks, classroom organization, professional training of teachers,
teaching strategy, learning arrangements, etc.), the comparison of output function to
non-monetary input (or process) may be called “School Effectiveness”. If the discus-
sion is mainly in terms of monetary input (e.g., 1000 dollars input per student, cost
of books, salary, opportunity cost, etc.), then the comparison between school output
function and monetary input may be called “School Efficiency ”. With taking into
the consideration of the five types of school effectiveness at five levels, school effi-
ciency may be similarly classified into 25 categories including technical/economic
efficiency, human/social efficiency, political efficiency, cultural efficiency, and edu-
cational efficiency at the individual, institutional, community, society, and interna-
tional levels. This classification helps to clarify what kind of effectiveness is under
discussion.

1.4. Conceptual Possibilities from the School Effectiveness Typology

From the above typology of school effectiveness/efficiency, the conceptual pos-
sibilities of monitoring school effectiveness can be summarized in a matrix as
shown in Figure 14.1. The use of this matrix in conceptualizing monitoring can be

Technical/
Economic

Effectiveness

Long-term

Short-term

International

       Society

Community

Institutional

Educational
Effectiveness

Cultural
Effectiveness

Political
Effectiveness

Human /
Social

Effectiveness

Figure 14.1: Conceptual Possibilities from the School Effectiveness Typology
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explained as follows:
1. In What Types Effectiveness to be Monitored: No matter whether at the school

level or the system level, the practitioners or stakeholders should first clarify
what types of school effectiveness to be monitored and assessed, among theww
five types of school effectiveness (technical, human, political, cultural, and
educational school effectiveness), and for what purposes. Among internal
effectiveness, interface effectiveness and future effectiveness, which one is
the focus for monitoring? Why not all of them are chosen for assessment?

2. At What Levels Effectiveness to be Monitored: There are five levels of school
effectiveness, ranging from the individual level to international level. Even
though people often focus on monitoring effectiveness at the individual and
institutional levels, recently policy-makers are more concerned with the ef-
fectiveness at the society and international levels particularly when they are
facing international competitions in the areas of economic and political de-ff
velopments. Therefore, the stakeholders should identify at what levels school
effectiveness to be monitored and for what purposes;

3. In What Time Frames Effectiveness to be Monitored: As discussed above,
school effectiveness may be divided into short-term and long-term effective-
ness. The monitoring methods of these two types of effectiveness may be very
different. Traditionally, people pay attention only to the short-term school ef-
fectiveness because it is more explicit and easy to be monitored. But now,
people become concerned with the contributions of school education to the
long-term developments of the society from the individual level to interna-
tional level. The stakeholders have to decide what time frames should be used
in planning and practice of monitoring school effectiveness.

4. Either Effectiveness or Efficiency to be Monitored: The stakeholders should
decide which one between school effectiveness and school efficiency to be
monitored and assessed and for what purposes. If there is a stronger con-
cern with funding or financial implications for achieving planned goals from
the findings of school monitoring, probably the stakeholders would be inter-
ested more in school efficiency. If the stakeholders are more concerned with
the explicit and implicit impacts and outputs of schools, they may pay more
attention to monitoring school effectiveness. It is clear that to different con-
cerns, the findings and implications from monitoring would be different to
policy-making particularly at the system level.

5. Conceptualization Strategies: According to the above considerations, we may
propose the following strategies to conceptualize the monitoring of school
effectiveness:
(1) The single type and single level strategy: This strategy is simple with the

conception focusing on a certain type of school effectiveness (e.g., tech-
nical effectiveness) at a certain level (e.g., individual level). For example,
to study the influence of schools on students’ learning achievements. This
strategy is often used in the traditional monitoring because it costs less
and it is easier to carry out.

(2) The single type and multi-level strategy: The focus of this strategy lies on
a particular type of school effectiveness (e.g., economic or political effec-
tiveness), but involves two or more levels (e.g., individual, institutional,
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community and societal level). Compared with the single type and single
level strategy, this strategy is more complex, and has the opportunity to
understand the relationship between levels. The findings may be useful
to understand how a certain school effect (e.g., political effectiveness)
can be perpetuated from one level (e.g., school level) to other levels (e.g.,
community level).

(3) The multi-type and single level strategy: This strategy focuses on more
than one type of school effectiveness and their inter-relationships (e.g., to
study school’s technical effectiveness, political effectiveness and cultural
effectiveness, and their inter-relationships) at a particular level (e.g., at
individual level). This strategy can provide the opportunities to understand
whether one type of school effectiveness (e.g., technical effectiveness)w
is congruent or conflicting with other types (e.g., political or cultural
effectiveness) and identify what approaches would be used to manage the
different school functions and enhance their effectiveness. For example,
if we understand that these types of effectiveness are congruent with
each others, it means that we can enhance one type of effectiveness (e.g.,
technical effectiveness) without tradeoff to other types (e.g., political or
cultural effectiveness).

(4) The multi-type and multi-level strategy: This strategy includes multi-
types and multi-levels of school effectiveness. Obviously, it is more com-
prehensive and sophisticated than the above strategies. It can provide
opportunities to understand how different types of school effectiveness
are related and how school effectiveness varies across different levels. The
findings may provide more powerful and sophisticated implications for
education reforms, school management, and educational practice to en-
sure congruence between school functions across and maximize multiple
types of school effectiveness. Of course, more resources and time will be
needed and the research design will be more complicated for this strategy.

(5) The inclusive time frame strategy: Time frame can be taken in monitoring
school effectiveness. Short-term and long-term considerations can be
added into the above five types of school effectiveness. In other words,
each of the above strategies can further involve short-term and long-term
considerations. For example, the single-cell and single-level strategy can
be used to monitor both the short-term and long-term effectiveness of
schools.

(6) The efficiency consideration strategy: If the monitoring of school effec-
tiveness involves the consideration of monetary input, the concept of
school efficiency should be used and therefore, strategies 1 to 5 can be
employed in terms of school efficiency in monitoring.

1.5. Conceptual Dilemmas from Multiple Effectiveness

1.5.1. Different Stakeholders

To different people or stakeholders, the expectations of school effectiveness
are often different. Some people may be more concerned with the technical and
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economic effectiveness but others with the political effectiveness. Some people may
pay attention to the effectiveness at the individual level but others may focus more on
the functions at the community level or society level. Even though in the past years
school effectiveness at the international level might not attract much attention, there
seems to be a growing concern about it in recent years particularly in a context of
globalization (Chapter 1; Beare & Slaughter, 1993).

1.5.2. Different Disciplines

To different academic disciplines, the emphasis on types and levels of school
effectiveness may be different too. For example, school effectiveness at the indi-
vidual level may receive more attention in educational psychology. To sociology of
education, school effectiveness at the society level, particularly those related to so-
cial mobility, equality of education and stratification of social classes, may attract
more attention and concern. Obviously, economics of education often focuses on
the economic effectiveness or impacts of school education at different levels. In the
field of school management or organizational behavior, school effectiveness at the
institutional level is inevitably the major topic of study. Obviously different academic
disciplines have different foci, when they are used to conceptualize, interpret, assess
and monitor school effectiveness.

1.5.3. Drawbacks from Narrow Conceptions

Based on different beliefs and emphases on the types of school effectiveness,
different strategies or policies are usually proposed for school management and
improvement. Traditionally, people often focus narrowly on a few types of school
effectiveness such as technical effectiveness and social effectiveness at the individual
level, and they ignore the other types of effectiveness. The ignorance of a wide
spectrum of school effectiveness inevitably sets a tight limit to policy-making and
management effort for school improvement. It is not a surprise that if an education
policy is mainly based on the beliefs about technical effectiveness at the individual
level, it may not be able to improve the cultural or social effectiveness at the individual
level or other levels.

1.5.4. Complicated Relationship between Types of School Effectiveness

It is important to point out that the relationships between the five types of school
effectiveness, between the five levels of school effectiveness, and even between ef-
fectiveness and efficiency may be very complicated, and not necessarily positive. A
school being high in technical effectiveness at the individual level does not necessar-
ily guarantee high technical effectiveness at the society level, although people often
assume the existence of such a positive relationship (Grosin, 1994). For example,
the success of some technical training in school does not imply high productivity for
the society if these skills learned in school are found to be outdated (or useless) in
students’ later career life.
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Furthermore, many studies from the radical sociological perspectives challenge
the traditional belief of schools’ “positive” functions on social mobility and equal-
ization. They pointed out that schools do not promote social equality and they often
carry on the inequality of social class (Blackledge & Hunt, 1985; Cheng, 1995b).
Therefore even though schools have higher technical effectiveness at the institutional
level, they do not necessarily have the effectiveness of promoting social equality as
expected. To a great extent, the relationship between technical effectiveness and social
effectiveness or cultural effectiveness is very controversial in the field of sociology
of education. Also, the relationship between technical effectiveness and technical
efficiency may not be simple and direct. It is often a hot topic for research in the field
of economics of education (Chapter 5; Cheng, Ng & Mok, 2002; Psacharopoulos,
1987).

In general, a school that performs high in a few of the 25 categories (five types and
five levels) of effectiveness may not also be high in the other categories. Furthermore,
the enhancement of one type of school effectiveness (e.g., social effectiveness) does
not necessarily promise an increase in the other four types. Similarly, increasing
school effectiveness at one level (e.g., institutional level) does not certainly result in
improvement of effectiveness at the other levels. This is a critical issue and dilemma
in current practice of monitoring school effectiveness in the Asia-Pacific Region
or other parts of the world. More research is needed to explore this issue if we
want to understand the complicated relationship between different types of school
effectiveness (Cheng, 1996a, 1996b).

2. CONCEPTUAL POSSIBILITIES AND LIMITATIONS: MULTI-MODELS

Even though there are five types of school effectiveness at five different levels,
models used by school practitioners to conceptualize, manage and achieve school
effectiveness at the school-based level (organizational level) may be very different,
including the goal and specification model, the process model, the absence of problem
model, the resource-input model, the satisfaction model, the legitimacy model, and
the organizational learning model (Cheng, 1996a). As indicated in Chapter 2, the first
three models are related to the efforts of internal effectiveness assurance of the first-
waveaa education reforms. And the last four models aim at the interface effectiveness
assurance of the second-wave education reforms.

The basic characteristics of the models are summarized in Table 14.1. Each
model represents a conceptual possibility for monitoring school effectiveness and it
has a different set of school-based indicators of effectiveness (Cheng, 1996a).

2.1.1. The Goal and Specification Model

This model is very often used in evaluating and monitoring school effective-
ness. The model assumes that there are clearly stated and generally accepted goals
and standards for measuring school effectiveness, and that a school is effective if
it can accomplish its stated goals with given inputs. This model is useful if the
school outcomes are clear and the effectiveness criteria commonly accepted by all
involved constituencies are available. The indicators of school effectiveness are often
objectives listed in school plans and program plans, particularly those related to the
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Table 14.1: Models of Monitoring School Effectiveness at the Site-Level

Conceptions of Indicators / Key Areas for
Effectiveness Conditions for Effectiveness Monitoring

Assurance Model Usefulness (e.g.)

First Wave Models
Goal and
Specification
Model

� Ensuring
achievement of stated
institutional goals and
conformance to given
specifications

� When institutional
goals and
specifications are
clear, consensual,
time-bound, and
measurable;

� When resources are
sufficient to achieve
the goals and conform
to the specifications

� Institutional objectives,
standards, and
specifications listed in
the program plans,
e.g. academic
achievements,
attendance rate,
dropout rate, etc.

Process Model � Ensuring smooth
internal process and
fruitful learning
experiences

� When there is a clear
relationship between
process and
educational outcomes

� Leadership,
participation, social
interactions,
classroom climate,
learning activities and
experiences, etc.

Absence of
Problems Model

� Ensuring absence of
problems and
troubles in the
institution

� When there is no
consensual criteria of
quality but strategies
for improvement are
needed

� Absence of conflicts,
dysfunctions,
difficulties, defects,
weaknesses, troubles,
etc.

Second Wave Models
Resource-Input
Model

� Ensuring
achievement of
needed quality
resources and inputs
for the institution

� When there is a clear
relationship between
inputs and outputs;
When quality
resources for the
institution are scarce.

� Resources procured
for institutional
functioning, e.g.
quality of student
intake, facilities,
financial support, etc.

Satisfaction
Model

� Ensuring satisfaction
of all powerful
constituencies

� When the demands of
the constituencies are
compatible and
cannot be ignored

� Satisfaction of
education authorities,
management board,
administrators,
teachers, parents,
students, etc.

Legitimacy Model � Ensuring
achievement of the
institution’s legitimate
position and
reputation

� When the survival and
demise among
schools must be
assessed

� When the
environment is very
competitive and
demanding

� Public relations,
marketing, public
image, reputation,
status in the
community, evidence
of accountability, etc.

Organizational
Learning Model

� Ensuring adaptation
to environmental
changes and internal
barriers

� Continuous
improvement

� When institutions are
new or changing;

� When the
environmental
changes cannot be
ignored

� Awareness of external
needs and changes,
internal process
monitoring, program
evaluation,
development planning,
staff development, etc.

Total Quality
Management
Model

� Ensuring total
management of
interface, internal
people and process
with outputs meeting
strategic
stakeholders’ needs

� The constituencies’
needs are compatible;
the technology and
resource are available
for total management

� Leadership, people
management,
strategic planning,
process management,
quality results,
constituencies’
satisfaction, impact on
society, etc.

Notes: from Cheng (1996a)
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quality of learning and teaching environment, academic achievements in the public
examinations, students’ attendance rate or dropout rate, etc.

The usefulness of the model is often limited because it depends on the clear,
measurable, time-bound, and all accepted goals that are often impossible. For ex-
ample, teachers may be more concerned with students’ development of character
and personality, but parents are more concerned with students’ examination achieve-
ments. Employers may emphasize those job-related attitudes and skills of students,
and policy-makers may be more concerned with school contribution to political sta-
bility or economic growth. It would be important to include a comprehensive set of
school goals and objectives when the goal model is used to assess school effective-
ness. However, given the limited resources, it is often very difficult for schools to
achieve multiple goals in a short time.

2.1.2. The Process Model

From a system perspective, the nature and quality of school process often deter-
mine the quality of output and the degree to which the school goals can be achieved.
Therefore, the process model assumes that a school is effective if its internal func-
tioning is smooth and “healthy”. Leadership, communication channels, participation,
coordination, adaptability, planning, decision-making, social interactions, school cli-
mate, teaching methods, classroom management and learning strategies are often
used as indicators of effectiveness.

As school process often includes management process, teaching process and
learning process, the selection of indicators may be based on these processes and clas-
sified into management effectiveness indicators (e.g., leadership, decision-making),
teaching effectiveness indicators (e.g., teaching efficacy, teaching methods), and
learning effectiveness indicators (e.g., learning attitudes, attendance rate). If there is
a clear relationship between school process and educational outcomes, this model
should be useful. To a certain extent, the current emphasis on leadership and school
culture to school effectiveness may reflect the importance of the process model
(Caldwell & Spinks, 1992; Cheng, 1994; Sergiovanni, 1984). The process model has
its limitations, such as the difficulties in monitoring processes and gathering related
data, but the focus has been put on means instead of ends (Cameron, 1978).

2.1.3. The Ineffectiveness Model

The model assumes that it is easier for the concerned school constituencies to
identify and agree on the criteria of school ineffectiveness than criteria of school effec-
tiveness. Also, strategies for improving school effectiveness can be more precisely
identified by analyzing school ineffectiveness as opposed to school effectiveness.
Therefore, this model is useful particularly when the criteria of school effectiveness
are really unclear but the strategies for school improvement are needed.

The indicators of ineffectiveness may include existing conflicts, problems, dif-
ficulties, defects, weaknesses, and poor performance. In general, many schools, par-
ticularly those new schools, are more concerned with overcoming obstacles to basic
school effectiveness than pursuing excellent school performance. This model may
be appropriate to them. For those practitioners such as school administrators and
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teachers, the ineffectiveness model may be more basic than the other models. It
seems that no “ineffectiveness” may be the basic requirements for effectiveness.
However, if people are more interested in high school performance, this model is not
sufficient.

2.1.4. The Resource-Input Model

The resource-input model assumes that scarce and valued resources input are
needed for schools to be effective. Therefore, inputs and acquisition of resources
become the primary criteria of effectiveness. Quality of student intake, facilities, re-
sources, and financial support procured from the central education authority, alumni,
parents, sponsoring bodies or any outside agents are important indicators of effec-
tiveness. This model is useful if the connections between inputs and outputs are clear
(Cameron, 1984) and the resources are very limited for the school to achieve goals.
Attraction of high quality student input is often assumed as a “necessary” condition
for some schools to become effective or achieve high academic performance in public
examinations. Obviously, this model has its defects because its over-emphasis on the
acquisition of inputs may reduce the effort and attention of the school to educational
processes and outputs. The acquired resources may become wasted if they cannot be
used efficiently to serve school functions.

2.1.5. The Satisfaction Model

Recently, there is a strong emphasis on quality in school education. The concept
of quality is in fact closely related to the satisfaction of clients’ or stakeholders’ needs
or the conformance to their requirements and expectations (Crosby, 1979; Tenner &
Detoro, 1992). From this point, the recent demands for education quality reinforce
the use of stakeholders’ satisfaction in monitoring and assessing school effectiveness.
The indicators of effectiveness are often the satisfaction of students, teachers, par-
ents, administrators, education authority, school management committee, or alumni,
etc.

This model assumes that the functioning and survival of a school are under the
influence of its strategic stakeholders (e.g., the principal, teachers, school manage-
ment board, education authority, parents, students and the public), and school actions
are mainly reactive to the demands of the stakeholders. Therefore, satisfaction of
these demands is the basic criterion for school effectiveness. If the demands of all
the powerful constituencies are compatible and the school has to respond to these
demands, this model may be useful in studying school effectiveness. If the demands
of powerful constituencies conflict and cannot be satisfied at the same time, the model
may not be appropriate.

2.1.6. The Legitimacy Model

In the current competitive education environment, schools have to compete se-
riously for resources and overcome internal barriers and face the external challenges
and demands for accountability and “value for money” (Education & Manpower
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Branch and Education Department, 1991; Education Commission, 1994). In order
to gain the legitimacy for resources and survival, schools have to show evidence of
accountability, satisfy the requirements of the community, and win the support of
important stakeholders. Along this line of thinking, the legitimate model suggests
that a school is effective if it can survive as a result of engaging in legitimate or
marketing activities. Therefore, the indicators of effectiveness are often related to the
activities and achievements of public relations and marketing, accountability, school
public image, reputation, or status in the community, etc.

The model is useful when the survival and demise among schools must be as-
sessed in a changing environment. The current emphasis on parental choice and
accountability in educational reforms in the Asia-Pacific Region and other Western
countries seem to support the importance of the legitimacy model in assessing school
effectiveness. Even though there is a strong interest in using market mechanism and
accountability system to enhance school effectiveness in the current education re-
forms, the knowledge of their relationship to the full spectrum of school effectiveness
is still underdeveloped. Therefore, we should pay attention to the potential limitations
of this legitimacy model when using it in educational reforms.

2.1.7. The Organizational Learning Model

Since the education environment is changing quickly, it seems that no static
factor or single practice can contribute to school effectiveness forever. Therefore,ff
how to deal with the environmental impacts and internal process problems is the
key question in determining a school’s effectiveness. The organizational learning
model assumes that a school is effective if it can learn how to make improvement
and adaptation to its environment. Whether the school and its members (particu-
larly, the administrators and teachers) can learn how to deal with the change and
reduce the internal hindrance is very important. The indicators of school effec-
tiveness may include awareness of community needs and changes, internal process
monitoring, program evaluation, environmental analysis, and development planning,
etc.

The model is particularly useful when schools are developing or involved in
educational reform particularly in a changing external environment. Obviously, the
usefulness of this model will be limited if the connection between organizational
learning process and school outcomes is not clear. For example, some old schools
have a strong tradition of prestige that can attract high quality student input. Even
though they may lack organizational learning, they can still win relatively high student
achievement and high school status.

2.1.8. The Total Quality Management Model

This model assumes that for long-term success, quality performance, or effec-
tiveness, total management of the internal environment and process to meet the needs
of key stakeholders is the key. The critical elements of total quality management in
school include strategic stakeholder focus, continuous process improvement, and
total involvement and empowerment of school members (Tenner & Detoro, 1992).
According to the total management model, a school is effective if it can involve and
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empower all its members in school functioning, conduct continuous improvement
in different aspects of the school process, and satisfy the requirements, needs, and
expectations of the school’s external and internal powerful stakeholders even in a
changing environment.

According to the famous Malcolm Baldrige Award framework or the European
Quality Award framework for total quality management, the key areas for assessing
school effectiveness may include leadership, people management, process manage-
ment, information and analysis, strategic quality planning, internal constituencies’
satisfaction, external constituencies’ satisfaction, operational results, students’ edu-
cational results, and impacts on society (Fisher, 1994; George, 1992).

Compared with other models, the total quality management model provides
a more holistic or comprehensive perspective to understanding and managing
school effectiveness. If the strategic constituencies’ needs and expectations are
compatible and the technology and resources are available for such a full span
of management in school, this model should be appropriate in monitoring school
effectiveness.

As discussed above, each of the eight models has its own strengths and limita-
tions. In different situations and different time frames, different models may be useful
for monitoring and managing school effectiveness. Comparatively, the organizational
learning model and the total quality management model seem to be more promising
for the achievement of multiple school functions at different levels in the long run in
a changing environment.

3. PRACTICAL POSSIBILITIES AND DILEMMAS

In the light of the above conceptualization, there are some important practical
possibilities and dilemmas in the design and implementation of monitoring school
effectiveness. Specifically, the design of types of evaluation, purposes of monitoring,
and choices of effectiveness indicators are key issues in the practice of monitoring
school effectiveness.

3.1. Functions of Effectiveness Indicators and Monitoring

The design of effectiveness indicators should serve the functions of assessing and
monitoring school effectiveness at the site level and at the system level. According
to Nuttall (1990), good indicators at the site level or system level can provide at least
one of the following types of information:
� Information that describes school performance at the site level and the system

level in achieving desired educational conditions or results.
� Information about the features of individual schools/the schools system known

to be linked with desired conditions and outcomes. The information helps school
members, policy-makers, educators, and the public to predict future performance
of the school/the schools system;

� Information that describes the enduring features of individual schools/the
schools system. The information helps policy-makers and educators better un-
derstand how individual schools/the schools system works and to assess the
implication of changes over time; and



EVALUATING SCHOOL EFFECTIVENESS 333

� Information that is relevant to education policy. This information provides insight
into current or potential problems in the school/the schools system that are of par-
ticular concern to policy-makers or that are susceptible to change through action.
Specifically, the information provided by the indicators can be used to monitor

the performance of school education at both the site level and the system level. At
the school-site level, the information got from monitoring school effectiveness with
using indicators can serve the following purposes:

(1) can be used to ensure school performance and effectiveness working towards
the planned school goals (functions) and education standards;

(2) can help the school to reflect school’s environment, reconsider school’s direc-
tion, re-establish policies, re-plan action programs, and reorganize structures;

(3) can help individuals, groups, and the school to learn, improve, and develop;
and

(4) can help the school to assure education quality and school accountability to
the public, students, and parents.

At the system level, the information can be used to ensure effectiveness of the
schools system, re-plan and develop the schools system, and assure the accountability
of the schools system to the public.

Basically, the above functions of monitoring effectiveness with using indicators
may be classified into two types:
� Formative Functions—for internal improvement and development; and
� Summative Functions—for accountability and assurance of education quality or

cost-effectiveness.

3.2. Practical Possibilities for Monitoring School Effectiveness

From the above discussion, the assessment and monitoring of school effective-
ness at the site-level or the system-level may involve the following basic considera-
tions in practice:
� The Choice of Indicators: What kinds of indicators will be used? Input

indicators? Process or performance indicators? Outcome indicators? Or, a com-
bination of these indicators?

� The Purposes: For what functions the planned assessment and monitoring willw
be? For internal improvement and development? For accountability and quality
assurance? Or, for both of them?

� The Agents/Types of Evaluation: Who will be responsible for the assessment and
monitoring? School self-evaluation (the school as the agent)? External evaluation
by an independent agent? Or both of them? How they are related?
Based on these considerations, a design matrix (the choice of indicators x the

purpose x the type of evaluation) can be proposed, as shown in Figure 14.2, to explore
the practical possibilities in monitoring school effectiveness. This matrix illustrates
that there are three major approaches to monitoring school effectiveness.

3.2.1. The Cell Approach

It often uses only one cell or some separate cells of the matrix to formulate
the assessment. For example, the assessment uses only school self-evaluation and
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External
evaluation

School
self-evaluation

For internal development
and improvement

(formative function)

For accountability
and quality assurance
(summative function)

Input indicators

Performance indicators

Outcome indicators

Figure 14.2: A Design Matrix for Monitoring School Effectiveness (at the site level or at the
system level)

input indicators to serves the purpose of internal development (i.e. cell A of the
matrix). This approach is simple and easy and may be commonly used in school
evaluation. However, the results from it are often biased and fragmented because of
the lack of complete information about the whole school process and the ignorance
of other important aspects of school performance. Therefore the implications for
improvement, development, and accountability are very limited.

3.2.2. The Layer Approach

It uses one layer of the matrix to design the assessment and monitoring of educa-
tion quality. Figure 14.3 provides two examples of the layers. The layer of example 1
suggests that the assessment of school effectiveness includes (1) indicators of input,
performance, and outcome, (2) purposes for both internal development and account-
ability, and (3) monitoring by school self-evaluation but not external evaluation. The
layer of example 2 proposes that the assessment covers school self-evaluation and ex-
ternal evaluation, serves purposes for both internal development and accountability,
and uses performance indicators but not input and outcome indicators. The concep-
tion of assessment based on layer may be broader than that on separate cells. The
results and implications from this approach may not be so limited and biased as those
from the cell approach.

3.2.3. The Whole Matrix Approach

The cell approach and the layer approach have limitations due to their overlooking
of some important components in the design matrix. Therefore, the comprehensive
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For
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and improvement
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Outcome
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Performance
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Input
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For
accountability and
quality assurance

Figure 14.3: Examples of Practical Possibilities for Monitoring Effectiveness

approach to assessing and monitoring school effectiveness at the site level or the
system level should be based on the whole matrix, including all the components of
indicators, purposes, and agents. The results and implications from the whole matrix
approach should be more comprehensive, reliable, and useful.

The current emphasis on the whole school review or inspection including school
self-evaluation and external audit, serving formative and summative functions, and
using multiple indicators may reflect the importance of a whole matrix approach to
successful assessment and monitoring of education quality (Queensland Department
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of Education, 1992; Education Commission, 1994; Scottish Office Education De-
partment, 1991, 1992). Of course this approach may be more expensive and time
consuming because it covers more components than the other two approaches.

Under the constraints of limited resources, inevitably there are still some basic
dilemmas and issues in the use of the whole matrix approach to monitoring school
effectiveness.

3.3. Practical Dilemmas in Monitoring School Effectiveness

Based on the proposed design matrix, some critical dilemmas and issues in
practice can be identified and discussed as follows:

1. How to keep a balance between the two functions of school effectiveness mon-
itoring? Even though we would like to ensure both school’s internal development and
external accountability to the public through monitoring effectiveness, it is often dif-
ficult to maximize these two functions at the same time, particularly if the assessment
is limited to one type of evaluation (say, self-evaluation) and one category of effec-
tiveness indicator (say, input indicator). Over-emphasis on the accountability purpose
often increases the tendency that the schools create self-defensive mechanism and
subsequently this mechanism hinders schools’ self-learning and improvement.

If we focus too much on schools’ internal development and improvement but little
on accountability assurance, those concerned stakeholders may worry whether the
schools are accountable and the educational services are worth the money invested.
How to keep a balance between internal development and external accountability in
the design and practice of monitoring school effectiveness should be a critical issue.

2. How to keep a balance between school self-evaluation and external evalua-
tion? In general, external evaluation conducted by an outside or independent agent is
believed to be more objective for the external accountability purpose. Traditionally,
it is conducted by a school inspection team of the central district office or the edu-
cation department of the government. Since the central office is often the dominant
educational service provider through public schools, some people believe that the
central office may not be in the right position to assess independently and objectively
the quality of educational services provided in schools.

Currently, there is a trend to establish an independent agent outside the central
office and schools to conduct external evaluation of the schools (Education Commis-
sion, 1994). No matter whether the external evaluation is conducted by the central
office or an independent agent, it would involve a big number of inspectors and so
would be very expensive if it is conducted in depth, covers a wide range of indica-
tors, and samples a large number of schools. Furthermore, over-emphasis on external
evaluation may limit the initiative of the schools and hinder their development.

On the other hand, if school self-evaluation is based on the schools’ own initiative
and resources and therefore it may be much less expensive. Also it is easier for the
schools to be committed to it for internal improvement and development. Obviously,
it may not be so convincing for accountability purpose, because the information
from self-evaluation may be biased by the evaluators themselves. To keep an appro-
priate balance between school self-evaluation and external evaluation is necessary in
planning the monitoring on education quality. However, how can this been achieved?
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3. How to choose an appropriate combination of indicators? For different pur-
poses and types of evaluation, different kinds of indicators may be used. For the
accountability purpose, explicit and objective outcome indicators such as academic
achievements, awards from external competitions, absence of behavioral problems,
and attendance rate are often strongly emphasized in monitoring. For the purpose
of improvement and development of the school, staffs, and students, performance or
process indicators such as systematic planning, school climate, classroom environ-
ment, resource management, leadership, motivation, teaching methods, and learning
attitudes would be more important.

If we emphasize the external evaluation particularly for monitoring the whole
school system, we tend to use the objective and quantitative indicators that are ap-
propriate to nearly all the schools. However, if we are concerned mainly with school
self-evaluation, the set of indicators developed by one school or external bodies may
not be appropriate to the others. Even though people would like to include indicators
as more comprehensive as possible in order to serve different purposes and types of
evaluation, it is often difficult in practice to include too many indicators because it
will be very time-consuming and expensive particularly when the assessment involves
many schools. Therefore, how to choose an appropriate combination of indicators
of input, performance, and outcome to fit the needs of multiple purposes and differ-
ent types of assessing and monitoring effectiveness is often a practical dilemma in
designing the practice.

4. Who to make the decision on choosing effectiveness indicators and perfor-
mance standards? The choice of effectiveness indicators and performance standards
may reflect the values, education goals, and preferences of those concerned. Unfor-
tunately, there are often very few indicators and standards commonly accepted by all
those concerned. To different people, the choice may be very different. For exam-
ple, to policy-makers, the indicators of resources inputs and policy-related outcomes
are often more important because these indicators are related to the allocation of
resources, efficiency, and accountability. To educators or teachers, the critical ones
should be the process indicators particularly those related to the quality of teaching
and learning process. To parents, the academic achievement outcomes may be the
most necessary indicators of effectiveness.

The diversity of emphases on indicators and standards may complicate and politi-
cize the process of establishing a program of assessing and monitoring school ef-
fectiveness at the school-site level or at the system level. Based on different sets
of indicators and standards, the directions and results of assessing and monitoring
can be very different. Then, the implications to policy-making, resources alloca-
tion, management responsibility, practice improvement, and accountability can be
of great difference for all those concerned such as policy-makers, inspectors, school
managers, principals, school administrators, teachers, parents, students and the com-
munity. Therefore, who are the right persons to make decision on the choice of
indicators and standards is often a controversial issue in planning assessment and
monitoring of school effectiveness.

For the purpose of accountability to the public, the policy-makers and the Educa-
tion Department often dominate the decisions, particularly at the school system level.
From the perspective of school-based management (Cheng, 1993b, 1996a), members
at the site-level should have their right and responsibility to decide indicators and
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standards for their own schools, in order to facilitate internal improvement and devel-
opment. But how these indicators and standards can be consistent with those decided
for the system level is often controversial.

As a form of compromise or flexibility, the policy-makers may establish a set
of core and basic indicators and standards that all schools have to use and observe.
In addition to this set, the schools may decide other indicators and standards for
their own purposes. Also, the decision-making at the school level should include
the participation of all the strategic constituencies such as teachers, parents, alumni,
and students in addition to the school administrators. Currently the encouragement
of participation in school-based management and school review reflects this line
of thinking (Cheng, 1993b; David, 1989; Queensland Department of Education,
1992).

5. How to manage the differences between the school-site level and the system
level? The assessment and monitoring of school effectiveness at the school-site level
is often different from that at the school system level in terms of expected purposes,
indicators, and types of evaluation to be used. The potential differences of assess-
ing school effectiveness between the school-site level and the system level can be
summarized as shown in Table 14.2.

At the system level, the purpose of monitoring may be mainly at ensuring
accountability and cost-effectiveness, most of the indicators to be used may be related
to inputs and outcomes, and the type of evaluation to be adopted may be based on
external evaluation. It is often difficult to use too many indicators particularly those
qualitative process indicators because it will be expensive and time-consuming in a
large sample of schools. Also, monitoring at the whole school system may not include
the information from school self-evaluation in order to eliminate the potential bias in
self-reporting. The set of indicators and standards is often developed by the policy-
makers or external agents. The indicators are standardized and can be applied to all
the schools in the school system.

However, at the school-site level, the purpose of monitoring may be focused
on internal improvement and development, most of the indicators may be related
to school process and outcomes, and the type of evaluation may be mainly school

Table 14.2: Differences in Monitoring Effectiveness between the School-Site Level and the System
Level

The School-Site Level The School System Level

Purposes of
Monitoring:

� Mainly for Internal Improvement and
Development

� Mainly for Accountability and Cost-
Effectiveness

Types ofTT
Evaluation:

� Based on School Self-Evaluation by
School Members

� Based on External Evaluation by
Outside Agents

Natures of
Indicators:

� Mainly Process and Outcome
Indicators

� Mainly Input and Outcome Indicators

� Both Qualitative and Quantitative � Mainly Quantitative
� Both Objective and Subjective

(Affective)

� Mainly Objective

� Fit for the School, Not Necessarily
Standardized

� Fit for all Schools in the System,
Standardized

� Developed by School Members, May
include those Core Indicators at the
System Level

� Developed by Education Department
or an Outside Agent
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self-evaluation. The evaluation can cover a wide range of indicators, including qual-
itative and quantitative indicators. The set of indicators and standards to be used is
developed by school members themselves. The indicators are not necessarily stan-
dardized and can be varied across schools. The set of school-based indicators may
include the core indicators and standards developed at the system level.

How to manage the above potential differences between the school-site level and
the school system level is important for the effective assessing and monitoring of
school effectiveness at these two levels. Some people may suggest to reduce the dif-
ferences and make the two levels nearly the same by (1) converting the characteristics
of monitoring at the site level into those at the school system level or the reverse; or
(2) integrating the characteristics of both the school-site level and the school system
level and making them appropriate to both these two levels. This line of thinking
ignores the uniqueness of monitoring at each level and assumes conversion without
any loss in monitoring functions and integration without any additional costs and
technical problems in assessment. Of course, this assumption is often not true in the
reality. For example, the conversion may emphasize mainly either internal develop-
ment or accountability but not both. If using integration, it is often very difficult
to keep a balance between the two basic functions of monitoring at each level and
also it will be very expensive and time-consuming due to the inclusion of too many
indicators, as discussed above.

In order to serve the different purposes and fit the different conditions at these two
levels, we should accept the potential differences and monitor school effectiveness at
both levels. Within the existing constraints at both site and system levels, it is often
a political compromise in developing strategies to keep a balance between the levels
and manage the related dilemmas and issues such that the evaluation at these two
levels can be mutually supplementary but not contradictory.

Clarifying the above issues is necessary for the development of a system of mon-
itoring school effectiveness. To a great extent, the current school-based management
movements such as “Victoria Schools of the Future” of Australia (Directorate of
School Education, 1994) and “School Management Initiative” and “School-based
Management” of Hong Kong (Education & Manpower Branch and Education De-
partment, 1991; Education Commission, 1997) may contribute to solving the above
issues of monitoring and enhancing school effectiveness.

4. CONCLUSION

As indicated in Chapters 1 and 2, in the new century schools have different ex-
plicit or implicit functions to serve the emerging needs at the individual, institutional,
community, society, and international levels. The technical/economic, human/social,
political, cultural, and educational functions at five different levels suggest various
conceptual possibilities as well as dilemmas in designing a framework for monitoring
school effectiveness. Also, the multi-models of managing school effectiveness at the
school-level provide a spectrum of different conceptions and indicators for devel-
oping a framework of monitoring school effectiveness. The goal and specification
model, the process model, the ineffectiveness model, the resource-input model, the
satisfaction model, the legitimacy model, the organizational model, and the total qual-
ity management model have their own strengths and weaknesses for evaluating and
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monitoring school effectiveness. From the above discussion, the proposed conceptual
possibilities and dilemmas suggest:

(1) a paradigm shift in monitoring school effectiveness from the simplistic con-
ception (with focus mainly on the technical effectiveness at the individual
level or institutional level or the goal and specification model) to a wide
spectrum of multiple school effectiveness or multiple models; and

(2) a careful consideration of conceptual dilemmas in handling the complicated
relationships between different types of school effectiveness and using dif-
ferent models to conceptualize, evaluate, and manage school effectiveness
at the school-site level.

In design and practice of monitoring school effectiveness, the sophisticated con-
sideration of the choices of indicators, the purposes of monitoring, and the types
of evaluation suggests different practical possibilities as well as dilemmas. How to
maximize the advantages from various practical possibilities and manage the poten-
tial dilemmas should be crucial issues in designing and implementing a framework
of monitoring school effectiveness.

Hopefully, the considerations and implications for conceptualization and practice
of monitoring school effectiveness elaborated in this chapter are useful to current
educational reforms not only in the Asia-Pacific Region but also other parts of the
world.

This chapter was developed mainly from: Cheng, Y. C. (1997). Monitoring school
effectiveness: Conceptual and practical dilemmas in developing a framework. In
H. Meng, Y. Zhou, & Y. Fang (eds.) School based indicators of effectiveness: Ex-
periences and practices in APEC members. (pp. 197–206), China: Guangxi Normal
University Press.
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Chapter 15

MONITORING EDUCATION QUALITY
AT MULTI-LEVELS

Framework and Practicerr

The pursuit of education quality is a key theme of education reforms in the Asia-
Pacific Region and its counter parts. As indicated in Chapters 2 and 7, numerous
reform initiatives of the second wave have been organized in search of education
quality in developed countries as well as developing areas in the Region. However
unfortunately, since there is a poor understanding of the complicated nature of edu-
cation quality and lack of related frameworks and indicators for monitoring it, people
often do not know how well their education system is and how the quality of edu-
cation services provided can be ensured and enhanced at the site-level and system
level.

Responding to these issues in education development, this chapter aims to de-
velop a framework of multi-levels and multi-indicators that can be used to provide
information to describe and understand the enduring features of education quality
in schools, diagnose schooling process, and inform school management and policy-
making.

1. CONCEPTION OF EDUCATION QUALITY IN SCHOOL

Education quality is a vague and controversial concept in research and policy
discussion. To different people, the definition of education quality may be differ-
ent and so the indicators used to describe education quality may be different too
(Hughes, 1988; Fuller, 1986). Some people may emphasize the quality of inputs to
the education systems but other people may be more concerned with the quality of
processes and outcomes. No matter in what way people perceive education qual-
ity, the definition of education quality is often associated with the fitness for use
(Juran, 1988), the satisfaction of strategic stakeholders’ (e.g. policy-makers, parents,
school management committee, teachers, students, etc.) needs, or the conformance
to strategic stakeholders’ requirements and expectations (Crosby, 1979). According
to the ideas of total quality management (Mukhopadhyay, 2001; Tenner & Detoro,
1992) and system approach, education quality may be defined as “the character of the
set of elements in the input, process, and output of the education system that provides
services that completely satisfy both internal and external strategic constituencies
by meeting their explicit and implicit expectations” (Cheng, 1995).

Since the conception of education quality involves the input, process, output and
multiple constituencies of an education system, it is multi-dimensional and cannot be
easily assessed by only one indicator. Furthermore, the expectations of different con-
stituencies or stakeholders on education may be very different, if not contradictory.

343
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It is often difficult for a school or an education institute to meet all the expectations
or needs at the same time. Therefore, it is not rare that the education quality of a
school is high to the perceptions of some constituencies but not to the other. Or, some
aspects of a school may be of high quality but the other aspects may be of low quality
(Hughes, 1988).

In order to assess education quality, different indicators may be developed to
give information about the performance of an education system in different aspects.
Education quality indicator may be defined as the indicator used to describe the key
aspects of education quality in input, process, and outcome at the school level or at
the system level. As indicated in Chapter 14, the difference in the choice of and the
emphasis on indicators may reflect the diverse interests and expectations among the
concerned constituencies.

According to the nature of indicators, the definition of education standard may
have two levels: (1) education standard refers to the extent to which an education
goal should be achieved; and (2) education standard refers to the extent to which an
education quality indicator should be achieved. Since the input, process, and outcome
of education are often closely related, the second definition of education standard may
have broader meanings and implications when used in monitoring. It means that there
are education standards for input, process and outcome indicators, but not limited to
education goal or outcome. In this chapter, the second definition will be adopted.

In general, education standard may be set by the consensus of stakeholders (e.g.
every child should receive six-year compulsory education), the past records or levels
(e.g. the average level of language achievement in the past ten years), or the compar-
ison between grades, schools, or countries. There are categories of input standards,
process standards, and outcome standards. For each category, education standards
can be further divided as level standards (e.g. primary, secondary, vocational, tertiary
levels).

Currently, there is a strong interest in the international comparison of the func-
tioning of educational systems and the development of international education indi-
cators for planning and monitoring the education systems. Nuttall (1990), Herpen
(1989), and Bottani (1991) provided the information about the OECD (Organization
for Economic Co-operation and Development) International Education Indicators
at the system level. In April 1997, the Asia-Pacific Economic Cooperation (APEC)
Education Forum organized an international symposuim on school-based indicators
of effectiveness in Quilin, China, to discuss the issues and experiences identified by
APEC country members in developing a common framework at the school and sys-
tem levels for monitoring and evaluating school effectiveness and education quality.
In this forum, the author, Y. C. Cheng, had been invited to present two papers on the
theoretical and practical aspects of monitoring to the delegations of APEC members
(Cheng, 1997a, 1997b).

According to Scheerens (1990) and Herpen (1989), the development of educa-
tion indicators has experienced three trends. The first trend was the transition from
social indicators of education (i.e. used to describe the educational aspect of the pop-
ulation) to education indicators used to describe some characteristics (mainly input
and resource measures) of education systems. The second trend was the shift of the
systems of indicator towards more comprehensive by adding output and context mea-
sures and growing interest in manipulable factors and process characteristics. The
third trend was more concerned with process characteristics in schools and therefore
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was to measure data at more than one aggregation level (i.e. national, school, class-
rooms, students, etc.). Up to now there seems to be no universal set of education
indicators that is appropriate for all purposes of different regions or countries. (for
detailed discussion about choosing indicators, see Chapter 14)

Since we are more interested in education improvement and school effectiveness,
the development of education quality indicators should be in light of the third trend
and focus more on the process characteristics. The literature that can contribute to
the development of a system of indicators of education quality may be divided into
three categories:

(1) the previous studies on education indicators, performance indicators, qual-
ity indicators, and accountability system indicators, such as Nuttall (1990),
Windham (1988), Oakes (1986), Benveniste (1987), Scheerens (1990), andWW
Hopkins & Leask (1989);

(2) the studies on school effectiveness and instructional research, such as
Wilson & Corcoran (1988), Cheng (1993c, 1994b, 1994c, 1994d), MortimoreWW
(1993), Wang & Walberg (1991), Kyle (1985), and Brophy & Good (1986);
and

(3) the studies on organizational effectiveness, such as Cameron & Whetten
(1983) and Cheng (1993a, 1994a).

Traditionally, policy-makers and school management committees formulate ed-TT
ucational goals for schools and the education system. These goals that represent
their explicit expectations of school education quality in process and outcome are
often taken as the base for the development of indicators and standards of education
quality.

2. A MULTI-LEVEL AND MULTI-INDICATOR FRAMEWORK

Based on the above theoretical consideration and literature support, a framework
including multi-levels and multi-indicators was developed to assess education quality
with the Hong Kong schools as a case to show the application and practice of the
framework. In the light of the current trend of education indicator development, the
framework was more concerned with process characteristics in schools and the se-
lection of multi-indicators was based on the previous studies on education indicators,
school effectiveness, instructional research, organizational effectiveness, and school
management. The collection of data was conducted at more than one aggregation
level. It was hoped that the framework could be carried out in form of both school
self-evaluation and external evaluation and serves the purposes of both internal de-
velopment and external accountability. Furthermore, the framework can contribute
to the ongoing debates about the conceptual and practical dilemmas and issues in
monitoring school effectiveness in general or education quality in particular, as in-
dicated in Chapter 14. Specifically in this framework, education quality in school is
defined by the following characteristics:

(1) it represents the overall performance of school members at the individual
level, the group level, and the organizational level;

(2) it includes the affective, cognitive, and behavioral components of perfor-
mance; and

(3) it can be indicated by the satisfaction, perception, and performance of the
key school actors.
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Based on this definition and the three categories of literature, the proposed frame-
work included three levels: student level, teacher level, and organization level. The
students’ affective and academic performances were used as indicators at the student
individual level (Cammann, et al., 1983; Cheng, 1994b; Scheerens, 1990). Classroom
management, social climate and physical environment in classroom were adopted as
indicators at the student group level (Cheng, 1994b,d; Fraser & Walberg, 1991; Moos
& Tricketts, 1974). For the teacher individual level, job attitudes, satisfaction, andTT
teaching beliefs were indicators (Cammann, et al., 1983; Gibson & Dembo, 1984;
Oldham & Hackman, 1981; Woolfolk & Hoy, 1990). At the teacher group level, the
indicators were social norms and professionalism (Cheng, 1991, 1993c, 1996; Fraser
& Walberg, 1991; Halpin, 1966; Moch & Seashore, 1981).WW

At the organization level, the indicators included organizational culture, orga-
nizational effectiveness, physical environment in school, principal-teachers relation-
ship, leadership and the need for school improvement (Alvesson, 1987; Chan, Cheng
& Hau, 1991; Cheng, 1991, 1993c, 1994c; Mortimore, 1993; Mott, 1972; Oldham &
Hackman, 1981; Schein, 1992; Scottish Office Education Department, 1991; Sergio-
vanni, 1984; Yukl, 1989). In general, the proposed framework is quite comprehensive
and the chosen indicators are mainly based on the past studies. For the detail of the
measures, please refer to the cited references.

The psychological metric properties of most chosen indicators have been tested
and documented in the pilot studies or past studies, as shown in Table 15.1. For each
indicator, there may be one to a few items. The detail of each indicator is given as
follows:

2.1. Indicators at the Student Individual Level

2.1.1. Indicators of Student Attitudes

They refer to the levels of positive attitudes put towards self, peers, teachers,
the school, and learning. These indicators were developed from Cheng (1994b) and
tested in the education quality research project.

1. Self-concept
2. Attitude to peers
3. Attitude to teachers
4. Attitude to the school
5. Attitude to learning
6. Attitude Index (= (self+peers+teachers+school+learning) / 5)

2.1.2. Indicators of Student Satisfactions

They refer to the extents to which the student is satisfied with different as-
pects of school life. They were developed from the literature of the quality of
work life and organizational behavior (Cammann, et al., 1983; Oldham & Hackman,
1981).

1. Social satisfaction (i.e. with social relations in school)
2. Intrinsic satisfaction (i.e. with opportunities to perform and learn)
3. Extrinsic satisfaction (i.e. with school arrangements)
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Table 15.1: Psychometric Properties of Education Quality Indicators

No. of No. of Estimated
Cases in No. of Response Reliability by

Instruments Sources Present Study Items Categories Present Study*

Student attitudes
Self-concept Developed in this project 11532 9 5 0.7219
Attitude to peers – ditto – 11670 5 5 0.7547
Attitude to schools – ditto – 11589 6 5 0.7258
Attitude to teachers – ditto – 11536 5 5 0.7898
Attitude to learn – ditto – 11157 10 5 0.7679

Student satisfactions
Social satisfaction Cammann, et at. (1983);

Oldman & Hackman
(1981)

11296 3 5 0.7805

Intrinsic satisfaction – ditto – 11218 3 5 0.6219
Extrinsic satisfaction – ditto – 11219 3 5 0.7637
Overall satisfaction – ditto – — 1 5 —

Negative feelings
Feeling of homework

overload (−)
Developed in this project — 1 5 —

Intention to dropout (−) – ditto – — 1 5 —

Classroom climate (among students)
Affiliation Moos & Tricket (1974) 11106 4 5 0.7245
Order and organisation – ditto – 10897 4 5 0.7216
Competition – ditto – 11034 4 5 0.2095
Involvement – ditto – 10944 4 5 0.6895

Classroom climate (students-teachers)
Teacher support – ditto – 11336 4 5 0.7948TT
Rule clarity – ditto – 11311 5 5 0.520
Task orientation – ditto – 11447 3 5 0.5960TT
Teacher control – ditto – 11328 3 5 0.5427TT
Innovation – ditto – 11208 5 5 0.756

Quality of classroom physical environment
Classroom Quality

(perceived by students)
Developed in this project 11398 11 5 0.7814

Classroom Quality
(perceived by teachers)

– ditto – 1797 11 5 0.8012

Power bases of class master
Professional Power French and Raven

(1968); Ho (1989)
11395 3 5 0.7326

Position Power – ditto – 11357 3 5 0.7933
Reward Power – ditto – 11294 3 5 0.6815
Coercive Power – ditto – 11293 3 5 0.7951
Personal Power – ditto – 11267 3 5 0.7255

Classroom arrangements
Insufficient of recess time

(−)
Developed in this project — 1 5 —

Ignorance of art, PE and
music (−)

– ditto – — 1 5 —

Appropriateness of class
size

– ditto – — 1 5 —

% time for teaching activities – ditto – — 1 5 —
% time for student behavior

(−)
– ditto – — 1 5 —

Job satisfaction
Social satisfaction Cammann, et at. (1983);

Oldman & Hackman
(1981)

1790 3 7 0.8425

Extrinsic satisfaction – ditto – 1711 3 7 0.5854
Intrinsic satisfaction – ditto – 1780 3 7 0.7318
Influence satisfaction – ditto – 1788 2 7 0.6186

(Continued)
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Table 15.1: Continued

No. of No. of Estimated
Cases in No. of Response Reliability by

Instruments Sources Present Study Items Categories Present Study*

Job attitude/feelings
Commitment to job Cammann, et at. (1983) 1829 2 7 0.8170
Job challenge – ditto – 1812 3 7 0.4559
Job meaning – ditto – 1816 3 7 0.6524
Job responsibility – ditto – 1823 2 7 0.7846
Self-report of effort – ditto – — 1 7 —

Teaching efficacy
Personal efficacy Gibson & Dembo (1984);

Matthes, Tollerud &
Langeveldt (1989);
Woolfolk & Hoy (1990)WW

1528 8 5 0.6981

General efficacy – ditto – 1528 6 5 0.5706

Social norms
Intimacy Halpin & Croft (1963) 1771 6 7 0.7864
Esprit – ditto – 1831 5 7 0.8058
Disengagement (−) – ditto – 1827 5 7 0.7580
Hindrance (−) – ditto – 1822 5 7 0.6886

Professionalism Cheng (1992b) 1807 17 7 0.9472

Staff room quality Developed in this project 1804 7 5 0.7274

Organisational culture Cheng (1993c) 1528 10 5 0.8498

Organisational structure
Formalization Oldman & Hackman

(1981); Hage & Aiken
(1967)

1824 4 7 0.6772

Hierarchy of authority (−) – ditto – 1839 2 7 0.7452
Participation – ditto – 1828 4 7 0.7414

Organizational effectiveness Mott (1972) 1524 8 5 0.8345

Quality of school physical environment
School quality (S) Developed in this project 11605 8 5 0.7945
School quality (T) – ditto – 1791 8 5 0.7849

Parent-teachers relationship Chan, Cheng, & Hau (1991) 1417 10 7 0.9478

Principal leadership
Human leadership Developed in this project 1764 7 7 0.9373
Structural leadership – ditto – 1752 7 7 0.9178
Political leadership – ditto – 1769 6 7 0.9250
Symbolic leadership – ditto – 1763 6 7 0.8884
Educational leadership – ditto – 1762 5 7 0.8775

Need for school
improvement (−)

Cheng (1992a) 1794 15 7 0.9247

∗The instruments were tested by the reliability analysis based on the second survey (1993–1994)

4. Overall satisfaction (i.e. with the learning life in school)
5. Satisfaction Index (= (social+intrinsic+extrinsic+overall) /4)

2.1.3. Indicators of Negative Feelings

They refer to negative indicators of student feelings about learning and the school.
They were developed in the education quality research project:

1. Feeling of homework overload (−)
2. Intention to dropout (−)
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2.1.4. Attainment Test Results

They are academic indicators got from the results of the Hong Kong public
tests—Attainment Tests on the following subjects:

1. Chinese
2. English
3. Mathematics

2.2. Indicators at the Classroom Level (Student group level)

2.2.1. Indicators of Classroom Climate

They refer to indicators of social climate among students, and between students
and teacher in classroom. They were adapted from Moos & Tricketts (1974) and
had been used widely in different areas and countries, including the following nine
indicators:

<among students>
1. Affiliation (i.e. the level of friendship students feel for each other)
2. Order and Organization (i.e. the level of students behaving in an orderly and

polite manner and classroom activities being well organized)
3. Competition (i.e. the level of students competing on academic achieve-

ment/recognition)
4. Involvement (i.e. the level of students having attentive interest in class

activities).
<between students and teachers>
1. Teacher support (i.e. the amount of teachers’ help and concern provided to

the students).
2. Rule clarity (i.e. the level of teachers demanding on establishing a set of clear

rules and being consistent in dealing with students who break rules)
3. Task orientation (i.e. the level of teachers completing planned classroom

activity).
4. Teacher control (i.e. the level of teachers strictly implementing the classroom

rules).
5. Innovation (i.e. the level of teachers being innovative on teaching

methodology).

2.2.2. Indicator of Quality of Classroom Physical Environment

This is an overall quality indicator of classroom physical environment in terms
of facilities, space, arrangements, neatness, cleanliness, and comfort, perceived by
students or teachers. The indicator was developed in the education quality project
(Cheng, 1994b).

2.2.3. Indicators of Classroom Management

They refer to the types of power base the class master uses to influence students’
compliance in classroom, as perceived by students. They were developed and adapted
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from French and Raven (1968) and Ho (1989), and had been used and tested in Cheng
(1994b, 1994d) and the education quality project.

1. Professional power (i.e. based on professional knowledge and skills)
2. Position power (i.e. based on school regulations or teacher position)
3. Reward power (i.e. based on providing rewards)
4. Coercive power (−) (i.e. based on exercising punishment)
5. Personal power (i.e. based on class master’s personality and charisma)

2.2.4. Indicators of Classroom Arrangements:

They were developed in the education quality project, including:
1. Insufficient recess time (−) (i.e. for students to have a break or go to toilet)
2. Ignorance of art, physical education, and music (−) (i.e. replaced by academic

subjects)
3. Appropriateness of class size (perceived by teachers)
4. Percentage of time for teaching activities (perceived by teachers)
5. Percentage of time for student behavior problems (−) (perceived by teachers)

2.3. Indicators at the Teacher Individual Level

2.3.1. Indicators of Job Satisfaction

They were adapted from the literature of quality of work life (Cammann, et al.,
1983; Oldham & Hackman, 1981):

1. Social satisfaction (i.e. with the social relationship with colleagues)
2. Extrinsic satisfaction (i.e. with the salary or benefits provided)
3. Intrinsic satisfaction (i.e. with the opportunities to develop and learn)
4. Influence satisfaction (i.e. with the opportunities to participate in decision-

making and be autonomous)

2.3.2. Indicators of Job Attitudes/Feelings

They were adapted from the literature of quality of work life (Cammann, et al.,
1983):

1. Commitment to the job (i.e. the level of being committed to the job)
2. Job challenge (i.e. the level of feeling challenges in teaching job)
3. Job meaning (i.e. the level of feeling that teaching job is meaningful)
4. Job responsibility (i.e. the level of feeling responsibility in the job)
5. Self-report of effort (i.e. the level of effort put into the job reported by self)

2.3.3. Indicators of Teaching Efficacy

They were adapted from Gibson & Dembo (1984), Matthes, Tollerud, &
Langeveldt (1989), and Woolfolk & Hoy (1990):

1. Personal efficacy (i.e. the belief that personal effort in teaching can improve
student learning)

2. General efficacy (i.e. the belief that teaching can improve student learning
even under the disadvantages from students’ families)

3. Teaching efficacy (= (personal + general) / 2)
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2.4. At Teacher Group Level

2.4.1. Indicators of Social Norms

They refer to the indicators of the social relationship or group feelings among
teachers. They were adapted from Halpin (1966) and Halpin & Croft (1963) and had
been used widely in different studies (Cheng, 1991; 1993c):

1. Intimacy (i.e. the close social relationship among teachers)
2. Esprit (i.e. the working morale of teachers)
3. Disengagement (−) (i.e. the level of teachers being disengaged from the

school)
4. Hindrance (−) (i.e. feeling of being burdened with unnecessary work)

2.4.2. Indicator of Teacher Professionalism

This refers to the tendency of teachers being committed to the professional
code. It was developed and used in the education quality research project (Cheng,
1996).

2.4.3. Indicator of Quality of Physical Environment of Staff Room

This refers to an overall quality indicator of staff room physical environment
in terms of facilities, space, arrangements, neatness, cleanliness, and comfortable-
ness, as perceived by teachers. It was developed in the education quality research
project.

2.5. Indicators at the Organizational Level

2.5.1. Indicator of Strength of Organizational Culture

It refers to the strength of sharing values, beliefs, and assumption about school
mission, teaching, learning, and management among school members. Based on the
idea of Alvesson (1987) and Price and Mueller (1986), it was developed and tested
in Cheng (1993c).

2.5.2. Indicators of Organizational Structure

They were adapted and developed Oldham & Hackman (1981) and Hage &
Aiken (1967) and had been used in Cheng (1993c, 1994c):

1. Formalization (i.e. the level of school functioning being formalized with clear
written policies, procedures, and records)

2. Hierarchy of Authority (−) (i.e. the level of decision-making being centralized
in school)

3. Participation (i.e. the level of teachers participating in decision-making and
planning)

2.5.3. Indicator of Organizational Effectiveness

This indicator measures the level of effectiveness of school functioning in
terms of productivity, adaptability, and flexibility as perceived by teachers. It was
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adapted from Mott (1972) and had been used in different studies (Cheng, 1991,
1993c).

2.5.4. Indicator of Quality of School Physical Environment

This refers to an overall indicator of quality of school physical environment
in terms of facilities, space arrangements, neatness, being planted, cleanliness, and
comfort, as perceived by students or teachers. It was developed in the education
quality research project.

2.5.5. Indicator of Principal-teachers Relationship

The indicator describes the degree of satisfaction with the social and working
relationship between principal-teachers, perceived by teachers. It was developed in
the Chan, Cheng, & Hau (1991).

2.5.6. Indicators of Principal’s Leadership

Based on Bolman & Deal (1991) and Sergiovanni (1984), they were developed
and used in the education quality project (Cheng, 1994c).

1. Human Leadership (i.e. the extent to which the principal is supportive and
fosters participation)

2. Structural Leadership (i.e. the extent to which the principal thinks clearly and
logically, develops clear goals and policies, and holds people accountable for
results)

3. Political Leadership (i.e. the extent to which the principal is persuasive and
effective at building alliances and support, and solving conflicts)

4. Symbolic Leadership (i.e. the extent to which the principal is inspirational
and charismatic)

5. Educational Leadership (i.e. the extent to which the principal emphasizes and
encourages professional development and teaching improvement)

2.5.7. Indicator of School Improvement Need

This indicator assesses the need for improvement in 15 aspects of school func-
tioning, such as parental support, quality of student input, instructional resources,
physical environment and facilities, staff professional development, morale, student
performance, decision participation, teacher appraisal, and administrative procedures
and management. The indicator was developed in a school management reform re-
search project (Cheng, 1992).

2.6. School Contextual Indicators

In addition to the above indicators, there are also some indicators about the
demographic characteristics of principals, teachers, students, the school and the
community, the school administrative structure, financial management, personnel
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administration, curriculum and instruction, extra-curricular activities, external rela-
tions, discipline and regulations, and communications. In the case of Hong Kong,
most of the Hong Kong schools are aided schools, which were established and op-
erated on the basis of the Codes of Aid issued by the Education Department of the
Hong Kong Government. The sample of schools were relatively homogeneous in
input quality in terms of salary structure, professional qualification of teachers and
administrators, promotion structure, teacher-class ratios, school facilities, formal
curricula to be completed, public examination system, supporting personnel (such as
technical, clerical, and cleaning staff), formal opportunities of professional training
and development, and supervision by the Hong Kong Education Department (Edu-
cation Ordinance, 1972). Therefore, the framework of education quality developed
in this study did not emphasize the quality of input that is often standardized in Hong
Kong schools, but it was more concerned with the quality of process and outcome.KK

3. APPLICATION OF THE FRAMEWORK: THE CASE OF HONG KONG

The development and application of this proposed framework were illustrated
with the case of Hong Kong primary schools as follows. The project was supported by
the Competitive Earmarked Research Grants (CERG) of the Research Grants Council
(RGC) of the University Grants Committee (UGC) of the Hong Kong Government in
1992–1995. This project includes two parts: the pilot study and the main study. In the
final analysis, the data of these two parts had been combined and used to develop and
test the framework of education quality indicators and to investigate organizational
determinants. The findings reported here were mainly based on the data of the second
major survey conducted in 1993 to 1994.

Based on the findings of the first major survey and in-depth case studies in 1992
to 1993, the framework of education indicators was further refined; some indicators
were adapted; and some new indicators were added. The set of questionnaires were
correspondingly adapted, refined, and used in the second major survey. There were
eight sets of questionnaires for the survey: one for the principal, one for the teacher
representative, three different sets for teachers and also three different sets for students
in each sampled school. Teachers and students in each school were randomly selected
to complete the questionnaires in around 30 minutes. The score on each quality
indicator for each school was the mean of respondents’ responses on this indicator.
Then, the scores of all sampled schools on each indicator were used to map the profile
of education quality of Hong Kong primary schools.

A sample of 140 primary schools was randomly selected from the primary school
population with stratification by school districts in Hong Kong for the survey. Finally,
90 schools (64% successful rate, about 10% of the Hong Kong primary school pop-
ulation) successfully returned the questionnaires completed by their teachers and
students. The sample was quite representative, involving 90 principals, 2,117 teach-
ers, 280 classes and 13,520 students. The school age ranged from 4 years to 125 years
with the sample average being 31 years. The number of classes in each school was in
a range from 2 to 68 classes with 20 classes as the average. The average number of
teachers was 26 and the average number of students is 645 in each school. The data
of the random sample were used to provide an overall norm of education quality in
Hong Kong primary schools.
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4. THE PROFILE OF EDUCATION QUALITY IN SCHOOLS

Based on the data from the random sample of schools, the education quality
profiles of Hong Kong primary schools were mapped by the following approaches.

4.1. Profile Mapped by Means

The transformed means (range from 0-100 with 50 as mid-point) of the random
sample on quality indicators of school process and outcome are used to plot the
education profile, as shown in Figures 15.1a and 15.1b and Table 15.2. This profile
can provide an overview of the comparative strengths and weaknesses of education
quality in process and outcome of Hong Kong primary schools. The score “50”
in Figures 15.1a and 15.1b represents the conceptual mean of the indicators. In
general, the higher score on a positive indicator represents the better quality on
this aspect. For a negative indicator, the lower score indicates the better quality
on this indicator. In this framework, most indicators are positive indicators. Those
indicators marked with (−) are negative indicators including the feeling of homework
overload, intention to drop out, coercive power, insufficient recess time, ignorance
of art, physical education, music lessons, percentage of time in handling students’
behavioral problems, disengagement, hindrance, hierarchy of authority, and needs
for school improvement.

The profile in Figures 15.1a and 15.1b can serve as a norm of Hong Kong primary
schools. The profile can provide an overview of the strengths and weaknesses of
education quality in different areas and at different levels. For example, students
were found to be generally having comparatively high positive attitudes to peers. The
classroom climate was clearly task-oriented with teacher support. Teachers often
influenced students with professional power. Similarly, the performance at teacher
level and organizational level can be analyzed in detail with reference to this profile.

The profiles of individual schools or a group of schools can be compared with
this norm in order to find out the strengths and weaknesses of these schools and plan
development and improvement actions.

4.2. Profile Mapped by the Percentage of Schools in High, Satisfactory,
and Low Performance

The sampled schools were classified into high, satisfactory, and low performance
on each quality indicators; and the percentages of schools in these three categories
on each indicator were plotted, as shown in Figures 15.2a and 15.2b.

For Positive Indicators, (except academic achievement, the percentage of timePP
for instruction)

High performance is defined by the value of school mean larger than or
equal to the middle value of the scale plus 0.5 (i.e. mid-point + 0.5). (for
seven-point scale, mid-value is 4; for five-point scale, the middle value is 3)
(denoted by � in the figures);
Low performance is defined by the value of school mean less than the
middle value of the scale minus 0.5 (i.e. mid-point—0.5). (denoted by � in
the figures);
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Table 15.2: Education Quality Profile of Hong Kong Primary Schools: By Transformed Means
and Raw Means

Indicators Raw Means (Mid-point of scale) Transformed Means

<Student attitudes>

Self concept 3.19 (3) 54.75
Attitude to peers 4.00 (3) 75
Attitude to teachers 3.38 (3) 59.5
Attitude to the school 3.59 (3) 64.75
Attitude to learning 3.61 (3) 65.25
Attitude Index 3.56 (3) 64

<Student satisfaction in school>
Social satisfaction 3.66 (3) 66.5
Intrinsic satisfaction 3.57 (3) 64.25
Extrinsic satisfaction 3.65 (3) 66.25
Overall satisfaction 3.78 (3) 69.5
Satisfaction Index 3.64 (3) 66

<Negative feelings>

Feeling of homework overload (−) 2.77 (3) 44.25
Intention to dropout (−) 1.60 (3) 15

<Attainment test results>

Chinese 63.47 (65.10)# 63.47
English 46.22 (48.28)# 46.22
Mathematics 21.57 (22.13)# 56.76

<Classroom climate>

Affiliation 3.61 (3) 65.25
Order and Organization 2.93 (3) 48.25
Competition 3.44 (3) 61
Involvement 3.21 (3) 55.25
Teacher support 3.88 (3) 72TT
Rule clarity 3.67 (3) 66.75
Task orientation 4.09 (3) 77.25TT
Teacher control 3.80 (3) 70TT
Innovation 3.51 (3) 62.75

<Quality of classroom physical
environment>
perceived by students 3.42 (3) 60.5
perceived by teachers 3.13 (3) 53.25

<Power bases of class master>
Professional power 3.95 (3) 73.75
Position power 3.69 (3) 67.25
Reward power 2.66 (3) 41.5
Coercive power (−) 2.78 (3) 44.5
Personal power 3.24 (3) 56

<Classroom arrangements>

Insufficient recess time (−) 2.93 (3) 48.25
Ignorance of art, PE and music (−) 2.53 (3) 38.25
Appropriateness of class size 3.04 (3) 51
% time for teaching activities 2.73 (3)## 43.25
% time for student behavior
problem(−)

1.72 (3)### 18

<Job satisfaction>

Social satisfaction 5.33 (4) 72.17
Extrinsic satisfaction 4.22 (4) 53.67
Intrinsic satisfaction 4.55 (4) 59.17
Influence satisfaction 4.47 (4) 57.83

<Job attitudes/feelings>

Commitment to the job 4.88 (4) 64.67
Job challenge 5.00 (4) 66.67
Job meaning 5.32 (4) 72
Job responsibility 5.88 (4) 81.33
Self-report of effort 6.09 (4) 84.83

(Continued)
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Table 15.2: Continued

Indicators Raw Means (Mid-point of scale) Transformed Means

<Teaching efficacyTT >

Personal efficacy 3.71 (3) 67.75
General efficacy 2.60 (3) 40
Teaching efficacy 3.16 (3) 54TT

<Social norms>

Intimacy 4.45 (4) 57.5
Esprit 4.62 (4) 60.33
Disengagement (−) 3.12 (4) 35.33

Hindrance (−) 4.42 (4) 57
<Professionalism> 5.53 (4) 75.5

<Quality of staff room physical
environment>
perceived by teachers 2.86 (3) 46.5
<Strength of organizational Culture> 3.12 (3) 53

<Organizational structure>

Formalization 4.30 (4) 55
Hierarchy of authority (−) 4.79 (4) 63.17
Participation 4.42 (4) 57

<Organizational effectiveness> 3.31 (3) 57.75

<Quality of school physical environment>
perceived by students 3.31 (3) 57.75
perceived by teachers 2.95 (3) 48.75

<Principal-teachers relationship> 4.61 (4) 60.17

<Principal leadership>

Human leadership 4.13 (4) 52.17
Structural leadership 4.21 (4) 53.5
Political leadership 3.94 (4) 49
Symbolic leadership 3.82 (4) 47
Educational leadership 4.37 (4) 56.17

<Need for school improvements> 5.19 (4) 69.83

Note:
# The number in bracket shows the average score of Hong Kong primary six students
## 1, 2, 3, 4, 5 represents 0%, 25%, 50%, 75% and 100% of class time used for teaching activities respectively
### 1, 2, 3, 4, 5 represents 0%, 25%, 50%, 75% and 100% of class time used for student problems respectively

Satisfactory performance is defined by the value between high performance
and low performance (denoted by in the figures)

For NegNN ative Indicators, (except the percentage of time for handling students’gg
problems)

High performance is defined by the value of school mean less than or equal
to the middle value of the scale minus 0.5 (i.e. mid-point—0.5). (denoted
by � in the figures);
Low performance is defined by the value of school mean greater than the
middle value of the scale plus 0.5 (i.e. mid-point + 0.5). (denoted by � in
the figures);
Satisfactory performance is defined by the value between high performance
and low performance (denoted by in the figures).

Of course, the cutting points of high, satisfactory and low performance can vary,
depending on the standards expected and set by the stakeholders. In this chapter, the
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Figure 15.2a: Profile of Process and Outcome Indicators of Hong Kong Primary Schools: By
Percentage of School in High, Satisfactory, and Low Performance
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cutting points are defined by the distances (0.5) from the middle point of the scale of
each quality indicator.

From the percentages of schools with high, satisfactory and low performance
on different indicators in Figures 15.2a and 15.2b, the policy-makers, educators
and concerned stakeholders can have an alternative overview of the strengths and
weaknesses of their school system in key areas of school quality at the student, teacher

and organization levels. Then, they can plan the necessary policies and actions
to improve and develop their schools at the system level and site level.

Individual schools can also compare their own school profiles with this overall
high, satisfactory, and low performance profile of Hong Kong primary schools and
identify their strengths and weaknesses on different indicators. From the results of
comparison, they can plan actions for improving the comparatively weak areas (i.e.
low performance areas) and consolidating the high performance areas at the student
level, teacher level or organization level.

4.3. Profiles by Effective and Ineffective Schools

In terms of the composite score of indices of students’ attitudes, satisfactions,
and academic achievements, a number of effective schools and ineffective schools
were identified among all the sampled schools: schools with the composite score
larger than 1.5 standard deviation as effective schools (13 schools) and schools with
the composite less than 1.5 standard deviation as ineffective schools (15 schools). The
profiles of these two types of schools were plotted by their means on each indicator
of process or outcome, as shown in Figures 15.3a and 15.3b.

These two profiles are contrastingly different on most of education quality indi-
cators. In general, the effective schools perform better than the Hong Kong norms and
much better than ineffective schools on most process and outcome indicators. The
profiles can provide an illustrative pattern of the process characteristics of effective
schools and ineffective schools that can be used for school development. Individual
schools can compare their own school profiles with these two typical profiles of ef-
fective schools and ineffective schools, find out their strengths and weaknesses in
school processes and outcomes, and plan their school development strategies.

4.4. Profiles by Effective and Ineffective Classrooms

Classroom is the most important place for students’ learning and development in
school. How students’ learning attitudes and satisfactions are related to the character-
istics of classroom environment and process is often an important issue in education
quality.

Based on the indices of the students’ attitudes and satisfactions (top 30% and
bottom 30%), two groups of the sampled classes could be identified as Positive
Attitudes-High Satisfactions group (37 classes) and Negative Attitudes-Low Sat-
isfactions” group (33 classes). The profiles of these two groups were mapped in
terms of various indicators at the students’ individual and group levels, as shown in
Figures 15.4a and 15.4b.

There were contrastingly differences between the profiles of these two
groups. For the Positive Attitudes-High Satisfactions group, nearly most positive
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Figure 15.3a: Profiles of Effective and Ineffective Schools in Process and Outcome
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Figure 15.3b: Profiles of Effective and Ineffective Schools in Process and Outcome
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Figure 15.4a: Profiles of Effective and Ineffective Classrooms

indicators (including parental expectations, happiness in family, education aspiration,
results in public examinations, all classroom climate measures, perceived physical
environment, professional power and reference power of class master) were scored
significantly higher than the other group. On the negative indicators (such as home-
work overload, intention to drop out, coercive power of class master, insufficient
recess time, ignorance of art, physical education, and music lesson), this group was
scored significantly lower.

These profiles can provide school practitioners a clear pattern on how to man-
age the classroom environment and processes to facilitate students’ learning and
development. It means that school practitioners can use this framework to map
out the strengths and weaknesses of their classrooms and develop strategies to
enhance students’ attitudes, satisfactions and achievements in learning and school
life.

5. SUGGESTIONS FOR APPLICATION OF THE FRAMEWORK
AND PROFILES

From the experiences of applying this framework of monitoring education quality
in the case of Hong Kong primary schools, there are some suggestions for educators,
education officers and policy-makers when they plan and implement to monitor
education quality in schools.
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Figure 15.4b: Profiles of Effective and Ineffective Classrooms

5.1. Understanding of the Profiles

The overall profiles and reports of education quality in all sampled schools can
help education officers, policy-makers, social leaders, educators and school practi-
tioners to understand and analyze the overall features of their schools. In addition,
individual profiles and reports for each involved school should be provided as much as
possible such that the concerned school management committees, principals, teachers
and even parents can have opportunities to understand and discuss the strengths and
weaknesses of their own schools. For convenience in wide dissemination and infor-
mation and even further analysis, the profiles, reports and related data and findings
can be put into CD-ROM or web-based format. Some seminars and workshops are
strongly recommended to facilitate the concerned parties in understanding and ap-
plying the profiles and findings for their developmental work.

5.2. Reflection and Analysis

Stakeholders and school practitioners reflect on the strengths and weaknesses of
the overall profiles and individual profiles of their schools through comparison. If
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further information is needed, additional studies (e.g., interviews or small surveys in
their schools) or analyses may be conducted with the help of external experts.

5.3. Planning and Action

Based on the results of reflection and analysis, policy-makers and education offi-
cers can plan the priority and related developmental work for improving the weakest
but crucial areas of schools at the system level. According to the school-based needs
revealed in the individual profiles, school practitioners can formulate their action
plans including short-term and long-term strategies at the site-level for developing
students, teachers, the principal, and other school personnel, and enhancing the qual-
ity of learning and teaching environment. After a period of development action (say,
two to three years), it is recommended to repeat the monitoring of education quality
at both school level and system level and see any improvement and enhancement in
the targeted areas resulting from the development actions. Then, the next cycle of
planning and action can be started, as indicated in Chapter 11.

5.4. For School Development and Organizational Learning

As explained in Chapter 11, monitoring is a necessary component for action
learning and strategic management in a changing environment. This kind of monitor-
ing and evaluation may have two types of purposes or functions: one for administrative
control and accountability, and the other one for development and improvement, as
illustrated in Chapter 14. If it is used mainly for administrative control, we should
be very careful because there may create among school practitioners a self-defensive
mechanism or culture that will hinder any open and positive learning from the results
of monitoring education quality, no matter whether at the site level or system level.
Therefore, it is strongly recommended that the application of the framework and re-
lated profiles should be mainly for continuous school development and organizational
learning.

6. LIMITATIONS OF THE STUDY

In this case of the Hong Kong schools, the application of the framework was
mainly based on the information provided by the key actors in schools, including
principals, teachers, and students. Other important school constituencies such as par-
ents, school management committees, school sponsoring bodies, and the Education
Department had not been surveyed. Of course, this sets some limitations to the find-
ings of the study. Even though a rather comprehensive set of indicators at multiple
levels including the individual/class levels of students, the individual/group levels
of teachers, and the school organization level had been conceptualized and used to
describe education quality of the sample schools, it does not mean that all aspects
of school process and education process had been included and studied in detail. For
example, curriculum, teaching methods, staff development, community relations and
services, school-home relations, and other had not been investigated in detail. With
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the constraint of resources, inevitably every study has its limitations. The framework
can be further developed in future in order to redress these limitations.

If we accept that education quality reflects the overall performance of school
members at the individual level, the group level, and the organizational level in-
cluding affective, cognitive, and behavioral components and can be indicated by the
satisfaction, perception, and performance of students, teachers, and principals, the
profiles mapped in this survey can provide us rather comprehensive information to
further develop the schools, administrators, teachers, and students. Particularly, since
the framework of education quality and most of the education quality indicators have
their roots in the research literature of school management, education effectiveness,
and organizational studies, the implications drawn from the framework and related
profiles should be useful for continuous school improvement and development for
education quality.

7. CONCLUSION

How to monitor and enhance education quality in schools is a major concern
in current education reforms in the Asia-Pacific and other parts of the world. There
may be many approaches to monitoring school education quality. In the light of the
recent trend of education indicator development and the advances in school manage-
ment, educational effectiveness, and educational administration, this research project
has developed a framework including multi-levels and multi-indicators to assess and
monitor education quality in schools. The developed framework is more concerned
with process characteristics in schools and is supported by the research evidence from
the past studies and the findings of surveys and case studies in this project. Since
the framework is rather comprehensive covering a wide range of indicators on ma-
jor characteristics of school processes (including most organizational determinants)
and educational outcomes, it should be helpful to monitoring education quality and
improving school effectiveness.

The developed framework and the established norms of education quality in the
case of Hong Kong primary schools provide a feasible and useful instrument that
can serve the purposes of monitoring education quality in school for both internal
development and external accountability. Furthermore, the development of frame-
work is based on the research literature of education quality, school management,
educational effectiveness, and organizational studies, which come not only from the
Western countries but also from the Asia-Pacific Region. Therefore it is hoped thatWW
the findings of this project can contribute to the growing public concern, policy dis-
cussion, research conceptualization, and practice on education quality and school
development in both Asia-Pacific and other international contexts.

This chapter was developed mainly from: Cheng, Y. C. (1997). A framework of
indicators of education quality in Hong Kong primary schools: Development and
application. In H. Meng, Y. Zhou, & Y. Fang (eds.) School based indicators of ef-
fectiveness: Experiences and practices in APEC members. (pp. 207–250), China:
Guangxi Normal University Press.
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Chapter 16

STUDYING CULTURAL FACTORS IN
EDUCATIONAL EFFECTIVENESS

Following the rapid developments in the Asia-Pacific Region in the past two
decades, there is a growing concern with the cultural differences between the East and
the West in schooling, and the cultural factors in shaping the features of schooling pro-
cesses and dominating the effectiveness of education in students’ academic achieve-
ments (Cheng & Wong, 1996; Stevenson & Stigler, 1992; Saha, 2003; Dimmock,
2003). Particularly at the site level, there is also a strong emphasis on the impacts
of organizational culture and cultural leadership on organizational performance or
school effectiveness (Cheng, 1993; Bolman & Deal, 1997; Schein, 1992, 1999). In
the past decades, numerous studies have been done in this area.

1. NEEDS FOR FURTHER UNDERSTANDING CULTURAL FACTORS

The past and ongoing International Educational Achievement (IEA) studies have
provided very fruitful data to show the differences in educational achievements and
educational processes in some important subjects amongst a number of countries. For
example, the findings of IEA’s Third International Mathematics and Science Study
(TIMSS) have raised a number of issues on cultural differences, not only between the
East and the West, but also amongst countries within a region like Europe, as related
to the diversity in students’ learning outcomes in Mathematics and Science (Cheng
& Cheung, 1999). Particularly, the students’ academic achievements in Mathematics
and Science in Singapore, Japan, Korea, Taiwan, and Hong Kong are consistently
better than many western countries. This inevitably raises extensive interest in the
international communities in comparing the characteristics of education systems,
schooling processes and cultural factors, in order to find out the reasons for the
high levels of Asian test scores. In the public media as well as ongoing academic
discussion, it is often assumed that the cultural factors make the national differences
in educational processes and outcomes, and certain cultural factors can make more
contribution to educational effectiveness.

Unfortunately, many recent studies and debates in this area are suffering from
a number of major methodological and conceptual drawbacks such as confusion in
conceptions, arbitrary use of cultural terms, over-attribution to cultural effects, and
ignorance of levels of analysis. The use of cultural terms at the national or regional
level such as “Western Culture”, “Eastern Culture”, “Asian Culture” and “Chinese
Culture” are often very controversial, if not arbitrary and vague (Cheng & Wong,
1996; Walker, Bridges, and Chan, 1996; Dimmock, 2003). It is difficult to use them
without clear definitions or conceptions in academic analysis. For example, the term
“Western Culture” may refer to the cultures of diverse western countries such as
France, USA or UK. As we know, the cultures of these countries are in fact very

369



370 NEW PARADIGM FORPP RE-ENGINEERING EDUCATION

different and even the cultures within one country (for example, USA or China) are
very diverse, too. Without sharp definitions of these terms, the comparison based on
them are often very loose, vague and nearly impossible, if not meaningless.

Based on a loose and vague idea of national culture, the attribution of national
differences in student educational outcomes to the effects of cultural factors is very
problematic, if not too easy. How much knowledge can we advance when vague
cultural ideas are used in cross-cultural debates and comparisons? Furthermore,
there is a common drawback on the ignorance of levels of analysis in comparative
or cross-cultural studies of the cultural effects on educational effectiveness. Even for
simplicity, there may be at least four different levels of cultural variation: classroom
level, school-site level, community level, and national (or societal) level. If we believe
cultural variation is critical to educational effectiveness, we should make sure in
the comparative study at which levels cultural factors are making effects on the
performance of students and teachers, and how these levels interact as related to
educational effectiveness and outcomes. Unfortunately, there are few, if not none,
studies that can have a clear distinction of this level issue in the comparative analysis
(Hallinger & Leithwood, 1996).

Hofstede (1997) had conducted a survey of 50 nations and three regions on
the differences in the patterns of work-related values in four dimensions including
individualism versus collectivism, power distance, uncertainty avoidance, and mas-
culinity versus femininity. From the findings of the survey, he constructed a cultural
map of the world. It is very popular to use Hofstede’s (1997) framework and find-
ings to support the comparative analysis of national cultures and their effects on
organizational (including school) management and effectiveness in terms of mem-
bers’ performance and outcome. However, confronting the above drawbacks, how
valid the application of this framework and its findings are to the cultural analysis of
educational effectiveness may need further investigation.

In order to redress the above drawbacks in the comparative analysis of cultural
effects and deepen the understanding of cultural factors’ role in educational effec-
tiveness, this chapter aims to provide a preliminary framework to clarify the roles and
differences of cultural forces at the national, community, school-site and classroom
levels in affecting educational processes and effectiveness. Based on this framework,
some basic strategies are developed for conceptualizing the comparative study of
cultural effects on educational effectiveness in schools. In addition, an empirical
study of the strength of organizational culture related to different aspects of school
performance is also reported to illustrate the importance of the cultural factors to
school effectiveness.

2. GENERAL CONCEPTION OF CULTURE

The study of culture has its original root in anthropology, focusing mainly on the
human behavioral patterns, social norms, ceremonies, values and beliefs at commu-
nity and national levels. Responding to Japan’s success in the international economic
competitions in the past few decades, there is an important trend of research on
organizational culture emerging in the field of organizational behavior in the 1980s
(Ouchi, 1981; Deal & Kennedy, 1982; Peters & Waterman, 1982; Sathe, 1985; Schein,
1992, 1999; Millikan, 1985; Barley et al. 1988; Bond, 1991b). It is often assumed
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Table 16.1: Hierarchy of a Culture and Multi-level Cultures

Multi-Level Cultures

Hierarchy of Classroom School Community Societal/ National
a Culture Culture Culture Culture Culture

Superficial Classroom Social
Norms

School Social
Norms

Community Social
Norms

Societal Social
Norms�

��
Values shared inVV
the Classroom

Values shared inVV
the School

Values shared inVV
the Community

Values shared inVV
the Society/Nation

Deep Assumptions
�

shared in the
Classroom

Assumptions
shared in the
School

Assumptions
shared in the
Community

Assumptions
shared in the
Society/Nation

that organizational culture is a dominant factor affecting members’ job attitudes and
productivity, and that strong organizational culture can promise high satisfaction,
commitment and performance among members. Following this trend, culture has
also become a hot concept used to explain the inter-school or international varia-
tion of educational effectiveness in the field of educational research and comparative
study since the 1980s to 1990s.

Even though substantial emphases have been placed on the study of national
or organizational culture, the conception of culture is often vague and controversial
(Alvesson, 1987; Smircich, 1983; Ashforth, 1985). From some typical examples
of the definitions of culture in Pettigrew (1979), Schwartz and Davis (1981), and
Schein (1992), we can see that even though the definitions may be diverse, to certain
extent there is a consensus that culture is a system of shared assumptions, beliefs,
values, and behaviors in an given group, community, or nation. Furthermore, from
Schein (1992), Dyer (1985), Kilmann et al. (1985), and Cheng (1996a, pp.44–66),
there may be a hierarchy of culture no matter in a classroom, a school, a community,
a society or a nation: shared assumptions, values, and norms (overt attitudes and
behaviors) arranged from abstract to concrete and from deep to superficial as shown
in Table 16.1.

3. SOCIAL-PSYCHOLOGICAL BASE OF CULTURAL INFLUENCE

The cultural influence on the performance of teachers and students can be an-
alyzed from a social-psychological perspective (Lewin, 1940, 1943; Getzels and
Guba, 1957; Getzels and Thelen, 1960). It can be assumed that teachers’ or students’
behavior is influenced by the interaction of the environmental culture, institutional
expectations, group intentions or norms, and personal characteristics. The relation-
ship of contextual cultures to performance and outcomes of teachers and students
can be illustrated as shown in Figure 16.1.

Based on the work of Hackman (1976) and Cheng (1989, 1996a), the relationship
between contextual cultures and educational effectiveness can be explained by the
following propositions:

1. Contextual Cultures as Ambient and Discretionary Stimuli. Contextual
cultures such as classroom culture, school culture, community culture and
societal culture are the critical sources of ambient and discretionary stimuli
that affect and shape school members’ behaviors and performance. Some of
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Societal/National Culture

Community Culture

    School Culture

Classroom Culture

Principal
Leading

Teacher Teaching Student Learning Educational
Outcomes

Figure 16.1: Multi-level Cultures and Educational Effectiveness

these stimuli can directly affect school members’ behaviors and attitudes and
some can shape their values and beliefs and indirectly change their behaviors
and attitudes. In general, classroom culture should have more direct stimuli
on teaching and learning effectiveness.

2. Interaction with Pre-existing Characteristics. Some stimuli may have
interaction with teachers or students’ pre-existing personal characteristics
(e.g., personal beliefs, values, attitudes, and characters) in the process of af-
fecting their behaviors in teaching or learning. If they value the stimuli more,
the effect of stimuli will be stronger on their performance and so educational
outcomes. It is not a surprise that some strong personal characteristics of
students or teachers may resist the influence of existing social norms in the
classroom or the school. This type of resistance is often labeled as “rebels”
and to be implicitly or explicitly suppressed by the existing school authorities
or social norms. Sometimes, the resistances and “rebels” may be eliminated
through a process of socialization, in which the personal beliefs, values, and
attitudes are changed gradually and implicitly in consistence with the existing
cultures at both classroom and school levels.

3. Strong Culture. The more the school members share the same assumptions
and values about aims, process, and management of education, the stronger
the behavioral norms and contextual culture on their daily practice and per-
formance. In other words, the effect of stimuli yielded from a stronger culture
is more powerful on educational effectiveness at individual, classroom, and
school levels. This is also the reason why vision and mission building is now
so strongly emphasized in school management as a major means to develop
strong culture through sharing the same visions, beliefs and values about
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what they are doing. An empirical study will be reported in the last part ofww
this chapter to support this proposition.

4. Influence Process. Contextual cultures at different levels can influence di-
rectly and indirectly the performance of principal, teachers and students, by
affecting their psychological arousals, efforts and performance strategies and
then their effectiveness in leading, teaching and learning.

5. Other Constraints. The contextual factors such as curriculum characteristics,
task nature, organizational structure, and other environmental constraints may
limit the performance of school members and affect their contribution to
educational effectiveness or school effectiveness.

From Simircich’s (1983) perspective, the relationship between contextual cul-
tures and educational effectiveness in school is often explored by a functionalist
approach, by which the functions of contextual culture for school functioning and
educational effectiveness can be found as follows: (1) Conveying a sense of iden-
tity for school members; (2) Facilitating the generation of school commitment;
(3) Enhancing social system stability; and (4) Serving as a sense-making device
that can guide and shape the behavior and performance of school members.

4. MULTI-LEVEL CULTURES

As shown in Table 16.1 and Figure 16.1, there may be four types of contextual
cultures including national/societal culture, community culture, school culture, and
classroom culture that can contribute to the performance of principal, teachers and
students, and educational outcomes.

Societal/national culture refers to the common patterns of social norms, values,
and assumptions shared at the macro societal level. Within one societal culture, there
may be a wide spectrum or variety of subcultures including community culture, school
culture, and classroom culture. If the societal culture is rather homogeneous, it means
that the variety of subcultures within it is quite small. In other words, the societal
culture may represent the major characteristics of community culture, school culture
and classroom culture within this society. The differences between subcultures at
lower levels may not be big.

Similarly, community culture, school culture, and classroom culture can be de-
fined as the common patterns of social norms, values, and assumptions shared by
local people or members in a community, a school, or a classroom. One community
culture may include a variety of subcultures such as school culture and classroom cul-
ture. It is not a surprise that within one community, some schools have strong cultures
but other schools have weak cultures. If school members can have a strong sharing of
beliefs, values and norms about the aims, process and management of education and
their school, the school culture can be described as strong. In a school, there may be
a variety of subcultures in classrooms and groups of teachers or students. A strong
and homogenous classroom culture represents a strong sharing of norms and values
between students and teachers in the classroom. In the research literature, classroom
culture is often found to have a stronger and more direct relationship with students’
educational performance and academic achievements, than contextual cultures at
school or higher levels (Cheng, 1994a, 1994b; 1996d; 1997; Tam & Cheng, 1995).
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5. HIERARCHY OF A CULTURE

Based on the above conception of culture and related literature, some basic
dimensions or indicators can be developed to describe the hierarchy of contextual
cultures in terms of assumptions/beliefs, values, and social norms. The following sug-
gested dimensions would be helpful to develop instruments for quantitative study as
well as guidelines for qualitative study of cultural factors such as assumptions/beliefs,
values, and social norms at different levels that contribute to the performance of
school members and school effectiveness.

Potential Dimensions of Assumptions or Beliefs: According to Schein (1992)
Dyer (1985), Hofstede (1997), Kao & Ng (1988), Schwartz & Bilsky (1990), and
Cheng (1989) the following dimensions of assumptions and beliefs should be impor-
tant no matter at the societal, community, school or classroom levels:

1. Nature of Human Beings: Are human beings in the school, the community,
or the society considered to be basically good, bad or neutral? What category
human beings in the classroom, the school, the community, or the society can
be classified, in the typology of McGregory (1960), Schein (1980), or other?

2. Nature of Human Relationships—Individualism versus collectivism: Are re-
lationships between members in the school, the community, or the society as-
sumed to be primarily hierarchical, group collaborative, or individualistic in
nature? Individualism or collectivism? Student-centered or teacher-centered
in educational process?

3. Nature of Human Activities: What is the ‘right’ thing for members in the
classroom, the school, the community and the society to do: to be active,
passive, self-developmental, fatalistic, or what? Conservative or creative in
teaching or learning? Transfer a set of knowledge or learn how to learn?

4. Relationship of Human Beings to Nature: Is there a basic belief that human
beings can master the environment, or that they must be subjugated by the
environment, or that they should attempt to harmonize with the environment?
How the process of management and education can reflect this relationship?

5. Universalism versus Particularism: Should all members in the classroom, the
school, the community or the society be evaluated and treated by the same
standards, or should certain individuals be given preferential treatment? How
to deal with individual needs and differences of students in learning? Should
students with special needs be treated separately from the main stream or
integrated in the main stream?

6. Nature of Truth: Is “truth” (e.g., knowledge or correct decisions) revealed by
external authority figures, or is it determined by a process of personal inves-
tigation and testing in the activities of learning, teaching and management in
the classroom or the school? What about in the community or the society?

Dimensions of Shared Values: From their assumptions and beliefs, people de-
velop their conceptions of what are desirable in a classroom, a school, a community,
and a society. These conceptions reflect their values. There are many types of values
shared or emphasized in education or school. Some are closely related to human needs
and some are directly associated with life and processes of learning, teaching and
management in schools (Cheng, 1996c). The following dimensions for describing
shared values in contextual cultures are recommended for future study: Priority of
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Human Needs; Client-centered versus Career-centered; Control versus Autonomy;
Formalization versus Flexibility; Centralization versus Participation; Teamwork ver-
sus Individual Responsibility; Achievement Orientation; Professional Orientation or
Ethics; Innovativeness; and Life-Long Learning and Continuous Improvement. For
the detail about these dimensions and related research questions can be found in
Cheng (1996a, pp. 62–63).

Behavioral Norms: Behavioral norms are the overt and superficial parts of cul-
ture. Many well-established dimensions and instruments are available for describing
behavioral norms in school organizations. Halpin and Croft’s (1963) Organizational
Climate Description Questionnaire (OCDQ), Stern’s (1970) Organizational Climate
Inventory (OCI), Likert and Likert’s (POS) (1978), Deer (1980), Rentou and Fraser’s
(1983) School-level Environment Questionnaire (SLEQ), Moos & Trickett’s (1974)
Classroom Environment Scale, Hoy, Tarter, & Kottkamp’s (1991) Measures of School
Organizational Health, and Cheng’s (1997) Framework of Indicators of Education
Quality at Multiple Levels are some of typical and popular instruments developed
from different conceptions. The behavioral norms may be more diverse at the com-
munity and the society levels. There seems to be few popular dimensions developed
for these two levels.

6. STRENGTH OF CONTEXTUAL CULTURES

To a gTT reat extent, the sharing of beliefs, values, and assumptions should be the
core part of culture because it can shape and determine the major characteristics
of overt processes and artifacts in the classroom, the school, the community, or the
society (Alvesson, 1987; Cheng, 1989, 1993; Schein, 1992). Therefore, the discussion
of the cultural influence on educational effectiveness may focus on the sharing of
values and beliefs/assumptions at the four different levels. The extent of the sharing
of certain values or beliefs can represent the strength of culture at this dimension.
A strong culture in a classroom represents a great sharing of most major values and
beliefs among members in the classroom. It is similar for a strong culture in the
school, the community, or the society.

7. PROFILES OF CONTEXTUAL CULTURES

If we accept the above basic values and beliefs as the core part of culture that
can determine the overt and superficial behavioral norms and performance, we can
use them to illustrate the profiles of a contextual culture at the classroom, school,
community, and society levels. As shown in Figure 16.2, the profiles of contextual
cultures at different levels can be summarized in terms of sharing of the basic beliefs
and values. The cultural profile may have the following characteristics:

1. Composition of the Cultural Profiles. The strength or weakness of each
of the basic values or beliefs shared among members at a certain level (say,
school level) contributes to the characteristics of the profile of a culture at
this level. For example, some profiles may be characterized by being very
strong in professional orientation, social relationship, team responsibility and
universalism, but very weak in innovativeness and flexibility.
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Figure 16.2: Comparative Study of Multi-level Cultures and Educational Effectiveness

2. Profiles Vary Across Levels. Even within one society, cultural profiles may
vary across the classroom, school, community, and society levels, depending
on complex human, historical and contingent conditions. The profiles of a
school culture may not be consistent with or similar to that of community
culture or societal culture. If a community culture is very strong in certain
types of values (say, social relations, participation), we may believe schools
in the community tend to be strong in these values too, even though their
profiles may not be very similar.

3. Cultural Profiles and Educational Effectiveness. Each of the basic values
and beliefs, no matter at which level (e.g., community level or school level),
may have different relationships to educational process and effectiveness in a
classroom or a school. Some may contribute more but the others may not. It
is possible that certain cultural profiles may have a stronger relationship with
educational effectiveness and some may not (Cheng, 1993).

4. Stronger Influence of Classroom and School Cultures. It is expected that
the classroom and school cultures should have the stronger association with
educational effectiveness in a school than community culture and society cul-
ture because they have closer and more direct influence on daily school func-
tioning and educational process. Therefore, it is not a surprise that within one
community or society, some schools perform much better than others because
of their contrasting differences in their school cultural profiles. Comparatively,
classroom culture should have stronger impact on individual learning and
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teaching in a classroom than school culture (Cheng & Cheung, 1998,
135–142).

8. CULTURAL HOMOGENEITY AND CULTURAL HETEROGENEITY

When we investigate how the societal culture, the community culture, the school
site culture and the classroom culture are related to educational effectiveness, we
have to pay attention to the issues of cultural homogeneity and cultural heterogeneity
in the analysis.

Cultural Homogeneity refers to a cultural state in which a contextual culture
is homogeneous among members. There may be four types of cultural homogeneity:
within a society, within a community, within a school and within a classroom. Cultural
homogeneity within a society refers to the extent to which the society members tend
to have a similar set of values, beliefs and even behavioral norms. Traditionally, many
scholars often assume that there is a strong cultural homogeneity in each country they
discuss, such that they can ignore the potential diversity in schools and communities,
and can use the average societal cultural profile to make international comparison
and make conclusion on how societal or national culture is related to educational
outcomes. In fact, it is often difficult to claim this homogeneity assumption to be
valid without rigorous research support.

Similarly, we can define cultural homogeneity within a community, a school
or a classroom. Traditionally, researchers often measure the cultural homogeneity
in school or classroom in terms of school climate or classroom climate (Moos &
Trickett, 1974).TT

Cultural Heterogeneity refers to a cultural state in which the contextual culture
is very diverse among members. Also, there are four types of cultural heterogeneity:
within a society, within a community, within a school and within a classroom. For
example, cultural heterogeneity within a society refers to the extent to which the
society members tend to have diverse sets of values, beliefs, and behavioral norms. It
is not a surprise that cultural heterogeneity is strong in large countries such as China
and USA. It is possible that within the same society, the community cultures are
diverse among different communities. The comparative or cross-cultural study of the
relationship between heterogeneous societal cultures and educational effectiveness is
often problematic, because (1) it is difficult to define the meaning of overall societal
cultural profile when community cultures and school cultures are very diverse; (2)
and the overall cultural profiles at the societal level may not represent the complicated
and diverse reality of communities and schools.

Similarly, cultural heterogeneity within a community, a school, or a classroom
can be defined. The current literature on strong cultures within effective schools en-
courages culturally homogeneous schools more than culturally heterogeneous schools
(Cheng, 1993; Sergiovanni, 1984).

9. CONCEPTUALIZATION OF COMPARATIVE STUDY

Based on the above conceptions of contextual cultures, the comparative or cross-
cultural study of their relationship to educational effectiveness can be conceptualized
by the following strategies:
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9.1. Research Conceptualization based on Single Country/Society

The research can focus on individual country’s contextual cultures and their
relationship to educational effectiveness at the individual, classroom or school level.
The strategies of conceptualization based on single society can be further divided as
follows: (for example, see Table 16.2, Country A)
� At the Classroom Level: The research may be conceptualized on how values,

beliefs and norms about learning, teaching and management in the classroom
are related to the affective, cognitive and behavioral performance and outcomes,

Table 16.2: Conceptualizations of Comparative Study on Cultures and Educational Effectiveness

Country A Country B

Societal Culture A: Societal Culture B:

• Profile of Basic Values and Beliefs
• Cultural Strength

• Profile of Basic Values and Beliefs
• Cultural Strength

• Cultural Homogeneity and Heterogeneity • Cultural Homogeneity and Heterogeneity
• Cultural Penetration to Communities
• Cultural Penetration to Schools and Classrooms

• Cultural Penetration to Communities
• Cultural Penetration to Schools and Classrooms

Community Culture A:

• Profile of Basic Values and Beliefs
• Cultural Strength

Community Culture B:

• Profile of Basic Values and Beliefs
• Cultural Strength

• Cultural Homogeneity and Heterogeneity • Cultural Homogeneity and Heterogeneity
• Cultural Penetration to Schools and Classrooms • Cultural Penetration to Schools and Classrooms

School Culture and Effectiveness A: School Culture and Effectiveness B:

• Profile of Basic Values and Beliefs
• Values and Beliefs about School Education and

Management
• Cultural Strength

• Profile of Basic Values and Beliefs
• Values and Beliefs about School Education and

Management
• Cultural Strength

• Cultural Homogeneity and Heterogeneity • Cultural Homogeneity and Heterogeneity
• Cultural Penetration to Classroom Cultures and

Group Subcultures
• Cultural Penetration to Classroom Cultures and

Group Subcultures
• Cultural Influence on Managing, Teaching,

Learning, and Outcomes in School
• Cultural Influence on Managing, Teaching,

Learning, and Outcomes in School

Classroom Culture and Effectiveness A: Classroom Culture and Effectiveness B:

• Profile of Basic Values and Beliefs
• Values and Beliefs about Learning, Teaching and

Management in Classroom
• Cultural Strength

• Profile of Basic Values and Beliefs
• Values and Beliefs about Learning, Teaching

and Management in Classroom
• Cultural Strength

• Cultural Homogeneity and Heterogeneity • Cultural Homogeneity and Heterogeneity
• Cultural Penetration to Individuals and Groups

within the classroom
• Cultural Influence on Managing, Teaching,

Learning, and Outcomes in the Classroom

• Cultural Penetration to Individuals and Groups
within the classroom

• Cultural Influence on Managing, Teaching,
Learning, and Outcomes in the Classroom
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and social relationship among students and teachers (Cheng, 1994b). What are
the characteristics of classroom culture profiles in a target classroom, a target
school or in a sample of schools in a community? How strong is the classroom
culture and how homogeneous is it across individuals and small groups within
the class? How do cultural homogeneity and heterogeneity in the classroom
affect the process and outcomes of teaching and learning? How does a teacher’s
leadership style interact with the existing contextual factors and shape the profile
of classroom culture (Cheng, 1994a)? These are some of the interesting research
questions about educational effectiveness and cultural factors to be studied at
the classroom level.

� At the School Level: At this level, the research may focus on how the basic values
and beliefs are related to the shared assumptions about citizenship, learning and
teaching processes (including education aims, curriculum, pedagogic methods,
educational evaluation, roles of students and teachers, and ideals of education
outcomes, etc.) and management processes (including leadership, environmental
analysis, planning, structuring, implementing, staffing, directing, monitoring,
and evaluating, etc.) (Figure 16.1). How are these shared assumptions related to
classroom culture and group climate within the school? How are the shared values
and beliefs about education and management in the school related to teacher’s
teaching performance and students’ learning performance and outcomes? In
other words, how school cultures can penetrate into daily classroom life and
process of learning and teaching? What are the characteristics of school culture
profile in a target school or in a sample of schools in a target community? How
strong is the school culture and how homogeneous is it across classrooms and
groups within the school? How cultural homogeneity and heterogeneity can
make a difference in school functioning and educational activities? How does
school leadership interact with other contextual factors and shape the profiles
of school culture (Schein, 1992)? These are important questions for research in
one representative school or a sample of schools.

� At the Community Level: The conceptualization of research may be based on
how the existing basic values and beliefs in the community affect the values
and beliefs in schools about citizenship, learning and teaching processes, and
school management. In other words, how the community culture can penetrate
into schools and affect school process, teaching process, learning process, and
educational outcomes is an important question at this level. The cultural ho-
mogeneity and heterogeneity within the community is also a critical area for
studying the relationship of the community culture to school effectiveness and
educational outcomes of a sample schools. How the relationship between com-
munity culture and school effectiveness is valid across a sample of communities
in a society or nation is also a sophisticated research question in a comparative
or cross-cultural study.

� At the Societal Level: The penetration of the basic values and beliefs at the so-
cietal level to the community level, the school level and even the classroom is
an interesting area for research. Whether all the basic values and beliefs have
the similar penetration power is also a significant question. Obviously, how
the existing societal culture affects the management process, and educational
practice and outcomes in school is a typical research question. But again, cultural
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homogeneity and heterogeneity are salient issues in studying cultural penetra-
tion through the community boundary, the school boundary and the classroom
boundary. It seems that cultural heterogeneity in a society may not promise a
strong societal culture that can have a strong influence on school effectiveness.

� Including all the Three Levels: The research can combine the above three strate-
gies to put all the school culture, community culture and societal culture to-
gether, and investigate their relationship to managing, teaching, learning and
outcomes of education. The conceptualization can provide a more comprehen-
sive investigation of the issue of cultural penetration and influence on educa-
tional effectiveness if the study is able to deal with the very complicated cultural
homogeneity-heterogeneity at three levels in its research design.

9.2. Cross-cultural Research Conceptualization on Two or More Societies

From Table 16.2, the research conceptualizations for comparing two (say, coun-
tries A and B) or more countries or societies can be listed as follows:

1. Comparing Societal Cultures: WeWW can compare the characteristics and
strengths of societal cultures in terms of profiles of basic values and beliefs as
well as related assumptions about education and management. Also, we should
study their cultural homogeneity and heterogeneity before we investigate and
compare their cultural penetration to and influence on their communities and
schools. How their societal culture profiles can be identified and mapped for
comparison is the major difficulty in research. The comparison at this level
is often vague and loose particularly in some large countries with diverse
cultural backgrounds. Without a careful test of the assumption on cultural
homogeneity, the comparison between societal cultures and assertions about
the societal influence on educational effectiveness are inevitably problematic.

2. Comparing Community Cultures: After sampling representative communi-
ties of these two countries, we can compare the characteristics of representa-
tive community cultures in terms of the profiles in values and beliefs. In this
comparison, their cultural strength, cultural homogeneity, and cultural hetero-
geneity should be important areas particularly when we want to establish and
compare their cultural penetration to and influence on school performance and
education outcomes in their communities. Similarly, mapping and identifying
the representative profiles of community culture is not easy. Comparatively,
it is easier to find out and compare the influences of community cultures on
school performance if the community cultures are internally homogeneous.

3. Comparing School Culture and Effectiveness. For each country or one com-
munity, a representative sample of schools can be selected for comparative
study. We can compare the characteristics and strengths of school culture pro-
files in terms of basic values and beliefs and their relationships to the sets of
values and beliefs used in school education and management, particularly in
leadership, curriculum design, teaching and learning. The cultural homogene-
ity and its penetration to classroom subcultures and group cultures are impor-
tant foci in comparison. Finally, school cultural influences on the processes
of managing, teaching, and learning and the outcomes of schools are the core



STUDYING CULTURAL FACTORS IN EDUCATIONAL EFFECTIVENESS 381

themes of comparison between the two or more countries. Comparing with
conceptualizations (1) and (2), the study of school cultures and their relation-
ship to educational effectiveness is more conceptually direct and technically
feasible since only the school-site level is involved in the study. The compara-
tive study of school culture and effectiveness can contribute to understanding
what and how cultural factors at the school levels are valid across societiesww
and communities in determining educational outcomes.

4. Comparing Classroom Culture and Effectiveness. A representative sample of
classrooms can be selected from each country for the comparative study of
classroom cultures and its influence on educational effectiveness particularly
at the individual level. The comparison of the profile characteristics of class-
room culture in terms of values, beliefs, and norms about teaching, learning,
and management in the classroom is a typical research area. Also, the com-
parison of cultural penetration and influence from the classroom to individual
members or subgroups can help to understand whether and how the effects
of certain values and beliefs on educational outcomes are valid across soci-
eties, communities, or schools. Comparing with other levels, the comparative
study at the classroom level should be most direct and feasible in research
design.

5. Comparing Multi-level Cultures and Educational Effectiveness. Obviously,
the conceptualization of comparative study can be based on multi-level cul-
tures, integrating all the above conceptions (1) to (4) in one comparative study.
This conceptualization can provide a more comprehensive investigation and
analysis of the complicated relationship of multi-level cultures to educational
effectiveness at both individual, classroom and school levels. Clearly, if the
comparison involves societal culture, community culture, school culture and
classroom culture, and their relationships to performance of teachers and stu-
dents, the study becomes a multi-level comparison and conceptually needs to
deal with the more complicated issues of cultural homogeneity and hetero-
geneity at these four levels. Inevitably, the multi-level comparative study is
conceptually and technically difficult, and needs more sophisticated research
design and resource support.

6. Comparing Reverse Contributions from Classrooms, Schools and Commu-
nities. Even though the above conceptualizations (1) to (5) assume cultural
influences going down from the societal level, the community level and the
school level to educational processes at the classroom level, it does not mean
the absence of the reverse influences from classrooms to schools and to the
formation of community culture or societal culture. There is likely a mutual
cultural influence between four levels. As shown in Figure 16.2, the compar-
ison of the potential contributions of classroom culture and performance to
school cultures, community culture, and societal culture is also an interesting
area for comparative study.

The above conceptualizations of comparative study have their different research
foci and limitations. They can be applied to comparing more than two countries even
though countries A and B have been used to illustrate the possible comparisons as
shown in Figure 16.2.
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10. EMPIRICAL EVIDENCE OF ORGANIZATIONAL CULTURE
AS RELATED TO SCHOOL PERFORMANCE

In the light of the above conceptualizations, it would be interesting to start an em-
pirical study from the school level, and investigate how school organizational culture
is related to school performance in terms of teacher performance and organizational
performance. Such a study is also an echo to the current emphasis on the importance
of organizational culture in the field of educational administration and the movement
of school improvement and effectiveness. This part reports the findings of an empir-
ical study conducted by Cheng (1993) in Hong Kong secondary schools. Based on
the above discussion, the empirical study was conceptualized, as follows:

1. Organizational ideology such as sharing beliefs and values among members
is the essential part of organizational culture, and an organizational ideology
index can be used to measure the strength of organizational culture in a school
(Alvesson, 1987; Price & Mueller, 1986);

2. From a functionalist approach, school’s organizational culture can shape overt
organizational characteristics (in terms of organizational structure, social in-
teractions, and leadership), teachers’ job attitudes, and students’ academic
outcomes (Smircich, 1983; Schein, 1999; Millikan, 1985). However, it is also
possible that organizational culture is the consequence of organizational vari-
ables, particularly transformational leadership or cultural leadership (Bennis,
1984; Schein, 1992; Sergiovanni & Corbally, 1984; Conger, Kanungo & as-
sociates, 1988; Bass, 1985; Tichy & Ulrich, 1984).

3. No matter in what direction is the relationship between organizational culture
and organizational characteristics, it can be assumed that (a) the stronger the
school’s organizational culture, the more satisfied, motivated, and committed
the teachers and the higher the students’ academic achievement; and that
(b) strong school’s organizational culture is associated with strong principal’s
leadership, formalized and participative organizational structure, and positive
social interactions among teachers. The study can provide empirical evidence
to test these two assumptions.

First, the study observed the cross-sectional relationship between organizational
culture and important organizational characteristics. Second, it mapped the profiles
of organizational culture and effective schools in terms of important organizational
factors (such as principal’s leadership, organizational structure, and teacher’s socialff
interactions), teachers’ job attitudes and organizational commitment, and students’
academic achievements. Specifically, it investigated how the profiles of perceived
strong culture-effective schools are different from those of perceived weak culture-
ineffective schools. The findings yielded empirical evidence for deepening the un-
derstanding of organizational cultures and behaviors in schools, and testing some of
the research conceptualizations discussed in this chapter. The study and its findings
are described and discussed in the following paragraphs. For the detail, please refer
to Cheng (1993).

10.1. Method of the Study

A design of cross-sectional sample survey with follow-up case study was used
in this study. The sample was aided secondary schools in Hong Kong. Since aided
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secondary schools in Hong Kong are established and operated on the basis of the
Codes of Aid issued by the Education Department of the Hong Kong Government, the
sample of schools was relatively homogeneous in terms of salary structure, profes-
sional qualification of teachers and administrators, promotion structure, teacher-class
ratios, school facilities, formal curricula to be completed, public examination system,
supporting personnel (such as technical, clerical, cleaning staff), formal opportunities
of professional training and development, and supervision by the Hong Kong Edu-
cation Department. Sixty-five of these schools were randomly selected and invited to
participate in the study. However, finally only 54 schools agreed to participate. Within
each sampled school, 12 teachers were randomly selected and asked to complete the
measuring instruments. The final number of respondents within each school ranged
from six to twelve with 10.89 as the mean and 12 as the mode. The total number of
involved teachers in this study was 588.

Most of the instruments used in this study were adapted from the previous studies.
(see Table 16.3)

10.2. Organizational Measures

Organizational culture was assessed in terms of organizational ideology (Alves-
son, 1987). Based on Price and Mueller (1986), an index of organizational ideology
had been developed in a pilot study and was used to describe the strength of organi-
zational culture. The following are typical items: “Most members in the school have
definite and consistent ideas about how education should be”, “Most members in this
school have a clear and consistent belief about the role of the school in society”, and
“The school has no distinctive mission in society”. Principal’s leadership style was
described by three indicators—initiating structure, consideration (Halpin, 1966) and
charisma (Bass, 1985); organizational structure by three indicators: formalization
(Oldham & Hackman, 1981), hierarchy of authority, and participation in decision
making (Hage & Aiken, 1967); and social interactions by four indicators: esprit,
intimacy, disengagement, and hindrance (Halpin and Croft, 1963).

10.3. Job Attitudes Measures

Teachers’ job attitudes and commitment were measured by several indicators.TT
Mainly based on the Michigan Organizational Assessment Questionnaire (MOAQ)
studies (Cammann et al.,1983) and Rizzo, et al. (1970), teachers’ job attitudes were
described by seven indicators: internal work motivation, intrinsic satisfaction, ex-
trinsic satisfaction, social satisfaction, influence satisfaction, role clarity, and job
challenge. In addition, organizational commitment was described by an indicator
developed by Mowday, Steers and Porter (1979).

10.4. School Effectiveness Measures

School’s perceived organizational effectiveness was measured by one indicator—
Mott’s (1972) index measuring school’s productivity, adaptation and flexibility per-
ceived by teachers. From Cheng (1986) and Hoy and Ferguson (1985), this index
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Table 16.3: Characteristics for the Instruments Measuring School Organizational
Cultures and Performance

No. of Potential Estimated Reliability
No. of Response Range of (Cronbach Alpha)

Instruments Sources Items categories Scores (a) (b) Validity

Organizational.
Ideology

Price & Mueller
(1986)

10 5 10–50 Not available 0.80 ∗TestedTT

Organizational.
Structure

Formalization Oldham &
Hackman
(1981)

4 5 4–20 0.52 0.68 Tested

Participation Hage & Aiken
(1967)

4 5 4–20 0.92–0.95 0.72 Tested

Authority Same as above 5 4 5–20 0.70–0.96 0.82 Tested
Hierarchy Same as above

Leadership Style
Initiating Structure Halpin (1966) 15 5 15–75 0.93 0.81 Tested
Consideration Same as above 15 5 15–75 0.86 0.84 Tested
Charisma Bass (1985) 18 5 18–90 0.82–0.95 0.95 Tested

Social Interactions
Intimacy Halpin & Croft

(1963)
6 4 6–24 0.63 0.65 Tested

Esprit Same as above 8 4 8–32 0.82 0.82 Tested
Hindrance Same as above 5 4 5–20 0.72 0.71 Tested
Disengagement Same as above 7 4 7–28 0.72 0.77 Tested

Organizational.
Commitment

Mowday, etal
(1979)

15 7 15–105 0.82–0.93 0.90 Tested

Job Attitudes
Satisfaction Cammann etal
Extrinsic (1983) 3 7 3–21 0.63 0.57 Tested
Intrinsic Same as above 3 7 3–21 0.87 0.77 Tested
Social Same as above 3 7 3–21 0.87 0.81 Tested
Influence Same as above 2 7 2–14 0.63 0.57 Tested
Work Motivation Same as above 3 7 3–21 0.60 0.67 Tested
Job challenge Same as above 4 7 4–28 0.81 0.70 Tested
Role clarity Rizzo etal

(1970)
6 7 6–42 0.80 0.77 Tested

School Effectiveness
Index of Effectiveness Mott (1972) 8 5 8–40 0.86–0.90 0.82 Tested

Public Examination Achievement (Hong Kong Certificate of Education Exam.): Chinese Language, English
Language, Mathematics (standard scores)

Note: NA = not available;
TestedTT = tested and validated in previous studies;
∗TestedTT = tested and validated in the pilot study;
(a) = provided by the previous studies;
(b) = in this study.

is a powerful and reliable indicator for predicting school organizational processes
and performance. Students’ achievements (in terms of pass percentages) in the Hong
Kong Certificate of Education Examination (in 1988) on subjects such as ChineseKK
Language, English Language, and Mathematics were assessed. The averaged pass
percentage of these three subjects was used as an overall academic achievement
measure of a school.

The instruments were tested and adapted in a pilot study before they were used
in the main study. From current and prior studies, the reliability and validity of all the
instruments has been documented. The psychometric properties of each instrument
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such as source of the instrument, number of items, number of response categories,
potential range of scores, documented reliability and validity are summarized in
Table 16.3.

In this study, the unit of analysis is the school. Within each school, the teach-
ers’ responses were averaged to give scores of the variables for the school. For the
whole sample of 54 schools, the averaged scores were further standardized withww
mean equal to 50 and standard deviation equal to 10, in order to map profiles of
schools. According to the top 30% and bottom 30% of organizational ideology scores,
two groups of schools were identified, “Strong Culture Schools” (16 schools) and
“Weak Culture Schools” (16 schools). Similarly, according to the top 30% and bot-
tom 30% of perceived organizational effectiveness index, two groups of schools
were classified, “Perceived Effective Schools” (16 schools) and “Perceived Inef-
fective Schools” (16 schools). Based on the above classification, 11 schools were
categorized as “Strong Culture-Effective Schools” and other 13 as “Weak Culture-
Ineffective Schools”.

10.5. Organizational Culture and Perceived Organizational Effectiveness

From the Pearson correlation analysis, it is found that organizational ideol-
ogy index was strongly correlated with perceived organizational effectiveness in-
dex (Pearson correlation coefficient = 0.739, n = 54). The plot of distribution of
sampled schools in the space of organizational culture against organizational effec-
tiveness is shown in Figure 16.2. It seems that schools with stronger organizational
culture tend to be perceived as more effective in terms of productivity, adaptation and
flexibility. This finding is consistent with the current belief of strong culture’s impact
that comes mainly from case studies in the area of business organizations (Schein,
1992).

From Table 16.4, the Pearson correlation analysis shows that both organizational
ideology index and organizational effectiveness index have strong correlations with
organizational attributes (such as principal’s initiating structure, consideration, and
charisma, organizational structure’s formalization and participation, teachers’ esprit,
intimacy, and disengagement), teachers’ job attitudes (such as organizational com-
mitment, intrinsic satisfaction, social satisfaction, influence satisfaction, feeling of
challenge, and role clarity), as well as students’ academic achievements (such as
Chinese Language, English Language, and overall academic achievement).

The finding suggests that organizational ideology index and organizational effec-
tiveness index are critical indicators of school performance in terms of organizational
characteristics and outcomes. Furthermore, it provides strong evidence to support the
predictive validity of organizational ideology index.

10.6. Predicting Organizational Culture from Organizational Factors

In order to investigate how organizational culture is related to or pre-
dicted by organizational important factors, stepwise regression analysis was em-
ployed to regress the organizational ideology index on the measures of principal’s
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Table 16.4: Pearson Correlation Coefficients for the Relationship among Organizational Attributes,
Organizational Ideology Index and Organizational Effectiveness Index

Organizational Organizational
Ideology Index Effectiveness Index

〈Principal’s Leadership〉
Initiating Structure .4999∗∗∗ .6244∗∗∗
Consideration .4657∗∗∗ .3575∗∗
Charisma .6586∗∗∗ .5781∗∗∗

〈Organizational Structure〉
Formalization .5537∗∗∗ .5894∗∗∗
Participation .4711∗∗∗ .5026∗∗∗
Hierarchy of Authority −.0715 .0036

〈Social Interactions〉 .6702∗∗∗ .5222∗∗∗
Intimacy .8417∗∗∗ .8271∗∗∗
Esprit −.0905 .1153
Hindrance −.5891∗∗∗ −.5624∗∗∗
Disengagement

〈Teacher’s Job AttitudesTT 〉
Organizational Commitment .7799∗∗∗ .6677∗∗∗
Extrinsic Satisfaction .2537∗ .1484
Intrinsic Satisfaction .5940∗∗∗ .5075∗∗∗
Social Satisfaction .6443∗∗∗ .6483∗∗∗
Influence Satisfaction .4679∗∗∗ .3728∗∗
Internal Work Motivation .1325 .0912
Feeling of Job Challenge .3133∗ .3062∗
Role Clarity .2957∗ .2448∗

〈Acadefi c Achievement in the Public Exafi nation〉
Chinese Language .2387 .2625∗
English Language .2503∗ .2528∗
Mathematics .2055 .3075∗
Overall Academic Achievement .2499∗ .2901∗

∗p<0.05, ∗∗p<0.01, ∗∗∗p<0.001 (one-tailed)
no. of cases = 47, missing cases = 7

leadership (i.e. initiating structure, consideration, and charisma), organizational
structure (i.e. formalization, participation, and hierarchy of authority), and teach-
ers’ social interactions (i.e. intimacy, esprit, hindrance, and disengagement). The
result is summarized in Table 16.5.

The result reveals that among the measures of the organizational factors, princi-
pal’s charisma and teachers’ esprit could contribute the major part to the prediction of
school’s organizational ideology (i.e. the predicting power was 69.09%). The regres-
sion equation reached the significant level (F statistic = 56.99 with p value < 0.001).
With these two variables in the equation, the increase in predicting power by includingWW
other organizational measures is negligible. No matter whether principal’s charisma
and teachers’ esprit are the cause or the consequence of school organizational culture,
it seems that they are critical indicators of the sharing of beliefs about the school’s
missions and roles, natures of teaching task, and traditions. The more the principal
can provide teachers with inspiration and meaning for their work, the stronger the
organizational culture the school has. This finding is consistent with the current em-
phasis of charismatic leadership or cultural leadership. It assumes that principals as
charismatic leaders can transform organizational reality, shape members’ values and
behaviors, and build school’s unique culture that integrates and motivates all mem-
bers to achieve school goals (Bass, 1985; Sergiovanni, 1984; Sashkin & Sashkin,
1990). The findings also suggest that the more enthusiastic the teachers can be in
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Table 16.5: Stepwise Regression of Organizational Ideology Index on
Organizational Factors

Variable entered coefficient (s.e.) Beta t- value p

Esprit 1.045 .157 .681 6.644 .000
Charisma .076 .037 .208 2.031 .0475
(Constant) 3.573 2.203 1.622 .111

Equation Statistics:
Multiple R .831
R2 .691
d.f. 2,51
F statistic 56.994
p-value .000

Variables not in the equation:VV
Principal’s Initiating Structure and Consideration, the structural measures
(i.e. Formalization, Participation, and Hierarchy of authority), and teachers’
Intimacy, Hindrance, and Disengagement

their work, the stronger a sharing of beliefs the school exhibits. It is not surprising
that teachers’ morale is the salient aspect of a strong organizational culture.

10.7. Profiles of Strong Culture Schools and Weak Culture Schools

In order to examine how strong culture schools are different from weak culture
schools, their organizational profiles were mapped and compared. In terms of the
strength of organizational ideology, a strong culture group of 16 schools and a weak
culture group of 16 schools were identified. Their averaged profiles were mapped
and compared in terms of organizational characteristics, teachers’ job attitudes, and
school effectiveness criteria, as shown in Table 16.6. Their profiles were contrastingly
different and the differences reached significant levels in t-test in most of the organiza-
tional characteristics (such as formalization, participation, all leadership dimensions,
intimacy, esprit, disengagement), teachers’ job attitudes (such as organizational com-
mitment, intrinsic satisfaction, social satisfaction, influence satisfaction, role clarity),
and perceived organizational effectiveness. The average academic achievements of
the strong culture schools were higher than those of the weak culture schools, but
the differences did not reach the 0.05 significance level. Also, it was found that the
average academic achievements of the strong culture schools were higher than 50,
that was the standardized mean for the whole sample; but those of the weak culture
schools were lower than 50.

10.8. Strong Culture-Effective Schools versus Weak Culture-Ineffective Schools

According to the classifications based on the ideology index and effectiveness
index, there are 11 strong culture-effective schools and 13 weak culture-ineffective
schools. Due to the strong correlation between organizational culture and organiza-
tional effectiveness (r = 0.739), no a school belonged to the strong culture-ineffective
group and only one was perceived as weak culture-effective school (see the plot in
Figure 16.3).

From the above findings, it is interesting to know whether schools with strong
cultures and high perceived effectiveness would be more contrastingly different from
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Table 16.6: Comparison of Profiles between Strong and Weak Culture Schools

Strong Culture Schools Weak Culture Schools
Group Mean Group Mean

Characteristics of Profile (16 schools) (16 schools) t-value

〈Organizational Characteristics〉
Organizational Culture
Strength of Organizational Ideology 62.18 39.51 10.90∗∗∗

Organizational Structure
Formalization 56.46 45.10 3.23∗∗
Participation 53.36 44.59 2.81∗∗
Authority Hierarchy 48.82 50.08 −0.33

Leadership Style
Initiating Structure 54.32 45.54 2.50∗
Consideration 55.03 46.63 2.81∗∗
Charisma 57.23 45.25 3.74∗∗

Social Interactions
Intimacy 57.16 44.37 4.04∗∗∗
Esprit 59.94 40.67 8.04∗∗∗
Hindrance 43.56 47.17 −1.32
Disengagement 41.80 58.08 −6.16∗∗∗

〈Job Attitudes of Teachers〉
Organizational Commitment 59.81 40.98 8.60∗∗∗
Extrinsic Satisfaction 53.18 47.90 1.68
Intrinsic Satisfaction 56.25 44.44 3.95∗∗∗
Social Satisfaction 57.22 40.31 7.02∗∗∗
Influence Satisfaction 56.36 44.31 4.18∗∗∗
Internal Work Motivation 51.20 51.88 −0.22
Job Challenge 53.53 46.97 1.90
Role Clarity 53.98 46.96 2.09∗

〈School Effectiveness〉
Index of Organizational Effectiveness 58.35 41.02 6.72∗∗∗
Chinese Language Achievement 54.10 48.18 1.56
English Language Achievement 54.95 48.82 1.84
Mathematics Achievement 53.95 47.99 1.64
Overall Academic Achievement 54.33 48.33 1.77

∗p<0.05, ∗∗p<0.01, ∗∗∗p<0.001

those schools with weak cultures and low perceived effectiveness. The comparison
between these two groups of outlier schools may deepen our understanding of strong
cultures and effective schools. The profiles of these two groups of schools were
mapped and compared by t-test, as shown in Table 16.7 and Figure 16.4.

The profiles were substantially different, not only in most of perceptual mea-
sures of organizational characteristics and affective measures of teachers’ job atti-
tudes, but also in objective effectiveness measures such as achievements in the public
examinations (see Figure 16.4).

In those schools that had a strong sharing of clear and consistent beliefs about
school’s roles, goals and missions and were perceived to be effective in organiza-
tional functioning, organizational structure was more formalized and participation
in decision-making was more encouraged; principals tend to be more initiating in
administration, more willing to enhance friendship and respect between subordinates
and themselves, and more capable to provide subordinates with inspiration, encour-
agement and meaning for their work; teachers tend to have higher working morale,
more friendly social relations and greater involvements in school activities, be more
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Figure 16.3: Distribution of Sampled Schools in Organizational Effectiveness and Organizational
Ideology

committed to school, more satisfied with intrinsic rewards, social relationships and
participation in decision-making, and have a stronger feeling of job challenge; and
students tend to have higher academic achievements in the public examination.

These profiles are very similar to those for strong and weak culture schools but
the differences between profiles are larger. The findings support that organizational
ideology index and perceived organizational effectiveness index are critical indicators
of organizational processes and outcomes.

ANOVA and contingent table analysis were used to analyze the data in order
to observe whether there was any difference between strong culture-effective and
weak culture-ineffective schools in terms of contextual variables, such as religious
background, school age, school size, principal’s gender, age and professional expe-
rience, and conferences for teachers. The results revealed no significant effects of
the contextual variables except “conferences for teachers” on these two groups. It
was found that those schools with stronger cultures and high perceived organiza-
tional effectiveness tend to have professional development days and conferences for
teachers to learn and share professional experiences each year. The finding indicates
the importance of staff development activities in developing school cultures and
effectiveness.
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Table 16.7: Strong Culture-Effective Schools versus Weak Culture-Ineffective Schools

Strong Culture/ Weak Culture/
Effective Schools Ineffective Schools

Group Mean Group Mean
Characteristics of Profile (11 schools) (13 schools) t-value

〈Organizational Characteristics〉
Organizational Culture:
Strength of Organizational Ideology 63.97 38.80 9.71∗∗∗

Organizational Structure
Formalization 59.37 43.27 3.83∗∗
Participation 55.72 43.59 3.30∗∗
Authority Hierarchy 45.55 47.09 −0.56

Leadership Style
Initiating Structure 57.75 42.74 4.25∗∗∗
Consideration 58.41 46.38 4.27∗∗∗
Charisma 60.99 43.95 5.97∗∗∗

Social Interactions
Intimacy 60.97 43.97 4.98∗∗∗
Esprit 62.13 39.64 8.06∗∗∗
Hindrance 44.26 44.41 −0.05
Disengagement 41.18 57.99 −5.45∗∗∗

〈Job Attitudes of Teachers〉
Organizational Commitment 61.80 40.63 8.64∗∗∗
Extrinsic Satisfaction 52.86 46.74 1.69
Intrinsic Satisfaction 56.88 42.74 4.19∗∗∗
Social Satisfaction 56.76 39.87 5.82∗∗∗
Influence Satisfaction 57.64 45.35 4.21∗∗∗
Internal Work Motivation 52.09 50.39 0.47
Job challenge 53.75 44.39 2.41∗
Role clarity 55.65 46.79 2.05

〈School Effectiveness〉
Index of Organizational Effectiveness 62.39 38.38 13.99∗∗∗
Chinese Language Achievement 56.50 47.85 2.27∗
English Language Achievement 55.75 48.25 1.94
Mathematics Achievement 56.67 47.73 2.24∗
Overall Academic Achievement 56.30 47.94 2.31

∗p<0.05, ∗∗p<0.01, ∗∗∗p<0.001

10.9. A Contrasting Case: The Weak Culture-Effective School

As revealed previously, a school was classified as the weak culture-effective
school. It is interesting to explore the characteristics of this school and how it is
different from the strong culture-effective schools or the weak culture-ineffective
schools. The comparison of school profiles between it and the other two groups is
summarized in Table 16.8.

This school was characterized mainly by the serious lack of organizational cul-
ture (mean = 40.92), the unbalanced principal’s leadership with great emphasis
on task (i.e. initiating structure, mean = 61.27) but little consideration to teachers
(mean = 47.49), the strong organizational structure in terms of formalization and
participation, and the poor social interactions among teachers in terms of high dis-
engagement (59.19) but low esprit (43.11) and intimacy (43.26). The profile is very
similar to the ”Control Type Organizational Environment” in secondary schools iden-
tified by Cheng (1991) in another study. Under the unbalanced production-oriented
leadership and strong structure, this school was perceived by its teachers as productive
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For the whole sample, the scores were standardized with mean equal to 50 and standard deviation equal to 10. 

30

35

40

45

50

55

60

65

70

S
tr

en
gt

h 
of

 O
rg

. I
de

ol
og

y

F
or

m
al

iz
at

io
n

P
ar

tic
ip

at
io

n

A
ut

ho
rit

y 
H

ie
ra

rc
hy

In
iti

at
in

g 
S

tr
uc

tu
re

C
on

si
de

ra
tio

n

C
ha

ris
m

a

In
tim

ac
y

E
sp

rit

H
in

dr
an

ce

D
is

en
ga

ge
m

en
t

O
rg

an
iz

at
io

na
l C

om
m

itm
en

t

E
xt

rin
si

c 
S

at
is

fa
ct

io
n

In
tr

in
si

c 
S

at
is

fa
ct

io
n

S
oc

ia
l S

at
is

fa
ct

io
n

In
flu

en
ce

 S
at

is
fa

ct
io

n

In
te

rn
al

 W
or

k 
M

ot
iv

at
io

n

Jo
b 

ch
al

le
ng

e

R
ol

e 
cl

ar
ity

In
de

x 
of

 O
rg

. E
ffe

ct
iv

en
es

s

C
hi

ne
se

 L
an

gu
ag

e 
A

ch
ie

ve
m

en
t

E
ng

lis
h 

La
ng

ua
ge

 A
ch

ie
ve

m
en

t

M
at

he
m

at
ic

s 
A

ch
ie

ve
m

en
t

O
ve

ra
ll 

A
ca

de
m

ic
 A

ch
ie

ve
m

en
t

M
ea

n

Strong culture-Effective sch (11 schools) Weak culture-Ineffective sch (13 schools)

Figure 16.4: Strong Culture-Effective Schools versus Weak Culture-Ineffective Schools

and also had good academic achievements in the public examination. However, in
terms of job attitudes, the performance of teachers seemed to be poor in most aspects.
If we believe that teachers’ social relationship and job attitudes are also important
to school effectiveness, how this school can remain effective in a long run is still a
question (Cheng, 1990).

As shown in Table 16.8, the profile of this school was found to be better than
that of the weak-ineffective schools particularly in the effectiveness measures. How-
ever when it was compared with that of strong culture-effective schools, the latter
seemed to be superior not only in most of the effectiveness measures but also in
teachers’ social interactions and job attitudes. It is interesting to find that, contrasting
to the unbalanced leadership in the weak culture-effective school, the leadership in
the strong culture-effective schools was more balanced, emphasizing both task and
people (i.e. initiating structure, mean = 57.72; and consideration, mean = 58.41)
and was highly charismatic (charisma = 60.99). To a certain extent, the findings
from this case provide indirect evidence to support the current belief that leadership
can shape organizational culture and influence organizational process (Chapters 9
and 12).

10.10. Organizational Culture related to School Performance

The above findings provide some important evidences to enhance the understand-
ing of the relationship between organizational culture and organizational phenomena
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Table 16.8: Profile of the Weak Culture-Effective School

Weak Strong Culture/ Weak Culture/
Culture-Effective Effective Schools Ineffective Schools

School Group Mean Group Mean
Characteristics of Profile (1 school) (11 schools) (13 schools)

〈Organizational Characteristics〉
Organizational Culture
Strength of Organizational Ideology 40.92 63.97 38.80

Organizational Structure
Formalization 54.97 59.37 43.27
Participation 58.10 55.72 43.59
Authority Hierarchy 49.17 45.55 47.09

Leadership Style
Initiating Structure 61.27 57.72 42.74
Consideration 47.49 58.41 46.38
Charisma 49.73 60.99 43.95

Social Interactions
Intimacy 43.11 60.97 43.97
Esprit 43.26 62.13 39.64
Hindrance 51.74 44.26 44.41
Disengagement 59.19 41.18 57.99

〈Job Attitudes of Teachers〉
Organizational Commitment 42.00 61.80 40.63
Extrinsic Satisfaction 44.32 52.89 46.74
Intrinsic Satisfaction 46.67 56.88 42.74
Social Satisfaction 47.38 56.76 39.87
Influence Satisfaction 51.09 57.64 45.35
Internal Work Motivation 60.95 52.09 50.39
Job Challenge 46.57 53.75 44.31
Role Clarity 52.71 55.65 46.79

〈School Effectiveness〉
Index of Organizational Effectiveness 57.85 62.39 38.38
Chinese Language Achievement 58.05 56.50 47.85
English Language Achievement 55.48 55.75 48.25
Mathematics Achievement 53.49 56.67 47.73
Overall Academic Achievement 55.67 56.30 47.94

in schools. Organizational culture is found to be a crucial indicator of school perfor-
mance at least in three overt levels of a school:

1. Organizational Level: The variations of organizational culture may be re-
flected in the organizational attributes, principal leadership behaviors (initiat-
ing structure, consideration, and charisma), organizational structure (formal-
ization and participation), and teachers’ social norms (esprit, intimacy, and
disengagement).

2. Teacher Attitudinal LevelTT : Teachers’ attitudes such as organizational com-TT
mitment, social job satisfaction, intrinsic job satisfaction, and influence job
satisfaction may reflect the difference in organizational culture.

3. School Effectiveness Level: Differences in organizational culture can be re-
flected in overall perception of organizational effectiveness and objective
achievements in academic subject such as languages and mathematics.

In general, the findings support the current emphasis of school’s organizational
culture in studying school effectiveness. The cultural homogeneity in terms of orga-
nizational culture strength at the school site-level was found to be an important factor
to predict the profile of school performance and effectiveness. Strong culture was
associated with positive organizational characteristics, teachers’ job attitudes, and
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students’ academic outcomes. The study was conducted in a sample of secondary
schools in Hong Kong. Whether the findings of organizational culture and school
performance are still valid across communities or societies should be an interesting
and important issue in comparative study by using the conceptions proposed and
discussed above in this chapter.

11. CONCLUSION

With a hope to find out useful implications for educational development andWW
change, there is an urgent need to understand the contributions of cultural factors
to educational effectiveness in a rapidly changing environment, particularly in the
fields of comparative education and educational management. The traditional cross-
cultural studies often suffer from the conceptual and methodological drawbacks,
such as confusion in conceptions, arbitrary use of cultural terms in analysis, over-
attribution to societal or national cultural effects on educational performance, sim-
plistic and problematic assumptions about the homogeneity of societal culture, igno-
rance of multi-levels of analysis, etc. It is not a surprise that they may not be rigorous
enough to provide useful findings to understanding complex relationship of multi-
level cultural factors to processes of managing, teaching, and learning and educational
outcomes.

In study of cultural factors and educational effectiveness, the conceptualization
can include four levels of cultures, including societal culture, community culture,
school culture, and classroom culture. At each level, the culture may have social
norms, values and beliefs in a hierarchy from superficial and overt expression to deep
and invert ideology. Therefore, the research conceptualizations on the relationship of
contextual cultures to educational effectiveness may be based on each of these levels
or all of them. Also, the cultural characteristics can be studied in terms of the sharing
of basic beliefs and values.

The concepts of cultural strength and cultural homogeneity-heterogeneity at each
level should be necessary and helpful to conceptualizing significant research ques-
tions. Without rigorous empirical testing of cultural homogeneity at the societal or
community level, the assertion about the impacts of certain societal culture or com-
munity culture on school effectiveness will be misleading. Cultural penetration from
one level to another level is also an important concept to deal with the issues of multi-
level cultures and their influences. Whether all the basic values and beliefs have the
similar penetration power and how they are related to the values and beliefs about
education and management in school are interesting questions for research. The em-
pirical study of Hong Kong secondary schools reported in this chapter provides strong
evidence to support the importance of cultural homogeneity in terms of organizational
culture to school performance, including principal leadership behaviors, organi-
zational structure, teachers’ social norms and job attitudes, perceived organiza-
tional effectiveness, and students’ achievements in academic subjects. Compara-
tive studies are suggested to investigate how the relationship of organizational cul-
ture to school performance found in this study is still valid across communities or
societies.

In conceptualizing comparative study of two or more countries, the research may
focus on comparing societal cultures, community cultures, school cultures, classroom
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cultures and their relationship to educational effectiveness at individual level, class-
room level and school level. Comparing multi-level cultures and related educational
effectiveness in one study or comparing reverse contributions of contextual cultures
at lower levels (e.g. classroom or school) to those at higher levels (e.g., society level or
community level) are also important areas. All these conceptualizations can provide
a new direction for comparative study in the area of cultural factors and educational
effectiveness.

In the comparative study, we can investigate not only how people run their schools
and education, but also why they practice and yield outputs in such a way. The research
can focus not only on the nomothetic aspects at the classroom, school, community,
and societal levels from a social psychological framework, but also on the ideographic
dimensions developed from anthropology and symbolic interactionism. The research
methods can use not only quantitative approach describing overt phenomena at a
given time from an external perspective, but also qualitative approach exploring the
dynamic processes in classroom, school, community or society from both external
and participant views (Cheng, 1989). The research can include a broad class of
contextual, organizational and psychological factors that reflect human interactions,
values and beliefs in school, community and society.

Hopefully, the new research conceptions and the empirical findings reported in
this chapter would be helpful to those interested in study of cultural factors and
educational effectiveness in both local and international contexts.

This chapter was adapted from Cheng, Y. C. (2000). Cultural factors in educational
effectiveness: A framework for comparative and cross-cultural research. School Lead-
ership and Management, 20(2), 207–225; and Cheng, Y. C. (1993). Profiles of organi-
zational culture and effective schools. School Effectiveness and School Improvement:
An International Journal of Research, Policy, and Practice, 4(2), 85–110.
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Chapter 17

MANAGING TEACHER EFFECTIVENESS

Multiple Models and Multi-dimensions

In the past decade, policy-makers, teacher education institutions and schools in
the Asia-Pacific Region and its counterparts had implemented numerous initiatives
in teacher education and development with aims to improve teacher effectiveness.
Although a lot of efforts have been done in this aspect, people are, if not disappointed,
still doubtful very much whether the competence and performance of teachers can
meet the challenges and needs in the new century. They begin to be aware of the
limitations of the traditional paradigms and efforts on improving teacher effectiveness
and educational quality in schools (Cheng & Tsui, 1999).

1. NEEDS FOR NEW THINKING ABOUT TEACHER EFFECTIVENESS

Traditionally, teaching process is often assumed to happen only at the individ-TT
ual level and only in classroom. That is, individual teachers perform teaching and
individual students receive teacher’s instruction and learning. This simplistic ap-
proach is reflected in the approaches to teacher education and development but also
in most studies on teacher effectiveness which examine teacher effectiveness mainly
at individual level. However, the narrow conception of teacher effectiveness is chang-
ing owing to the emerging broader concepts of educational process (Cheng, 1996b;
Cheng & Tsui, 1996). School education is now often planned and implemented in
terms of programs and team work. Also, the ongoing school management reforms
emphasize the whole school approach to the improvement of school performance
and student learning outcomes. It means that students are often taught not only by
individual teachers but also by groups of teachers or by whole school teachers. In
order to maximize school effectiveness, more attention should be given to the overall
teacher effectiveness at the group level and school level. Therefore, teacher develop-
ment should not focus solely on individual teachers but also on groups of teachers
and program teams. Also, teacher development should not focus only on the teaching
dimension but also multiple dimensions of professional competence for working as
a team in a complex and challenging environment.

As indicated in Chapter 2, schools and teachers have to face numerous new
changes, uncertainties, and challenges in an era of globalization and transformation.
They are expected to perform a wide range of new functions to support the rapid
developments of individuals, local communities, the society, and even global village
(Cheng, 1996a). Teachers are often required to take up expanded roles and responsi-
bilities as a curriculum developer, new teacher mentor, staff development facilitator,
action researcher, team leader, coordinator of home-school collaboration, member
of management board, and other management roles (Boles & Troven, 1996; Mur-
phy, 1995; Fessler & Ungaretti, 1994; Walling, 1994). Also, they are expected to be

397
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responsible for providing quality education services as indicated by the first-wave and
second-wave models of school effectiveness assurance (Chapters 2 & 14; Cheng &
Tam, 1997).TT

In order to understand the changing and complex nature of teacher effectiveness
and develop effective strategies to manage and enhance it in such a fast changing
environment, this chapter aims to propose new conceptions of teacher effectiveness
in terms of multi-models and multi-dimensions and draw implications for school
management and staff development. It is hoped that school practitioners, teacher
educators, policy-makers, education officers and researchers would benefit from these
new ideas and models in managing teacher effectiveness in the Asia-Pacific Region
and other international communities in the new century.

2. MODELS OF TEACHER EFFECTIVENESS

To different people, the conception of teacher effectiveness may be different.
With a consideration of teachers’ multiple roles and expanded tasks in current schoolWW
contexts, it would be very difficult, if not impossible, to use a simple conception to
describe and assess teacher effectiveness. If we believe, teacher effectiveness is the
necessary component for school effectiveness particularly in response to the three
waveaa s of education reforms as indicated in Chapter 2, it may be possible to discuss
teacher effectiveness in light of the school effectiveness literature. Borrowing the
ideas from Cameron (1984), Cheng (1990, 1996a), and Cheng & Tam (1997) on
conceptualizing school effectiveness and education quality, Cheng and Tsui (1999)
proposed seven models for understanding and managing teacher effectiveness.

These models are the goal and task model, the working process model, the ab-
sence of problems model, the resource utilization model, the school constituencies
satisfaction model, the accountability model, and the continuous learning model.
Each model represents an important perspective that describes and emphasizes cer-
tain aspects or factors that are closely related to teachers’ performance and contri-
bution in a school organizational context. For different models, the conception of
teacher effectiveness, the contextual constraints of model usefulness, and the key
areas for assessment may be very different. The basic characteristics of the models
are summarized in Table 17.1.

2.1. First Wave Models for Internal Teacher Effectiveness

Similar with models of school effectiveness indicated in Chapter 2, the goal
and task model, the working process model, and the absence of problems model
in Table 17.1 are belonged to the first-wave models with focus mainly on teachers’
internal and personal improvement for internal teacher effectiveness. Since teachers
are the key actors in schools, the enhancement of internal teacher effectiveness will
contribute to the internal school improvement and the assurance of internal school
effectiveness.

The Goal and Task Model. The goal and task model is very often used in as-
sessment of teacher effectiveness and effectiveness in school. It is generally believed
that teachers have their planned goals and assigned tasks and they should make their
best efforts to accomplish them. It assumes that a teacher is effective if he/she can
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Table 17.1: Models of Teacher Effectiveness

Models of Conceptions of Examples of
Teacher Teacher Conditions for Model Areas for AssessingTT
Effectiveness Effectiveness Usefulness and Monitoring

The First Wave Models for Internal Teacher Effectiveness
Goal and Task
Model

� Achievement of
planned goals and
assigned tasks in
congruence with
school goals

� The goals and tasks are
clear, consensual,
time-bound and
measurable

� Resources are sufficient
to achieve the goals and
tasks

� Achievements of
teaching objectives,
tasks, and performance
standards, etc.

� Student performance
and learning outcomes

Working
Process Model

� Smooth teaching and
working processes

� There is a clear
relationship between
work/teaching processes
and planned goals or
educational outcomes

� Teaching styles andTT
behaviors, classroom
climate, participation in
decision-making, and
working relationship
with other key actors in
school, etc.

Absence of
Problems Model

� Absence of problems
and defects in their
teaching and work

� There is no consensual
criteria of teacher
effectiveness but
strategies for
improvement are needed

� Absence of dysfunction,
weaknesses, problems
and crises, etc.

The Second Wave Models for Interface Teacher Effectiveness
Resource
Utilization
Model

� Utilization of allocated
resources and
acquisition of inputs
for working process

� There is a clear
relationship of resources
to work process and
output

� Resources for achieving
goals and tasks are
limited

� Management and
utilization of resources
for their work

� Allocation and
acquisition of necessary
and scarce resources

School
Constituencies
Satisfaction
Model

� Satisfaction of
important school
constituencies’
expectations and
demands

� The demands of the
constituencies are
compatible and cannot
be ignored

� Satisfaction of students,
parents, teachers and
school administrators
etc.

Accountability
Model

� Demonstrating
evidence of their
accountability

� Great demands for
internal and external
accountability

� Personal competence,
reputation, and
evidence of
accountability

Continuous
Learning Model

� Adaptation to the
challenges from
changing
environment (external
and internal teaching
contexts)

� Education environment
is changing quickly

� Teachers need toTT
respond to educational
reforms and curriculum
changes

� Awareness of external
needs and changes,
monitoring of teaching
and working process,
teacher reflection and
evaluation, and teacher
development

Notes. from Cheng & Tsui (1999)

accomplish the planned goals and assigned tasks in compliance with school goals.
The extent to which the goals and tasks have been accomplished is often perceived
as the measure of teacher effectiveness.

This model is useful if the goals and tasks assigned to teachers are clear and
specific; the outcomes of teacher’s performance in these tasks are easily observed
and assessed objectively; and the standards or criteria of teacher effectiveness are
clearly stated and available. The typical examples of teacher effectiveness indicators
include the achievement of teaching objectives, fulfillment of job specifications and
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performance standards, and student learning outcomes (such as academic achieve-
ments in public examinations), etc.

The advantage of the goal and task model is that it enables school practitioners
to focus their attentions on the measurable teacher effectiveness which is displayed
in clear and specific tasks that can directly or indirectly contribute to educational
outcomes. However we must be aware of the fact that within the limitation of resources
and energy, teachers may not be able to accomplish all the assigned tasks at one time
successfully, especially if the goals and tasks assigned to them are very demanding,
diverse, or even conflicting in nature.

The Working Process Model. In a system perspective, teachers’ efforts will be
transformed to educational outcomes through teaching and working processes. The
working process model assumes that smooth teaching and working processes enable
teachers to perform their teaching and assigned tasks effectively resulting in valuable
and fruitful student learning outcomes or school achievements. Therefore teachers
are seen as effective if they can ensure the quality of teaching and working process
in discharging their duties.

If there is a clear relationship between teachers’ working process and educational
outcomes, this model is useful. The important areas for monitoring teacher effective-
ness are in terms of the characteristics of working process, including teaching styles,
teachers’ job attitudes and behaviors, relationships with students and colleagues,
classroom management, contribution to decision making and school planning, and
so forth. This working process model has its limitations, such as the difficulty in
monitoring teachers’ working processes and its focus mainly on means instead of
ends.

The Absence of Problems Model. Since there is often lack of a clear conception
and criteria for teacher effectiveness, it is often easier to identify the weaknesses,
problems and defects (indicators of ineffectiveness) than the strengths of a teacher
(indicators of effectiveness) (Cameron, 1984). The absence of problems model as-
sumes that teachers are basically effective if there is absence of problems, troubles,
defects, weaknesses and misbehaviors when they are discharging their duties. Hence,
if a teacher can meet the minimal requirements and display no apparent problems
and ineffectiveness in daily work and teaching, he/she can be assumed to be working
smoothly and perform effectively.

Following the above line of thinking, this model is useful particularly when the
criteria of teacher effectiveness are really unclear or unsuitable to be applied. For
example, when assessing new and inexperienced teachers, the main objective would
be to identify the problems and weaknesses for improvement, rather than excellence
in performance. Also, in some schools still striving for survival, the detection and
elimination of weaknesses and problems of their staff would be of higher priority. In
particular, this model becomes more important in making personnel administrative
decisions such as confirming probation and teacher dismissals.

2.2. Second Wave Models for Interface Teacher Effectiveness

As illustrated in Chapter 2, the second wave of education reforms aims at ensuring
interface school effectiveness with emphases on the development and improvement
of interface between the school and the local community. Stakeholders’ satisfaction
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and school accountability to the community are key elements for interface school
effectiveness. Similar with the second wave models of school effectiveness, the re-
source utilization model, the school stakeholder satisfaction model, the accountability
model, and the continuous learning model in Table 17.1 are the second wave mod-
els of teacher effectiveness with emphases on managing and handling the interface
between teachers themselves and their working environment. These models pursue
interface teacher effectiveness.

The Resource Utilization Model. Facing the pressure of diverse expectations of
multiple school constituencies and the challenges from the changing educational
environment, teachers are often required to accomplish different tasks with diverse
goals and objectives within a tight time frame. Resources and supports become a
critical factor in accomplishing the assigned tasks and meeting diverse goals and
expectations. Therefore, teachers are deemed effective if they can maximize the
use of allocated resources in their work processes and procure the needed support to
overcome difficulties and accomplish different tasks even with diverse and competing
goals.

This model is useful when the relationship of the efficiency of resource utilization
to work process and outcomes is clear, and the limited resources are critical for
teachers to achieve stated goals and assigned tasks. According to this model, teacher
effectiveness is determined by the extent to which teachers can maximize the utilizing
of resources to perform their jobs. To a certain extent, in order to overcome the
problem of lack of scarce resources, effective teachers may need to share resources
among colleagues and acquire additional resources and support from other sources
in accomplishing their assigned tasks.

The School Constituencies Satisfaction Model. This model is now attracting more
attentions from school leaders and practitioners in using it to assess teacher effective-
ness. The reasons are twofold. First, in the recent school reform movements, there
is a strong emphasis on educational quality. The concept of quality is closely related
to the satisfaction of clients’ needs or expectations (Crosby, 1979; Cheng 1996a;
Tenner & Detoro, 1992). Second, the objective measurement of task achievement,TT
job performance or working process is often technically difficult and conceptually
controversial. Therefore, the satisfaction of school’s strategic constituencies (e.g.,
principals, school supervisors, members of school management committees, the of-
ficers or inspectors of Education Department, leaders of parents association, etc) is
often used as the critical elements to assess teacher effectiveness.

The satisfaction model assumes that school constituencies’ expectations and
needs determine the nature of tasks and goals, and even shape the characteristics
of the work process for teachers to perform their jobs. Therefore, satisfying these
expectations and needs is the key for effectiveness. Therefore, teachers are effective
if the major school constituencies are at least minimally satisfied with their perfor-
mance. In the school setting, school constituencies may include students, parents,
other teachers, principal, school management committees, education authority, and
even the community leaders. They may have diverse and even conflicting expec-
tations or requirements on teacher effectiveness and school effectiveness. If their
expectations or requirements are high and diverse, it will be difficult for teachers
to achieve them at all and meet the needs of multiple constituencies. In contrast, if
expectations are low and simple, it will be easier for teachers to satisfy their needs
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and be perceived as effective. Along this line of thinking, if the demands of major
school constituencies are compatible, this model may be useful for understanding
and assessing teacher effectiveness.

The Accountability Model. In the past, when school systems are operated as a
closed system, educational environments changed slowly, and the external challenges
to schools and teachers were relatively very small. There might not be any big prob-
lem to threaten the survival of schools and to query the performance of teachers.
But nowadays, in pursuit of an open and democratic society, the public has a greater
concern with schools’ performance and accountability because of the large invest-
ment into schools. Schools and teachers are required to provide educational services
“value for money” and they should be more accountable to students, parents, and
other major school constituencies (Education and Manpower Branch and Education
Department, 1991; Working Group on Educational Standards, 1994).

The accountability model focuses on teachers’ accountability and reputation in
assessing teacher effectiveness. This means that teachers are required to demonstrate
competence and the responsibility in discharging teaching and school activities, and
making related professional decisions. To a certain extent, this model may be per-
ceived as a derivative of the school constituencies satisfaction model with focus on
the satisfaction of the legitimate expectations and requirements of the public or school
constituencies.

The model is useful when teachers are requested by the public to show evidence
of accountability or when the school constituencies exercise their rights to moni-
tor and evaluate teacher effectiveness and school outcomes. The current emphases
on accountability and quality assurance in educational reforms in both Western and
Eastern societies seem to support the importance of the accountability model to un-
derstanding, assessing and monitoring teacher effectiveness. To be responsible and
accountable, teachers should provide more information about their work progress and
decision-making, standards, and consequences of performance to school constituen-
cies. In the accountability model, teacher competence, reputation and other evidence
of accountability are the important factors in assessing teacher effectiveness.

The Continuous Learning Model. As discussed above, the changing educational
environment is producing great impacts on nearly every teacher. From the perspec-
tives of the satisfaction model and the accountability model, teachers should meet
the requirements and needs of multiple school constituencies, and should be ac-
countable to them. From the perspectives of the working process model and the goal
and task model, teachers are required to improve the teaching and working process
continuously in achieving the assigned tasks effectively in a rapidly changing teach-
ing environment. It seems that teachers should adapt to the external and internal
changes, cope with different challenges, meet the diverse expectations, and develop
themselves through continuous learning if they want to be effective.

The continuous learning model assumes that impacts of environmental changes
are inevitable, and therefore, a teacher is effective if he/she can learn how to make
improvements and adapt to his/her environment (Senge, 1990; Fullan, 1993; Fullan &
Hargreaves, 1992; Cheng & Tsui, 1996). To a certain extent, this continuous learning
model is similar to the working process model. The difference is that this model
emphasizes the importance of learning behavior to ensuring teacher effectiveness,
as for whether the teaching and working processes are currently smooth is not so
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critical. The model considers teacher effectiveness as a dynamic concept involving
continuous improvement and development. It is in line with the current emphasis of
using continuous staff development as the major measure for school effectiveness
(Cheng & Tam, 1994). This model may be useful when teachers are working in a
changing educational environment and they need to adapt to the changes, and face
up to the internal and external challenges.

2.3. Implications from Multi-models for Research and Management

Since the conceptions of teacher effectiveness in the seven models are different
from that in the traditional paradigm which focuses mainly on classroom instruc-
tional process, some new implications can be drawn from these models for school
management and research on the concepts and indicators of teacher effectiveness, the
conditions for model usefulness, and the teacher characteristics and school factors
that are related to teacher effectiveness. The implications in the forms of potential
questions are summarized in Table 17.2.

Implications from the Goal and Task Model. This model strongly emphasizes
achievement of planned goals and assigned tasks as the major focus of teacher effec-
tiveness. The nature of goals and tasks assigned to teachers inevitably becomes an
important focus for management and research. To different contexts and time frames,
the planned goals and tasks for teachers may be very different such that criteria for
teacher effectiveness may be very different too. For example, at different stages of a
teacher development cycle (Sprinthall, Reiman, & Thies-Sprinthall, 1996) or a school
organizational life cycle (Quinn, 1988), different goals, tasks or effectiveness criteria
may be set for teachers or for schools. Therefore, what goals and tasks are relevant
and important to both teachers and schools in a specific context and time framework
are important issues in studying and managing teacher effectiveness. What indicators
and standards of achievement of planned goals and assigned tasks are appropriate
and feasible for assessing teacher effectiveness is also an interesting one.

As there are multiple school constituencies or stakeholders, their expectations on
teachers’ performance may be diverse or even contradictory (Cheng, 1996a). It is not
a surprise that the goals and tasks assigned to teachers may be vague and conflicting
in nature, and cannot be completed in a limited time framework or a limited resources
situation. Therefore, in investigating and managing teacher effectiveness, “Are the
goals and tasks assigned to teachers clear, consensual, time-bound, and measurable?”
and “Are there sufficient resources for teachers to achieve the planned goals and tasks
in such a context and time frame?” are important questions.

In order to enhance teacher effectiveness, it would be necessary to study what
teacher characteristics in terms of personalities, attitudes, skills and knowledge are
important to the achievement of assigned goals and tasks. How do teachers develop
appropriate action plans with clear goals and tasks consistent with school’s missions
and goals? How do they gain the necessary attitudes, skills and knowledge to imple-
ment their action plans and achieve their assigned goals and tasks? The answers to
these questions are helpful to establish staff development programs for effectiveness.
Obviously, how teachers achieve the assigned goals and tasks in a specific context
and time frame is one of other key issues when using this model for understanding
and managing the process of becoming effective.
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According to the literature of school management and school effectiveness,
school factors can affect teachers’ performance and effectiveness. In terms of this
goals and tasks model, the following questions are useful in considering how school
factors contribute to teacher effectiveness:ff

1. What school factors affect the development of appropriate goals and objectives
for the school and teachers to share and achieve in a specific context and time
frame? And why?

2. What school factors affect teachers’ achievement of their planned goals and
tasks? And why?

3. How does the school develop clear school missions and achievable goals and
objectives in a school plan that can provide a clear direction for teachers to
develop their own goals and action plans?

4. How does the school define clear roles and assign tasks and responsibilities
for teachers’ job performance?

5. How does the school provide staff development for teachers to achieve the
necessary knowledge, attitudes and competence to perform their assigned and
planned tasks?

6. How do teachers’ achievements of assigned and planned tasks be assessed
and monitored by the school? And why?

The findings relevant to these questions can deepen on understanding of the
relationship between school management and teacher effectiveness and contribute
to the improvement of school environment for enhancing teacher effectiveness to
achieve planned goals and tasks. To a great extent, the recent emphases on “clear
school mission and goals” and “management by objectives and standards” in school
restructuring movements reflect the goals and tasks model of teacher effectiveness
(Education and Manpower Branch and Education Department, 1991; and Education
Commission, 1996).

Implications from the Working Process Model. Education is often perceived
as a process involving teaching, learning and different types of activities in school
that can benefit students’ development in different aspects. Teachers’ teaching and
working processes as an important part of educational process inevitably become
a focus for the management and study of teacher effectiveness. Since teachers are
playing different roles in daily school life and their teaching and working processes are
very complicated, what characteristics and factors of these processes are important
and relevant may be very controversial when analyzed from different disciplines
or perspectives. Even so, it is clearly an interesting and significant question for
management and study of teacher effectiveness.

Furthermore, the choice of indicators and standards for assessing and monitoring
teachers’ teaching and working, and their relevance to educational experiences and
outcomes of students and different types of school outputs, are also important research
foci to support school management and policy making.

If we want to improve teachers’ teaching and working processes, we should study
what and why teacher characteristics and professional competence are important toww
ensure a smooth and healthy working process, and meet the related performance stan-
dards; and how teachers can achieve these characteristics and competence. Specifi-
cally, how teachers can ensure the clear relationship of their work behavior to assigned
tasks, educational outcomes and school goals, and provide students fruitful learning
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experiences in their teaching process is a critical question for ensuring educational
quality in teachers’ work.

There is a large volume of literature on investigating influences of school orga-
nizational or environmental factors on teacher effectiveness, particularly their work
behaviors (Wang & Walberg, 1991; Cheng, 1993). According to the working process
model, the management and study of the relationship between school factors and
teachers’ working processes may be guided by the questions such as:

1. What school environment can support teachers’ smooth teaching and working
processes?

2. How are other school processes and structures related to teachers’ working
behaviors?

3. How does the school provide staff development on professional competence
for curriculum development, teaching process, interpersonal relationship, col-
laboration, teamwork, leadership and participation in decision-making?

4. How does the school monitor and evaluate teachers’ teaching and working
processes?

5. How is the feedback used to support their improvement and development?
The analysis of the influences of school organizational or environmental factors

on teacher working performance and effectiveness can be conducted in terms of
management perspectives or organizational theories (Bolman & Deal, 1991; Cheng,
1996a).

Implications from the Absence of Problems Model. This is a very traditional
model that has been commonly used by the bureaucracies at the system or school-site
levels to monitor teacher effectiveness. The foci of research and management may
include the identification of major weaknesses, problems, defects and limitations
of teachers in daily work and school life from different perspectives. After that,
the development of key indicators and standards that can be used effectively and
efficiently to monitor teachers’ potential problems is a key issue for study at both
the site-level and policy level (Cheng, 1995). From an educational point of view, we
would be interested to know how this model is relevant to educational effectiveness in
a specific context. In other words, we can test this model by asking how the problems
and defects in teachers’ working process are related to their achievement of planned
goals and educational outcomes of students.

The study of what professional knowledge and competence of teachers are nec-
essary to identify, avoid or prevent potential problems, defects and weakness in their
teaching and working process; and how teachers as individuals or a group prevent
and manage these problems can shed some light on how to help them to improve
performance. Psychologically, teachers tend to avoid facing challenges from the prob-
lems and defects in their work through different types of self-defensive mechanism.
The mechanism may hinder teachers’ action learning and improvement of practice
(Argyris, 1982; Argyris and Schon, 1974, 1978). Therefore, one of the important
agenda of management and research is on what self-defensive mechanisms teachers
use when they find problems and defects in their work, and how this mechanism can
be reduced to encourage action learning from problems in their work.

Staff appraisal and school monitoring are popular topics in current school re-
structuring movements. In order to have better practice, there is an urgent need to
study what characteristics of effective school appraisal and monitoring systems can
provide teachers with clear and specific information to identify problems and make
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improvements, and how teachers can be helped to develop the necessary knowledge
and skills to identify, prevent and resolve problems and defects.

Implications from the Resource Utilization Model. Most teachers are not work-
ing in a perfect environment in which different types of resources are sufficient to
support their effort to achieve diverse goals and tasks. Time, human resources, space,
facilities, and other material resources are often scarce, which set a tight limitation toff
any efforts for goal achievement. Resource input becomes a critical indicator in such
a context. The research on the utilization of different types of resources inevitably
becomes a key area for managing teacher effectiveness. The understanding of the
nature, level and relevance of resources for teachers is necessary. Typical questions
for research and management on this aspect may include:

1. What types of resources are important and necessary to teachers’ working
process and educational process?

2. Are they limited and scarce?
3. What levels of resources input should be provided to teachers to perform their

assigned tasks and achieve the planned goals?
4. How resources provided are related to teachers’ job performance and educa-

tional outcomes?
Teacher characteristics can play an important role in the effectiveness of usingTT

resources to perform their duties and achieve their goals. The research on how teach-
ers can acquire a clear understanding of the relationship between different types of
resources and their working processes; and what teacher competence and knowl-
edge are necessary to procure, manage and use different resources efficiently in their
teaching and working process, can contribute to the development of teacher education
programs for enhancing teacher effectiveness. In current demanding and competitive
environment, how teachers can acquire additional resources and supports from inter-
nal and external sources in discharging their duties is also a question worth for study.

To aTT certain extent, the characteristics of school context such as school cultures,
school policies on the provision of resources, and staff development programs can
shape the patterns of teachers’ managing and using different types of resources in
their teaching and working process. For example, the following questions are useful
in investigating and managing the relationship of school environment to teacher
effectiveness in terms of the resource utilization model:

1. What school environment can develop a collaborative culture and encourage
teamwork in order to maximize the use of resources for teachers’ work?

2. How does the school develop and enforce policies to reduce the wastage of
different resources in school process and teaching process and reduce conflicts
among teachers in resources competition?

3. How does the school provide staff development on management and utilization
of different types of resources such as time resources, physical resources, and
human resources, etc.?

4. How does the school procure more different resources to support teachers’
work?

According to Bolman and Deal’s (1991) four frames for organizational analysis,
a political perspective may be particularly useful to the analysis and management of
teacher effectiveness in a competitive and resource-limited school environment.

Implications from the School Constituencies Satisfactory Model. This model
puts a very strong emphasis on the satisfaction of school constituencies in defining
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teacher effectiveness. The management and research focus inevitably includes the
identification of key school constituencies (who have strong influence on school func-
tioning and teachers’ working) and their needs and expectations (are crucial to school
development and strongly related to teachers’ planned goals and assigned tasks). As
school constituencies are diverse and multiple, the understanding of the nature of
their needs and expectations is necessary before we can understand how teachers
can satisfy them. Therefore, whether these needs and expectations are conflicting
or competitive, and how they are related to educational outcomes of students, are
interesting to school managers and researchers.

The understanding of the process of how teachers satisfy school constituencies’
needs in different contexts can provide us with insights to help teachers to improve
their performance. The following questions may be helpful to develop research and
management strategies on this complicated process:

1. How do teachers identify the school’s major constituencies and recognize their
needs and expectations?

2. What teacher competence is needed to identify and satisfy the needs and
expectations of multiple constituencies?

3. How can teachers’ action plans meet these needs and expectations?
4. How can teachers solve the dilemmas and conflicts due to diverse needs of

different constituencies in their working process?
There are different internal and external constituencies who can have influences

on teachers’ performance. Their expectations on teachers may be very diverse, con-
flicting and even over-demanding, that may have adverse effects on teachers. There-
fore, how the school can protect teachers from the over-demanding and conflicting
expectations from different constituencies and help them to achieve the necessary
knowledge, attitudes and competence to satisfy the needs of multiple constituencies
becomes an important issue in school management and also research. Furthermore,
the investigation of how the school can clarify and build up the consistence between
school goals and multiple constituencies’ expectations, and how the school can en-
sure the convergence of diverse expectations to educational outcomes of students
can provide some insights to improve teacher effectiveness from the view of school
management.

Implications from the Accountability Model. This model assumes the satisfaction
of legal requirements and public concerns as the key elements of teacher effectiveness.

1. What are the potential and existing legal requirements and public concerns
about teachers’ work and school performance?

2. What are the characteristics of accountability systems inside and outside the
school?

3. What standards have been established for teachers’ performance in these
systems?

4. How significant and relevant are professional accountability and reputation
to teachers’ planned goals and working processes?

These are some basic questions when investigating the nature and characteristics
of accountability that are related to teacher effectiveness.

Traditionally, teacher professionalism is an important concept when discussingT
how to enhance professional accountability (Code for the Education Profession of
Hong Kong, 1990). According to Cheng’s (1996c) study, teacher professionalism is
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strongly related to job attitudes, students’ educational outcomes, and organizational
factors in a sample of teachers and schools in Hong Kong. Therefore, how teacher pro-ff
fessionalism is related to teacher accountability is a significant question in research
and management. In order to find out some measures to support teacher accountabil-
ity, it may need to investigate how teacher professional training and qualifications
contribute to educational quality and teacher accountability, and what awareness,
knowledge and professional skills of teachers are important to build up teachers’
accountability and professional reputation.

At the school level, some structural factors may contribute to the assurance of
teacher accountability. Some examples of questions for research and management
on this aspect include: “How can the accountability systems at the policy level and
school site level support and ensure accountability at the individual teacher level?”
and “How can the school’s policies and structures be effective to ensure teacher
accountability but not over-controlling teacher professional autonomy?” Also, how
the school can protect teachers from over queries and criticisms from the external
community is a meaningful question to study and manage the other side of teacher
accountability.

In order to help teachers to develop the necessary awareness, knowledge, attitudes
and skills to build up professional reputation and ensure accountability at individual
and group levels, the study of how the school can support teachers in this aspect
through different staff development programs may be necessary.

Implications from the Continuous Learning Model. This model is based on the
concern on the impact of changing environment and teachers’ continuous learning
and adaptation for effectiveness. Therefore, the nature of changes in the educational
environment and their influences on teachers’ work come first in the focus of research
and management of teacher effectiveness. Typical questions include

1. How frequent and rapid are the changes in the educational environment?
2. How relevant and influential are these changes to teachers’ work and school

development, particularly in terms of resources input, curriculum design and
content, instructional and management technology, educational process, legal
constraints, and community challenges and supports?

3. Is teachers’ adaptation to these changes and challenges necessary and critical
to teacher effectiveness? And why?

4. How far are the existing planned goals and actions for teachers and the school
reflecting the needs for teachers’ continuous learning, adaptation, and devel-
opment?

The approach to improvement of teacher effectiveness in a changing environment
may depend on whether teachers have the necessary knowledge and competence to an-
alyze and reflect on environment changes and develop appropriate strategies to make
continuous improvement and development. However, what knowledge and compe-
tence are necessary and important in a changing environment naturally becomes a
research question to be explored. Furthermore, the understanding of how teachers can
conduct action learning effectively from their daily work and how or what teachers
benefit more effectively from external and school-based staff development programs
may be helpful to design activities for teachers to learn and develop.

Recently, there is a strong emphasis on learning organization in school in order
to bring about continuous improvement and development in teacher effectiveness and
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educational quality (Chapter 11; Senge, 1990; Fullan, 1993; Fullan & Hargreaves,
1992). The development of a learning organization in school inevitably becomes a
key area in research and educational reform. The findings of exploring the following
research questions would be useful to understand and develop learning organization
for teacher effectiveness.

1. What are the major characteristics of learning organization in schools, that
can support teachers’ continuous learning and development in their work?

2. How can the school develop as a learning organization? How can teachers be
motivated and committed to learn?

3. What types of policies, structures, and resources should be developed to
ensure continuous learning at all levels (individual, group and the whole
school) within the school?

4. How can the school’s monitoring, evaluating, and reporting systems become a
genuine component that can provide the necessary information and feedback
to support teachers’ continuous learning and development?

3. MULTI-DIMENSIONS OF TEACHER EFFECTIVENESS

As teachers’ roles and functions become more complex and diverse in current
contexts of education reforms and globalization in Asia-Pacific, the conception of
teacher effectiveness should also be expanded to reflect the broadened responsibil-
ities, demands and nature of teachers’ work in this changing school environment
(Cheng & Tsui, 1998; Cheng & Tsui, 1999). The above seven models can provide
a wide spectrum of conceptions of teacher effectiveness for the diverse needs and
expectations in various situations and conditions.

In addition to these models, we can also examine teacher effectiveness in terms
of various social-organizational perspectives because schools are social organiza-
tions in which teachers are working. As argued in Tsui & Cheng (2000), teacher
effectiveness can be conceptualized from five different perspectives into two levels
(i.e. individual and group levels) and in five dimensions including technical, human,
political, cultural, and renewal dimensions. In other words, teacher effectiveness can
be classified as technical teacher effectiveness, human teacher effectiveness, political
teacher effectiveness, cultural teacher effectiveness, and renewal teacher effectiveness
at the individual and group levels as shown in Table 17.3. As discussed in Chapter
2 or Cheng (1996a), school effectiveness has also five types: technical-economic,
human-social, political, cultural, and educational school effectiveness. Since teach-
ers are the key actors in schools, their performance should be the major contribution
to these types of school effectiveness. Therefore, it is conceptually and practically
consistent that teacher effectiveness can be conceptualized as five similar types of
effectiveness.

4. INDIVIDUAL TEACHER EFFECTIVENESS

As discussed above, individual teacher effectiveness refers to the extent to which
a teacher performs well in the five dimensions: technical, human, political, cultural
and renewal. From the technical perspective, an individual teacher may play the role
as a manager who can organize and structure the classroom for effective learning,
manage student behaviors, and use a variety of teaching technology to ensure an
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Table 17.3: Multi-dimensions of Teacher Effectiveness

Individual Teacher Effectiveness: How Group Teacher Effectiveness: How
well a teacher performs in the well a group of teachers performs in

following areas of work: the following areas of work:Dimensions

Technical TeacherTT
Effectiveness

� planning and organizing curricular
materials

� classroom organization and
classroom management

� delivering instructions and presenting
materials

� setting standards and procedures
� defining structure and roles
� coordination, teaming and scheduling
� communicating and supervising

Human Teacher
Effectiveness

� developing human relationships
� providing social supports
� attending students’ motivation

� providing social supports
� promoting collegial interactions
� attending needs and motivation of

individual members

Political Teacher
Effectiveness

� using social power over students
� sharing power with students
� resolving and managing conflicts in

classroom

� resolving and managing conflicts in
group

� facilitating participation in decision
making

Cultural Teacher
Effectiveness

� developing shared goals for students
� transforming students’ values and

norms to support active learning and
collaboration in classroom

� developing shared goals for the group
� transforming and developing

members’ values and norms that
support team work and collaboration

Renewal TeacherTT
Effectiveness

� practising continuous self-learning
� practising reflection and reflective

teaching
� pursuing professional development

� providing staff development
� fostering collaborative learningff
� enhancing reflective practice
� adapting new knowledge and

practices

Notes: from Tsui & Cheng (2000)

effective delivery of instructions (Anderson, 1991; Creemers, 1994, 1996; Doyle,
1986; Mortimore, 1993). Individual technical effectiveness refers to the extent to
which a teacher performs well in this technical aspect.ww

From the human perspective, individual human effectiveness refers to the extent
to which a teacher can be a social engineer to develop good human relationships
in classroom and provide social supports to students so that students may be more
motivated and confident in the learning process. With his/her help, students may
develop good relationships among peers, which support peer learning and student
cooperation in classroom (Anderson, 1991; Clegg & Billington, 1994; Damon, 1995;
Galton, 1996; Johnson & Johnson, 1989; Krappman, 1992; Slavin, 1978).

From the political perspective, individual political effectiveness means the extent
to which a teacher performs the role as a leader in the classroom and use social
powers to influence students’ behaviors (Cheng, 1994; Hargreaves, 1995; Kindsvatter,
Wilen, & Ishler, 1996). Moreover, he or she can be diplomatic in managing andWW
resolving potential conflicts in classroom (Brubaker & Simon, 1993; Ginsbury &
Kamat, 1996).

According to the cultural perspective, individual cultural effectiveness refers to
the extent to which a teacher can perform the role as a cultural builder and help nurture
a supportive and collaborative culture for learning in classroom. With this learning
culture, students may understand the values and meanings of learning and working
collaboratively, which in turn motivate themselves to work as active and cooperative
learners (Deal, 1992; Galton, 1996; Purkey & Smith, 1983; Rutter et al., 1979).

Apart from above, due to rapid changes and developments in the school environ-
ment, contemporary views being merged from the literature are advocating teacher
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reflection, teacher learning, and teacher renewal (Fullan, 1995a, 1995b; Russell &
Munby, 1992; Sergiovanni, 1995; Smylie, 1995). From this renewal perspective,
teacher learning and continuous professional development are necessary conditions
for teacher effectiveness. Therefore, individual renewal effectiveness is conceptu-
alized as the extent to which a teacher would engage in reflective teaching and
continuous professional development (Cheng & Tsui, 1996; Fisher, Fox, & Paille,
1996; Schon, 1983).

In short, the current literature reveals that individual teacher effectiveness can
be conceptualized and assessed in terms of various social-organizational criteria.
As such, research and management should not be confined merely to the traditional
thinking of teaching behaviors. Further, it is plausible to argue here that individual
teacher effectiveness is multi-dimensional in nature and may be examined in terms
of the technical, human, political, cultural and renewal aspects.

4.1. Teacher Effectiveness at the Group Level

In school organization, teachers have to work with other colleagues at either the
group or school level. In order to achieve the necessary school synergy and meet
the challenges of rapidly changing educational environment in the new century, the
worldwide school reform movements strongly emphasize teacher collaboration and
promote team efforts in school management and instructional development (Garner,
1995; Maeroff, 1993; Walker, 1994). The increasing popularity of team work is
partly stemming from the belief that team approach can create synergy to improving
both individual and group performance of teachers (Garner, 1995; Hackman, 1987;
Harvey & Drolet, 1994).

From the technical perspective, group technical effectiveness refers to the extent
to which a group of teachers provide technical assistance and supervision to mem-
bers, coordinate their efforts, define roles and responsibilities, set procedures and
standards, schedule usage of facilities and allocate resources, such that teachers as
a whole can accomplish their tasks more efficiently and effectively (Donaldson &w
Sanderson, 1996; Dunham, 1996; Hackman & Walton, 1986; Harvey & Drolet, 1994).
As the group is becoming increasingly efficient and effective in performing the jobs
and tasks, officially prescribed or informally, yet professionally, called for the overall
productivity of individual teachers would improve and, as a result, can find more time
for further fruitful collaboration and joint-projects (Dimmock, 1995; Raywid, 1993).

The human perspective suggests, group human effectiveness refers to the extent
to which a group provide social supports and good quality of work-life in order to
facilitate teachers’ coping with frustration, uncertainty, and burn out (Gold, 1996;ff
Louis & Smith, 1990; Rosenholtz, 1991) and to promote teacher efficacy, motiva-
tion, and commitment (Hoy & Woolfolk, 1993; Ross, 1995). Further, to promote
collaboration and collegial interactions, a socially effective group can help teachers
remove isolation and privatism such that teachers as a whole can be more productive
(Harvey & Drolet, 1994; Rowan, 1995) and higher level of morale and satisfaction
maintained (Gold, 1996; Rowan, 1995; Sergiovanni, 1995).

From the political perspective, teachers, when working in a group, are invari-
ably involved in competing for scarce resource, contending beliefs, protecting self-
interests, and influencing decisions on instructional matters (Blase & Anderson, 1995;
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Brubaker & Simon, 1993; Ginsburg & Kamat, 1996; Hargreaves, 1995). All these
would create tensions and conflicts among teachers in the group (Brubaker & Simon,
1993; Hoy & Miskel, 1996). Thus, in order to be successful, the group as a whole
should strive to resolve conflicts and reduce tensions among members so that they can
fruitfully work on a collaborative basis while productively supporting one another at
work. Therefore, group political effectiveness refers to the extent to which a group
successfully resolves conflicts, reduces tension, and facilitates win-win collaboration
among members and with outside constituencies.

According to Sergiovanni (1984), an effective group should be tightly coupled
with cultural and symbolic forces. Therefore, from the cultural perspective, group
cultural effectiveness refers to the extent to which a group is able to develop a positive
group culture (1) by providing members with the meaning and purpose to working
together, and (2) by transforming members’ values and beliefs compatible with the
major norms and values of the group or the school. Both key activities (1) and (2) are
essential to ensuring that group members can work more effectively when practicing
team teaching and collaboration (Dimmock, 1994; Walker, 1994).

And from the renewal perspective, group renewal effectiveness means the ex-
tent to which a group continues to learn and develop as a whole, such that it can be
effective in coping with and be adaptive to the changing school environment (Senge,
1990; Southworth, 1994). At the same time, an effective group should support mem-
bers to continuously learn and grow so that they can all effectively work, manage
changes, and meet the rising demands from different school constituencies (Fullan &
Hargreaves, 1991; Glatthorn & Fox, 1996; Guskey & Huberman, 1995). Simultane-
ously, the group itself also goes through the continuously renewing and developing
processes.

In short, the discussion above furnishes a basis for suggesting that the technical,
human, political, cultural, and renewal aspects of teacher effectiveness at the group
level should be taken into account if researchers and school practitioners are going
to systematically understand and manage teacher effectiveness.

4.2. Implications for School Management and Research on Teacher Effectiveness

The multi-dimensional conception of teacher effectiveness is different from the
traditional thinking that focuses mainly on individual teacher behaviors in class-
room particularly those observable in an instructional process. This new conception
provides us with a completely new framework to re-consider teacher effectiveness
and re-think about school management and strategies that can be used to enhance
multi-dimensional teacher effectiveness at both individual and group levels. The im-
plications for research and strategies of school management for teacher effectiveness
at the individual and group levels are summarized in Tables 17.4 and 17.5.

4.3. Studying and Managing Individual Teacher Effectiveness

For Individual Technical Effectiveness. Technical effectiveness and efficiencyTT
of individual teachers in classroom are essential to promoting student learning. It
would be useful to know what school conditions and which management strategies
are conducive to enhancing and developing teachers’ technical performance. The



Table 17.4: Implications from Multi-dimensions for Studying and Managing Individual
Teacher Effectiveness

Dimensions of Individual Teacher Implications for Research and School Management of
Effectiveness Individual Teacher effectiveness

Individual Technical Effectiveness
Teachers are effective managers who can:TT
� organize and structure the classroom

for effective learning.ff
� manage student behaviors.
� use a variety of teaching technology to

ensure effective delivery of instruction.
� adopt effective strategies to plan and

organize curricular materials and
learning activities.

1. Does the school have in place a clear policy on classroom
management and appropriate procedures for handling
students’ misbehaviors?

2. How can the school encourage and facilitate teachers to plan
and organize their teaching in promoting student learning?

3. What school environment in terms of space, resources,
equipments and technology can support teachers’ smooth
teaching and working process?

4. How can the school create the needs and opportunities for
teachers and students to employ new technology in the
teaching and learning process?

5. How does the school encourage staff development and
facilitate teachers to achieve the necessary knowledge,
attitudes and competence to perform these technical tasks?

Individual Human Effectiveness
Teachers are social engineers who canTT
� develop human relationships and

provide social supports to students,
so that students may be more
motivated and confident in
participating the learning process.

� help students to develop good
relationships among peers, which
support peer learning and student
cooperation in classroom.

1. How can the school help teachers to develop the necessary
awareness, knowledge, attitudes and skills to build up
supportive and intimate relationships with students?

2. What school environment and management can facilitate
teachers to develop student cooperation and peer learning in
classroom?

3. Does the school have an appropriate awarding system that
can be used by teachers to recognize students’ achievement
and motivation to learning?

4. What kind of staff development can effectively equip teachers
to handle the issues related to student motivation,
interpersonal relationship, student guidance and counseling?

Individual Political Effectiveness
Teachers are political leaders in classroomTT
who can
� use social powers to influence

students’ behaviors.
� manage and resolve potential

conflicts in classroom.
� balance diverse interests of various

parties in classroom.

1. How can teachers be helped to build up their professional
reputation and status to perform leadership role in classroom
and school context?

2. What kind of school environment or culture can be developed
to reduce potential social conflicts between students and
teachers at both classroom and school levels?

3. What kinds of support can be provided to teachers in
managing potential conflicts in classroom?

4. How can appropriate staff development programs be
organized for teachers on leadership skills, awareness,
identification and management of potential conflicts in a
classroom context?

Individual Cultural Effectiveness
Teachers are cultural builders who canTT
� develop shared goals for students.
� nurture a supportive and collaborative

culture which can transform students’
values to support active learning and
student collaboration.

1. How can the school leaders or managers set a role model for
teachers to perform as cultural leaders in classroom?

2. What kind of school culture should be developed, that can
facilitate teachers to build up the shared goals and values of
learning among students in classroom?

3. How can teachers be facilitated to develop the kind of
personal and professional qualities and competence to
perform as a cultural leader in their classroom?

Individual Renewal Effectiveness
Teachers are life-long learners whoTT
actively engage in
� reflective teaching
� self-learning and continuous

professional development

1. Does the schools make use of school evaluating and
reporting system to provide necessary information and
feedback to teachers for continuous learning andff
development?

2. How can the school develop a culture of continuous learning
and professional development among teachers?

3. How does the school develop and administer appropriate
policies and structures, and allocate resources to support
teacher continuous learning through external and
school-based staff development programs?

4. How does the school organize appropriate staff development
programs to equip teachers with the necessary skills and
attitudes towards teacher self-reflection and action learning?
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Table 17.5: Implications from Multi-dimensions for Studying and Managing Group
Teacher Effectiveness

Dimensions of Group Teacher Implications for Studying and Managing Group
Effectiveness Teacher effectiveness

Group Technical Effectiveness
A technically effective teacher group
can
� provide technical assistance

and supervision to members.
� coordinate their efforts.
� define roles and

responsibilities.
� set procedures and standards.
� schedule usage of facilities and

allocate resources.

1. What group structure and organization can promote efficiency and
synergy and reduce internal wastage in working process to meet the
challenges of the new century?

2. How clear policies and appropriate structures be established to
facilitate teamwork and collaboration?

3. How can a supportive environment be developed in terms of space,
time-tabling, and resources for promoting teamwork?

4. What kind of staff development programs should be organized such
that teachers can achieve the necessary professional competence
and attitudes on communication, planning, coordinating, resources
management and supervision that are crucial to effective group
performance?

Group Human Effectiveness
An effective teacher group in the
human dimension can
� provide social supports and

good quality of work-life.
� promote teacher efficacy,

motivation and commitment.
� promote collaboration and

collegial interaction.

1. How should the school environment and group arrangement be
reviewed and improved to facilitate teachers to develop intimate
working relationships and trust among members?

2. How can the school leaders set a good role model for good social
relationship and teamwork?

3. How can an appropriate rewarding system be established to
recognize and promote team spirit and group achievement?

4. What kind of staff development can help teachers to achieve the
awareness, knowledge and skills that are necessary to foster
mutual support, social climate and team spirit particularly in a so
demanding and challenging context of working?

Group Political Effectiveness
A politically effective teacher group
can
� resolve conflicts and reduce

tensions among members.
� promote participating decision

making.

1. How can appropriate school policy and structure be developed for
promoting participative decision-making process and win-win
approach to resolving conflicts and problems in teacher groups?

2. How can the consensus in school missions, goals and related
strategic plans be achieved among members in order to reduce the
potential conflicts in group actions and among group members?

3. What kind of staff development programs can help teachers to have
a broader perspective to consider potential interests and conflicts
and achieve the necessary competence and attitudes in managing
potential conflicts and micro-politics positively and constructively in
their groups and the whole school context?

Group Cultural Effectiveness
A culturally effective teacher group
can
� provide members with meaning

and purpose to working
together.

� transform individual members’
values and beliefs compatible
to the group’s.

1. How can the strengths and weaknesses of current school
management and working conditions be reviewed if they are
conducive to the development of group cultural performance?

2. How can the school build up shared goals and values that
emphasize teacher collaboration and working together?

3. What school environment can nurture a collaborative culture of peer
support and teamwork?

4. What kind of staff development programs should be organized and
provided, that can help to develop the shared goals and values on
teacher collaboration and teamwork?

Group Renewal Effectiveness
An effective teacher group in
renewal can be a learning group
and able to
� practice self-reflection and

action learning.
� support members to

continuously learn and grow.

1. How can the teacher groups be helped to develop themselves as a
learning organization by establishing appropriate policies and
structures?

2. How should resources be allocated to support continuous
self-learning and peer learning in teacher groups through external
and school-based staff development programs?

3. How can the evaluating and reporting system be used to provide
necessary information and feedback to support teacher groups’
continuous learning and development?

4. What kind of staff development programs can be organized to
develop teachers to reflect upon and evaluate group performance,
and to practice action learning when working as a group?
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findings of following questions for research should be useful to manage the efforts
and initiatives for improvement of teacher performance:

1. Does the school have in place a clear policy on classroom management and
appropriate procedures for handling students’ misbehaviors?

2. How can the school encourage and facilitate teachers to plan and organize
their teaching in promoting student learning?

3. What school environment in terms of space, resources, equipments and tech-
nology can support teachers’ smooth teaching and working process?

4. How can the school create the needs and opportunities for teachers and stu-
dents to employ new technology in the teaching and learning process?

5. How does the school encourage staff development and facilitate teachers to
achieve the necessary knowledge, attitudes and competence to perform these
technical tasks?

For Individual Human Effectiveness. The human effectiveness of teachers con-
tributes to human interactions and social supports that can enhance students’ learning
efficacy and motivation in a classroom. In school management, it would be helpful
to improve and develop teacher human effectiveness, if knowledge can be advanced
from studying following research questions:

1. How can the school help teachers to develop the necessary awareness, knowl-
edge, attitudes and skills to build up supportive and intimate relationships
with students?

2. What school environment and management can facilitate teachers to develop
student cooperation and peer learning in classroom?

3. Does the school have appropriate awarding system that can be used by teachers
to recognize students’ achievement and motivation to learning?

4. What kind of staff development programs can effectively equip teachers to
handle the issues related to student motivation, interpersonal relationship,
student guidance and counseling?

For Individual Political Effectiveness. Teachers are leaders in classrooms, whoTT
can use social powers to influence students’ behaviors, manage and resolve potential
conflicts, and balance diverse interests of various student parties in classroom. To
facilitate teachers to perform the leader role, school management may be guided byff
studying the following questions:

1. How should school administrators help teachers to build up their professional
reputation and status to perform leadership role in classroom and school
context?

2. What kind of school culture can be developed to reduce potential social con-
flicts between students and teachers at both classroom and school levels?

3. What kinds of support can be provided to teachers in managing potential
conflicts in classroom?

4. How can the school provide appropriate staff development programs for teach-
ers on leadership skills, awareness, identification and management of potential
conflicts in a classroom context?

For Individual Cultural Effectiveness. Teachers need to perform the role as cul-TT
tural builders who can develop shared goals for students, and nurture a support-
ive and collaborative culture that can transform students’ values to support active
learning and student collaboration. In school management, the following questions
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need to be investigated in order to direct efforts for enhancing teachers’ cultural
performance:

1. How can the school leaders or managers set a role model for teachers to
perform as cultural leaders in classroom?

2. What kind of school culture should be developed, that can facilitate teachers to
build up the shared goals and values of learning among students in classroom?

3. How can teachers be helped to develop the kind of personal and professional
qualities and competence to perform as a cultural leader in their classroom?

For Individual Renewal Effectiveness. In the renewal dimension, teachers need
to pursue life-long learning and actively engage in reflective teaching and continuous
professional development. To facilitate teachers develop and practice self-reflection
and continuous professional learning, studying the following questions should be
useful in school management:

1. How can the school evaluating and reporting system be used to provide nec-
essary information and feedback to teachers for continuous learning and de-
velopment?

2. How can the school develop a culture of continuous learning and professional
development among teachers?

3. How can the school develop and administer appropriate policies and struc-
tures, and allocate resources to support teacher continuous learning through
external and school-based staff development programs?

4. How can the school organize appropriate staff development programs to equip
teachers with the necessary skills and attitudes towards teacher self-reflection
and action learning?

4.4. Studying and Managing Group Teacher effectiveness

For Group Technical Effectivenessrr . A technically effective teacher group is ex-
pected to provide technical assistance and supervision to members, coordinate their
efforts, define roles and responsibilities, set procedures and standards, and schedule
usage of facilities and allocate resources in the light of promoting group efficiency
in achieving group and individual tasks. To facilitate group technical effectiveness,
school management can be guided by the findings of the following research questions:
(see Table 17.5)

1. What group structure and organization can promote efficiency and synergy
and reduce internal wastage in working process to meet the challenges of the
new century?

2. How can clear policies and appropriate structures be established to facilitate
teamwork and collaboration?

3. How can a supportive environment be created in terms of space, time-tabling,
and resources for promoting teamwork?

4. What kind of staff development programs should be organized such that teach-
ers can achieve the necessary professional competence and attitudes on com-
munication, planning, coordinating, resources management and supervision
that are crucial to effective group performance?

For Group Human Effectivenessrr . An effective teacher group in the human di-ff
mension should be able to provide social supports and good quality of work-life,
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promote teacher efficacy, motivation and commitment, as well as facilitate collabo-
ration and collegial interaction among members. To enhance group human effective-
ness, the initiatives of school management can be directed by investigating following
questions:

1. How should the school environment and group arrangement be reviewed and
improved to facilitate teachers to develop intimate working relationships and
trust among members?

2. How can the school leaders set a good role model for good social relationship
and teamwork?

3. How can an appropriate rewarding system be established to recognize team
spirit and group achievement?

4. What staff development activities can prepare teachers with the necessary
awareness, knowledge and skills that are necessary to foster mutual support,
social climate and team spirit particularly in a sodemanding and challenging
context of working?

Group Political Effectiveness. In the political dimension, an effective teacher
group is assumed to be able to resolve conflicts and reduce tensions among mem-
bers, and promote participating decision-making. In school management, the major
concern is to build up alliance for work and help teachers avoid from internal conflicts
and wastage at work. The efforts for enhancing group political performance can be
guided by the findings of the following questions:

1. How can appropriate school policy and structure be developed for promoting
participative decision-making process and win-win approach to resolving
conflicts and problems in teacher groups?

2. How can the consensus in school missions, goals and related strategic plans
be achieved among members with aims to reduce the potential conflicts in
group actions and among group members?

3. What kind of staff development programs can help teachers to achieve a
broader perspective to consider the potential interests and conflicts, and
achieve the necessary competence and attitudes in managing potential con-
flicts and micro-politics positively and constructively in their groups and the
whole school context?ww

Group Cultural Effectiveness. In the cultural dimension, an effective teacher
group should be able to provide members with meaningfulness and purposefulness
to working together, and transform individual members’ values and beliefs compat-
ible to the major values of the group or the school. The basic question in school
management is to promote a culture among teachers that can inspire and motivate
them to work together and accomplish group tasks in a more coherent and effective
way.aa The findings of studying the following questions can be helpful to the practice
of school management to enhance group cultural performance:

1. How can the strengths and weaknesses of current school management and
working conditions be reviewed if they are conducive to the development of
group cultural effectiveness?

2. How can the school build up shared goals and values that emphasize teacher
collaboration and working together?

3. What school environment can nurture a collaborative culture of peer support
and teamwork?
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4. What kind of staff development programs should be organized and provided,
that can help to develop the shared goals and values on teacher collaboration
and teamwork?

For Group Renewal Effectivenessrr . In this dimension, an effective group should be
a learning group that can support members to continuously learn in action, practice
self-reflection, and achieve professional development. To facilitate teachers as a
group to be able tolearn, develop and cope with uncertainties and challenges in this
changing educational environment successfully, initiatives in school management
can be directed by studying the following questions:

1. How can the teacher groups be developed themselves as a learning organiza-
tion by establishing appropriate policies and structures?

2. How should resources be allocated to support continuous self-learning and
peer learning in teacher groups through external and school-based staff de-
velopment programs?

3. How can the evaluating and reporting system be used to provide necessary
information and feedback to support teacher groups’ continuous learning and
development?

4. What kind of staff development programs can be organized to develop teachers
to reflect upon and evaluate group performance, and to practice action learning
when working as a group?ww

5. CONCLUSION

In the new century, the education environment is rapidly changing and the roles
and responsibilities of teachers are becoming more complex and demanding in the
Asia-Pacific and most parts of the world. Traditional conception of teacher effec-
tiveness that focuses only at teacher behaviors at classroom level is not sufficient
to understand and study the multi-faceted and complicated nature of teacher effec-
tiveness in this rapidly changing context. In this Chapter, multi-models and multi-
dimensions are introduced to conceptualize, understand and manage the complex
nature of teacher effectiveness in various contextual conditions at both individual
and group levels.

The multi-models of teacher effectiveness include the goal and task model, the
working process model, the absence of problems model, the resource utilization
model, the school constituencies satisfaction model, the accountability model, and
the continuous learning model. These models, with their own strengths and weak-
nesses, provide a wide range of alternative conceptions for managing and assessing
teacher effectiveness in response to the needs of the first wave and second wave edu-
cation reforms. The five dimensions of teacher effectiveness including the technical,
human, political, cultural and renewal dimensions provide a comprehensive social-
organizational perspective to understand the key aspects of teacher responsibilities
and roles at the individual and group levels.

These multi-models and multi-dimensions of teacher effectiveness are in fact
consistent with the multiple models of school effectiveness assurance and multi-
functions of school in the new century. Teachers are the key actors in school. Without
their multiple functions and contributions, school effectiveness will become very
limited and narrow if not none.
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With these conceptions of multi-models and multi-dimensions, the implicationsWW
for research and management of teacher effectiveness become very fruitful and com-
pletely different from the traditional thinking, as discussed above. From these new
conceptions and implications, it is hoped that school leaders, policy makers, educa-
tors and researchers in the Asia-Pacific Region and other parts of the world could
review the relevance of current school management structures and practices to teacher
effectiveness in terms of multi-dimensions and multi-models. Based on the results of
the review, they can then develop new strategies and initiatives for improving school
management and enhancing teacher effectiveness in a more comprehensive way that
can successfully contribute to ongoing education reforms and school effectiveness.

This chapter was developed mainly from: Cheng, Y. C. & Tsui, K. T. (1999). Multi-
models of teacher effectiveness: Implications for research. Journal of EducationalJJ
Research, 92(3), 141–150; and Tsui, K.T. & Cheng, Y.C. (2000). Multi-dimensional
teacher effectiveness in the new century: Implications for school management. Asia-
Pacific Educational ResearcherPP . 9(2), 184–208.
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Chapter 18

IMPLEMENTING MULTI-LEVEL
SELF-MANAGEMENT IN SCHOOLS

The ongoing school-based management (SBM) movement in the Asia-Pacific
Region and other parts of the world is one of important trends of education reform
with aims to change schools from the mode of external control management to the
mode of school self-management (Chapter 7). The existing literature indicates that
the contemporary practices of school-based management focus largely at the school
level issues like organizational structures and decentralization of power and often
assume that increased school autonomy and responsibilities will result in enhanced
performance of the schools (Cohen, 1988; Sackney & Dibski, 1994). This assump-
tion is problematic, because the performance of schools is mainly determined by
teachers, and the decentralization of power to site-level without considering how
it relates to teacher performance is not sufficient to enhance education quality in
school.

In absence of a clear conceptual linkage between decentralization and what
happens in teaching and learning, early research before the mid-1990s rarely found
any strong and direct evidence on the effect of school self-management on the quality
of teaching and learning (Abu-Duhou, 1999; Hanushek, 1997; Levacic, 1995; Smith,
Scoll and Link, 1996; Caldwell and Spinks, 1998).

Contributing to the above discussion of linkage between self-management and
quality of teaching and learning, Cheung & Cheng (1996) and Cheng (1996) proposed
that school-based management should be a type of multi-level self-management at
the school, group and individual teacher levels if quality performance in schools
is to be pursued. They assumed that the effectiveness of school-based management
on education quality depends largely on the self-management behavior and work
performance of groups and individual teachers.

This chapter is a continuing effort to building up the linkage between school-
based management and school performance. Based on the previous research work
(Cheng, 1996; Cheng & Cheung, 2003, in press; Cheung & Cheng, 1996, 1997),
this chapter elaborates the key concepts of multi-level self-management, proposes
the strategies of its implementation and illustrates with an empirical study how self-
management is related to school performance at organizational, group and individual
levels. It is hoped that the discussion will contribute to the theory building and
implementation of school-based management or school self-management in the Asia-
Pacific Region and other international communities.

1. MULTI-LEVEL SELF-MANAGEMENT IN SCHOOL

Based on the idea of strategic management (Cheng, 1996), the self-management
process at the three levels includes five stages, namely environmental analysis,

427



428 NEW PARADIGM FORPP RE-ENGINEERING EDUCATION

planning and structuring (affiliating), staffing (developing) and directing, imple-
mentation, and monitoring and evaluating (Cheung & Cheng, 1996), as shown in
Table 18.1.

Table 18.1: Self-Management Process at Different Levels

School Group Individual
Self-Management Self-Management Self-Management

Environmental Analysis
� Reflect on the school’s

internal and external
environment crucial to its
existence

� Focus on its strengths,
weaknesses, opportunities
and threats as a school

� Reflect on the group’s
internal and external
environment crucial to its
existence

� Focus on its strengths,
weaknesses, opportunities
and threats as a group

� Reflect on personal
attributes and external
environment

� Focus on personal
strengths, weaknesses,
opportunities and threats as
a member in the group and
school

Planning and Structuring Planning and Affiliating
� Develop school missions,

policies and action plans
� Negotiate and compromise in

decision
� Focus on structural issues,

such as organizational
structure, budgeting and
allocation of resources.

� Develop group’s direction
and action plans consistent
with the school’s missions
and policies

� Negotiate and compromise
in decision

� Focus on issues like work
designs, relationship
delineation, and
communication flows

� Develop personal goals and
action plans within the
frames delineated by the
school and the group

� Focus on the technical
aspects of planning and
designing of educational
programs

� Establish good affiliation
and relationship with
colleagues, students,
parents and community

Staffing and Directing Developing and Directing
� Recruit and deploy staffs
� Focus on human resource

aspects of management such
as staff development and
delegation

� Deploy members
� Focus professional

development of members
and group learning

� Develop personal
professional competence

� Allocate personal resources
and attention

� Focus on self-learning

Implementing
� Ensure the availability of

necessary resources,
guidance and support

� Focus on issues related to the
actual launching of all
programs

� Ensure the proper allocation
of resources

� Ensure mutual guidance
and support among
members to facilitate
effective problem solving

� Focus on the program
implementation by the group

� Ensure effective use of
allocated resources

� Rehearse frequently
� Focus on the personal

performance in the program
or group

Monitoring and Evaluating
� Set up work standards,

monitor and control system for
groups or programs

� Monitor and regulate the pace
of program implementation

� Evaluate the performance of
the school as a whole

� Focus on ensuring quality of
programs

� Use information to initiate the
next cycle of school
self-management

� Set up work standards for
members, self-monitor and
regulate work pace of the
group

� Evaluate the performance of
the group as a whole

� Focus on ensuring the
group performance in
delivering programs

� Use information to initiate
the next cycle of group
self-management

� Set up personal
performance standards

� Observe, monitor and
regulate personal work
pace

� Evaluate personal
performance

� Focus on ensuring personal
performance

� Use information to initiate
the next cycle of individual
self-management

Notes. from Cheng (1996) & Cheung & Cheng (1996)
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1.1. Self-management at the School Level

The initial stage of school self-management process is environmental analysis
in which the school (including all the concerned school members) as a whole reflects
on its internal and external environment relevant and crucial to its existence in terms
of strengths, weaknesses, opportunities and threats. By performing this analysis, the
external and internal environment is monitored and the results of analysis serve as
the base for the planning stage. In the planning and structuring stage, the school
establishes the school mission, policies, programs, budget, organizational structure
and work procedures. The practice of participative decision-making in this stage may
help to develop a sense of ownership among those school members, and the resulted
action plans will have a greater chance of successful implementation. The estab-
lishment of appropriate organizational structure and work procedures includes an
appropriate communication flow, delineation of relationships, job specifications and
position requirements, chain of command and other related issues.

With attainable school plans and appropriate structure, the self-managing processWW
then proceeds to the staffing and directing stage. Staffing includes the recruitment
and induction of new staff as well as professional development of all staff for com-
petence in accomplishing the assigned tasks. The school at this stage also focuses on
delegating responsibilities to staffs, motivating staffs work towards outputting qual-
ity work, coordinating and providing directions to staff. After the above stages, the
school as a whole implements the action plans. During and after implementation, the
performance of the school is evaluated and monitored. The school also establishes
its reporting and evaluation system as well as the reward system for its task/program
groups. The information obtained from the implementation, monitoring and report-
ing processes is valuable for the school to move forward to the environmental analysis
stage of the next self-managing cycle. In this way, the cycle of self-management at
the school level continues.

This cyclic process allows the school as a whole to be aware of the changing
challenges and readjust its school missions, policies and action plans to meet these
challenges. Self-renewal and learning may occur as a result of the school’s adaptability
to the ever-changing external and internal environment.

1.2. Self-management at the Group Level

Since the 1990s, participative management has been strongly emphasized in
enhancing organizational effectiveness and the introduction of self-managing teams
in workplaces has been considered as an important approach to empowering staff
and promoting ownership, commitment and initiative in their work (Hackman, 1986;
Odiorne, 1991; Walton, 1985). Therefore, staff self-management is often considered
to be necessary for the quality output of organizations in general and schools in
particular (Manz, 1986; Sandy, 1990).

A work group may be considered as a small organization in the school. Based
on this, the conception of self-management at the school level can be extended to
the group level. Within the available autonomy and boundary in the school, self-
management process at the group level may include also five stages, namely envi-
ronmental analysis, planning and structuring, staffing and directing, implementation,
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and monitoring and evaluating. By practicing the self-managing cycle, the group can
be aware of the ever changing internal and external challenges, develop group mem-
bers to face and manage these challenges, and achieve the group and school goals.
Through the self-managing cycle, the group becomes continuously self-learning and
self-renewing.

1.3. Self-management at the Individual Teacher Level

A self-managing group without self-managing individuals will not function ef-
fectively (Manz, 1991a, 1991b; Novak, 1991). A self-managing process is important
for facilitating individual members to be responsive to external challenges and be-
come continuously self-learning. According to Cheung & Cheng (1996), the above
self-management process at the group and school levels with appropriate modifica-
tions may serve this purpose. Within the available autonomy and boundary in the
school, the self-management process of individual teacher also includes five stages,
namely environmental analysis, planning and affiliating, developing and directing,
implementation, and monitoring and evaluating.

At the initial stage, the teachers individually reflect on their own internal and
external environment. They reflect on their personal attributes in terms of strengths,
weaknesses, opportunities and threats as members in the group and school. Also
they reflect on their relationship with other members, students’ ability and parental
expectations, competition and co-operation with colleagues, and so forth. Then,
based on the results of environmental analysis, they formulate their own directions
and courses of actions (e.g., the approach of teaching) to accomplish the assigned
teaching tasks within the available autonomy and allocated resources. Their action
goals and plans should be consistent with the group and school goals.

They also establish good affiliation and relationship with colleagues, students,
parents and members of the community. Furthermore, they develop their professional
competence through attendance in professional enrichment programs and exchanges
with colleagues. They direct themselves to the planned goals and activities by proper
allocation of personal resources, such as time and attention. In the implementation
stage, they refine their actual performance through rehearsals, self-reward and self-
punishment. They monitor and evaluate their own performance in accordance to their
set of performance standards. They then use the results of self-evaluation to initiate
their next self-management cycle. Through continuous self-management and learn-
ing, teachers become more flexible, adaptable and effective in performing their work.

With mutually consistent practices of self-management at the individual teacher,WW
group, and school levels, the school as a whole becomes a learning organization to
develop continuously in different aspects, adapt to its changing environment and meet
the internal and external challenges. Thus, it is expected that the school performance
for education quality may be enhanced.

2. STRATEGIES FOR LAUNCHING MULTI-LEVEL SELF-MANAGEMENT

According to Cheng (1996), there are three stages to launch multi-level self-
management: the unfreezing stage, the changing stage and the reinforcing stage, as
shown in Table 18.2.
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Table 18.2: The Stages of Launching Multi-level Self-management in School

Unfreezing Stage Changing Stage Reinforcing Stage� ��
� Identify, establish, and

publicize the need for
multi-level self-management

� Plan goals and policies for the
changes to self-management

� Analyze the force field and
develop strategies for
changes

� Increase driving forces
� Minimize restraining forces
� Prepare the necessary

psychological (i.e., cognitive
and affective) and technical
readiness of those involved
through staff development

� Prepare the necessary
resources for the changes to
self-management

� Implement self-management
according to the framework

� Pay attention to the timing of
launching self-management at
different levels

� The self-management cycle
duration may vary across
levels

� Not only technological
changes in management/
teaching/learning but also
cultural changes

� Change the affective,
behavioral and cognitive
aspects of the involved actors
at the individual/group/school
levels

� Monitor the change process,
and ensure the progress
towards the self-management
goals

� To clarify the emergent
psychological and technical
uncertainties, and reduce their
potential damages to the
change

� To learn new ideas and
techniques, and develop new
goals

� Identify the overt and hidden
advantages of the change to
self-management

� Identify the adverse effects
and eliminate them

� Estimate all types of costs
for the change

� Assess the effectiveness of
the change to
self-management

� Make recommendations for
future actions

� Make modifications on the
technological changes

� Institutionalize the
successful technological
changes

� Internalize the successful
cultural changes

� Clarify the uncertainties and
frustrations due to
unsuccessful experiences,
and encourage continuous
learning

Notes: from Cheng (1996)

2.1. Unfreezing Stage—Preparation for the Launch

The unfreezing stage aims to prepare a better situation for launching self-
management in school. School members are often burdened with daily workload, and
are used to the existing practice and procedures. They may not be aware of the inter-
nal and external challenges and the need for self-management. Therefore, in the un-
freezing stage, the agent of implementing school self-management project (or SSMP
agent) should help school members to identify and understand the need for a change to
the self-management mode and then establish this need in the school plans or program
plans for action. In order to create a better atmosphere for the change, publicizing
the needs for such a change is necessary to all involved members (Cheng, 1996).

The implementation agent should analyze the force field of change and develop
strategies to increase the driving forces and minimize the restraining forces. At this
stage, the major strategy is that the agent should help those involved members have the
necessary psychological (i.e., cognitive and affective) readiness and technical readi-
ness through staff development activities. In other words, school members should be
well prepared to understand the nature and meaning of multi-level self-management,
be willing and committed to it and have the necessary competence to implement it.
At the same time, the agent should prepare the necessary resources for the change.

Some of major characteristics of affective and cognitive readiness are given
in Tables 18.3 to 18.5, which can be used to direct the unfreezing actions. Some
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Table 18.3: Unfreezing Stage—Preparation for School Level Self-management

Affective Preparation Cognitive Preparation Guidelines and Examples
� School managers are willing to

delegate authority to the
school principal and other
members of the school.

� School managers and the
principal are willing to listen
teachers’ and parents’ views
and involve them in the
decision-making process as
far as possible.

� School members are willing to
share their work experience
with a view to evaluate the
performance of the school as
a whole.

� The school’s senior
management is willing to
develop teachers strategically.

� The school’s senior
management is willing to
provide support and guidelines
to school members for
completion of the school plans.

� School managers and other
school members realize the
need to practise school
self-management in meeting
the challenges ahead,

� School managers realize
that teachers’ and parents’
participation can improve
the quality of school policies
and benefit the actual
implementation of policies.

� School managers realize
the need to allow teachers
and parents to get access to
information for decision
making; handle different
views; and to have more
time allowance for policies
formulation.

� School members hold a
shared school mission.

� School leaders are
competent in leading school
members to perform SWOT
analysis; strategic planning;
and school evaluation.

� The SSMP agent reports in
appropriate occasions (e.g.,
school management
committee meeting, speech
days, school-teacher
consultative meeting) the
successful experience of
teachers’ and parents’
involvement in making
school functioning and
policy making.

� After gaining successful
experience of teacher s’
involvement in school policy
making, the SSMP agent
invites teacher and parent
representatives to serve on
the school management
committee and other
committees related to the
school’s routine running.

� The SSMP agent organizes
seminars and talks to bring
up the awareness level of
school managers and other
school members regarding
the need of practicing
self-management in school
as an effective means to
enhance school
effectiveness.

� The SSMP agent creates
opportunities for school
member to visit other
schools which have already
practiced self-management.

� The SSMP agent creates
opportunities for school
members to have an open
discourse on their own
vision of the school with a
view to develop a commonly
shared school mission.

� The SSMP agent organizes
professional development
programs for school leaders
on SWOT analysis, strategic
planning and school
evaluation.

examples of possible activities or actions for building up readiness for launching
self-management at the school, group, and individual levels are also provided in
these tables.

Obviously, there are three levels of unfreezing, including individual teachers,
groups, and the school as a whole. In general, priority should be given to “unfreeze”
teachers first. However, each school may have its own unfreezing priority depending
on its own readiness conditions. Readiness assessment at multi-level should be nec-
essary before any unfreezing work can be done. The assessment results will provide
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Table 18.4: Unfreezing Stage—Preparation for Group Level Self-management

Affective Preparation Cognitive Preparation Guidelines and Examples
� The school principal is willing

to delegate authority to work
groups.

� Group leaders are willing to
involve group members in the
decision-making process as
far as possible.

� Group members are willing to
share their work experience
with a view to evaluating the
performance of the group as a
whole.

� Group members are willing to
work in teams, and support
each others in work.

� Group members are willing to
learn from each others.

� Experienced members are
willing to help and support
inexperienced members.

� Group leaders and group
members realize the need
for the work groups to have
self-management practices
consistent to that of the
school.

� Group leaders realize that
teachers’ participation in
decision-making can
improve the quality of work
plans and benefit the actual
implementation of plans.

� Group leaders realize the
need to allow members to
get access to information for
decision-making; handle
different views; and to have
more time allowance for
work plan formulation.

� Group members hold a
shared school mission and
work directions of the group.

� Group leaders are
competent in leading group
members to perform SWOT
analysis; strategic planning;
and group’s self evaluation.

� The school principal hold
meetings with work groups
to delineate the
responsibilities and authority
of the group through
discussing the group’s
terms of reference.

� The SSMP agent organizes
seminars, talks and
workshops to build up
teams.

� The SSMP agent creates
opportunities for work
groups to discuss with
corresponding work groups
in other schools on their
self-management practices.

� The SSMP agent creates
opportunities for group
leaders to share their
groups’ self-management
practices.

� The group leaders create
opportunities for group
members to have an open
discourse on their perceived
work directions of the group
with a view to developing a
commonly shared work
direction.

� The SSMP agent organizes
professional development
programs for group leaders
on SWOT analysis, strategic
planning and group’s self
evaluation.

� The group sets up an
information flow system for
group members’ easy
access.

� The group may set up a
‘mentor’ system for its
‘green’ members.

a clearer picture for the school to set its “unfreezing” priority. In some cases, the
enforcement of practices at a higher level, such as the school level, may induce an
“unfreezing” effect at the lower level, such as the teacher level. For example, the
effort to develop a commonly shared school mission at the school level may facilitate
a sense of ownership in teachers. Thus, teachers may be more willing to accept more
responsibility and be more committed to the launching to self-management.

2.2. Changing Stage—Practising Multi-level Self-management Cycles

After the unfreezing stage, the planned self-management activities can be im-
plemented according to the above framework. It may not be necessary to implement
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Table 18.5: Unfreezing Stage—Preparation for Teacher Level Self-management

Affective Preparation Cognitive Preparation Guidelines and Examples
� Teachers are willing to acceptTT

new responsibility and
delegated power that come
with self-management.

� Teachers are willing toTT
self-manage their own work.

� Teachers are willing to reflectTT
on their own performance, and
relationship with significant
others in work.

� Teachers are willing toTT
evaluate their own
performance against set
standards.

� Teachers are willing toTT
establish a good affiliation with
significant others in work.

� Teachers are willing to developTT
themselves continuously to
meet the challenges ahead.

� Teachers realize the needTT
for them to have
self-management practices
consistent to that of their
group and the school.

� Teachers realize thatTT
effective self-management
practice will help them face
the challenges ahead.

� Teachers realize theTT
importance to set up
personal work goals and
related performance
standards.

� Teachers realize that theyTT
are working within the
delegated power and
responsibilities.

� Teachers realize theTT
importance of continuous
learning from significant
others in work.

� Teachers are competent inTT
self-management skills like
strategic planning,
performance standard
setting, time and resource
management, constructive
thinking, self-reward and
punishment.

� The SSMP agent organizes
seminars, talks and
workshops to (1) stress the
importance of practising
self-management in facing
the challenges ahead;
(2) build up teachers’
self-management
competence.

� The SSMP agent creates
opportunities, such as social
functions and professional
experience sharing, for
teachers to build up a
mutual support network.

� The SSMP agent organizes
formal and informal
meetings and sessions for
teachers to share their
expertise and experience in
topics related to teaching,
self-management of
personal resources, and
professional development.

� The SSMP agent may help
teachers to form strategic
study groups for the
professional development of
teachers with the school
goals as guiding posts.

� The SSMP agent creates
opportunities for teachers to
voice their views of school
and group management in a
way that they feel secured.

� The SSMP agent creates
opportunities for teachers to
meet parents, and facilitate
teacher-parent
collaboration.

self-management at all levels at the same time. The readiness of each level should be
assessed first. The SSMP agent should not launch self-management at a particular
level if the corresponding readiness is not reached.

Mutual influence exists among the self-management practices at the school,
group and teacher levels. Thus, when practising multi-level self-management in
school, attention should be paid to ensure as far as possible the highest degree of
consistency in self-management practices among the three levels. The higher the
degree of consistency is, the greater the synergy we may derive from the practices.
Also, a self-management culture may be cultivated more easily for school members
to persistently practise self-management and engage in continuous self-learning and
renewal.

In general, work groups in school may also have similar pattern of management
cycle, duration of which varies from a few months to one academic year, depending
largely on their group plans. But for self-management at the school, the cycle duration
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may last from one to three academic years. Comparatively, the self-management
cycles for individual teachers may be shorter, ranging from a few weeks to a few
months or one academic year because their tasks would be smaller than those of
groups or the school. In sum, the duration of self-management cycles varies among
individual teachers, groups and schools.

In the process of implementation, there should be not only technological changes
in operation but also cultural changes in members’ values and beliefs about school
process. The affective, behavioral and cognitive aspects of school managers, the
principal, administrators, teachers, and even parents, if necessary, are correspond-
ingly changed according to the needs of the multi-level self-management framework.
Monitoring the implementation process is necessary to ensure the progress moving
towards the planned goals of self-management. In the process, the implementation
agent often needs to clarify the emergent psychological and technical uncertainties,
and reduce the potential damages to the implementation. Besides, the involved ac-
tors sometimes need to learn new ideas and techniques and develop new goals in the
process, if necessary.

2.3. Reinforcing Stage—Reinforcing Multi-level Self-management Practices

After the changing stage, the implementation agent will try to refreeze the posi-
tive outcomes of the change. The purpose of the reinforcing stage is to maximize all
the advantages gained from the change to multi-level self-management and to sustain
the positive effects to a longer period. Of course, in this stage, eliminating potential
side effects is also important. According to Cheng (1996), this stage may generally
include the following important tasks:

(1) To identify and confirm all the important, overt and hidden, planned and
unintended advantages generated from launching self-management;

(2) To identify all the important overt and hidden adverse effects on different
aspects of the school or members and eliminate them as soon as possible;

(3) To estimate all types of monetary and non-monetary costs for the implemen-
tation of self-management;

(4) To assess the effectiveness of the change by comparing the achievements
with the planned goals and comparing the gained advantages with the dis-
advantages and the costs;

(5) To propose recommendations for further actions according to the above
evaluation and analysis;

(6) To make modifications (if necessary) on the technological aspects of self-
management implementation according to the above evaluation and analysis;

(7) To institutionalize the successful technological changes in self-management
and the related experiences in order to perpetuate the advantages and benefit
more people in future practice;

(8) To internalize the successful cultural changes among school members
through reflecting on the successful experiences, discussing the difficulties
and their solutions, providing intrinsic and extrinsic rewards, celebrating the
success through ceremony or rituals, and providing a vision on the meanings
of the change, etc.; and
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(9) To clarify the uncertainties and frustrations due to the unsuccessful experi-
ences and encourage continuous learning and development from these ex-
periences.

The above list can provide some basic guidelines to reinforce positive practices
and outcomes, and maximize advantages from the change towards multi-level self-
management. Of course, in practice, the refreezing strategies for different schools may
be different, depending on the specific conditions of the schools. Also, the strategies
for different levels may be different too. Based on the above basic guidelines, some
areas of reinforcing work at the school, group, and individual levels are outlined in
Table 18.6 for reference.

2.4. Skills for Launching Self-management Initiative

The launching of almost all change initiatives will face resistance, and need
appropriate skills and strategies to maximize driving forces for change and minimize
the associated resistance (Cheng & Ng, 1995). In order to work effectively through
the three stages of change, the SSMP agent may employ a number of skills to reduce
resistance and gain support from work groups and individual staff members.

According to the conception of Dunham & Pierce (1989) and Cheng (1996), these
skills may include: education and communication; participation and involvement;
facilitative support; emotional support; providing incentives; manipulation and co-ff
optation; and coercion.

2.4.1. Education and Communication

The use of education and communication skill requires the SSMP agent to pro-
vide all relevant information of self-management for school members and work
groups. In the process, the SSMP not only explains the information provided, but
also collects views from all parties concerned. It may be achieved through organizing
different seminars, workshops and training programs for teachers and work group
leaders. Through these activities, the school may reduce misunderstanding and pro-
vide opportunities for the key actors at the three levels to acquire new knowledge and
skills. This is especially instrumental in the Unfreezing Stage for inducing readiness.
However, this skill has also its limitations. It takes a considerable long period of time
and lots of resources to achieve the intended outcomes.

2.4.2. Participation and Involvement

Involving those concerned in developing plans of launching self-management
will generate a high level of commitment and support to the resulted plans. This is
actually the essence of practising self-management in school and is a very effective
and essential skill to induce a high level of commitment and support to practising self-
management at multi-levels. The key is to invite school members to provide views
and to a certain extent be involved in formulating the school plans and work group
plans. The school should provide the required information and support. This skill is
especially useful when the work to be done is at the operational level. For example,
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Table 18.6: Possible Work for the Reinforcing Stage

Level of
Self-management Guidelines and Examples

School Level
Self-management

� Establish appropriate mechanisms and structures to strengthen communication
among work groups; and to evaluate the effectiveness of shared decision-making
in school policies.

� Reinforce and reassure the possible positive experience of teachers’ involvement
in shared decision-making, e.g., emphasize win-win situations between groups;
achievement of school plans; the school’s flexibility and responsiveness in
handling crisis; and so forth.

� Identify areas for improvement and develop strategies for solving difficulties and
conflicts between groups.

� Organize sharing sessions for teachers and school managers to reinforce the
positive experience and formulate future plans.

� Assist the teacher and parent representatives who serve on the school
management committee to report back their positive experience to other teacher
and parents’ organization respectively.

� Improve the mode of election of teacher and parent representatives in the school
management committee.

Group Level
Self-management

� Establish appropriate mechanisms to strengthen information flow among group
members; and to evaluate the effectiveness of shared decision-making in group
plans.

� Reinforce and reassure the positive experience of group members’ involvement in
shared decision-making, e.g. emphasize win-win situations between members;
achievement of set goals; effective use of resources; fruitful and mutual learning
among members; establishment of a good group reputation; and the group’s
ability to response and adapt to unexpected events.

� Identify areas for improvement and develop strategies for solving difficulties and
conflicts within the group.

� Organize sessions for group members to share their positive experience with
teachers in other groups. Hopefully, this arrangement will provide opportunities for
learning from other groups, such that new insights may be gained for formulation
of future plans.

Teacher LevelTT
Self-management

� The SSMP agent helps teachers to evaluate and reinforce positive experience of
teachers’ effectiveness in achieving their personal work goals, specifically in
terms of achievement of the self set performance standards. This is a good way
for refreezing individual teachers’ self-management practices, yet very time
consuming.

� The SSMP agent creates opportunities for teachers to share with peers their
positive experience in evaluating their performance against performance
standards; achieving personal goals; learning from significant others in work;
ways they solve their problems in work; priority setting; time and resource
management; attending professional development programs; job redesign efforts;
effective use of self-management skills; setting up affiliation with parents; and so
forth. These arrangements open up a full spectrum of sharing topics and
meanwhile reinforcing teachers who share their experience.

� The topics proposed above may take the form of study groups and sharing
sessions with colleagues of the same school or other schools in inter-school
visitations; through encouraging teachers to participate in these activities,
teachers may gain new learning and insights to improve and develop strategies for
solving personal difficulties in work and formulation of future plans and practices.

involving teachers and parents in the planning and organizing of the “Saturday Con-
sultation Centre” for parents or supportive parent networks. In this way, all parties
concerned may develop a sense of ownership of the plans or projects. This is essential
for a successful implementation of the work plans at the school and group levels.

In order to maximize the effectiveness of this skill, the school and the groups
should provide comprehensive information, time and resources to facilitate the de-
velopment of good quality work plans. Moreover, the school and the groups need
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to handle carefully the diversity of views in the course of planning from teachers.
If handled not carefully, a high level of dissatisfaction in school members may be
generated. However, once compromises are tactfully reached, a very good chance of
effective implementation of the plans may be expected.

2.4.3. Facilitative Support

The skill of facilitative support means to provide concrete support to school mem-
bers and work groups during their implementation of self-management. This skill
is especially important in the Implementing Stage of the self-management cycles.
The support may include technology, training, material, time and constructive views.
For example, the school and work groups may provide opportunities for teachers to
achieve relevant professional competence to make SWOT (strengths, weaknesses,
opportunities, and threats) analysis or development planning. The successful facil-
itative support often requires a lot of resource input. The associated costs may be
high. However, it provides very direct support to the parties concerned, and benefits
the smooth launching self-management.

2.4.4. Emotional Support

The use of emotional support is especially useful to school members who have
developed negative feelings towards the introduction of multi-level self-management
in school. It can settle down the emotional frustrations of teachers due to the change.
It can also reinforce good work. If it is used effectively, teachers may be pacified and a
positive attitude towards the self-management initiative may be restored. One advan-
tage of this skill is that not much resource is required. For example, the SSMP agent
may encourage teachers by praising their good practices, comforting and showing
concerns to those who developed negative feelings. Of course, it is difficult to use
this skill systematically and it is often time-consuming to comfort many members.
Moreover, the SSMP agent needs to be sensitive to the possible negative feeling so
generated in school members.

2.4.5. Providing Incentive

Providing incentives is also an important skill that gives tailor-made incentives
to concerned parties according to their needs. For example, the SSMP agent may help
teachers understand that the practice of self-management in school at multi-levels
could empower teachers with instructional autonomy, provide them with chances
to be involved in the formulation of school and group plans; and facilitate them to
effectively manage their work. As a result, their work, especially their classroom
teaching, will be benefited. This type of “secondary” incentive is good for driving
school members to treasure their self-management practices. However, the provision
of some kinds of incentives like reduction in teaching load and promotion prospect
may incur a very high cost on the school and work groups, and create unexpected
reaction from other interest parties. Another limitation of this skill is that school
members may rely on incentives before effective implementation of the plans.
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2.4.6. Manipulation and Co-optation

When there is an urgent need to implement the self-management plan, or the use
of other skills will incur high cost such as time and resources, the use of manipulation
and co-optation will then be somewhat effective. For example, to appoint an influential
teacher to the leader of the school self-management project or to alienate those
against the self-management initiative. It should be noted that if not used tactfully
and adequately, this skill will ruin the already established good and harmonious
working relationship among school members and work groups. It will also reduce
the initiative of teachers. Thus, it may impose a certain degree of negative influence
on the implementation of future plans.

2.4.7. Coercion

Same as the skill of manipulation and co-optation, coercion can also elicit very
fast implementation of a change plan. When the work is related to the immediateff
interests of the school, parents or students and an urgent action is required in order to
reduce the associated threats, the use of this skill may be considered. Since the nature
of multi-level self-management aims to encourage human initiative and facilitate
continuous learning and development, therefore the use of this skill is in general not
so appropriate to implement self-management.

3. HIERARCHY OF SKILLS FOR LAUNCHING SELF-MANAGEMENT

In order to use these seven skills effectively, we need to understand how their use
may elicit different degrees of reaction in school members. These seven skills may be
arranged in a hierarchy in terms of the types of changes they may induce in teachers,
as shown in Table 18.7. The use of different skills will elicit different changes,
ranging from the most overt behavioral changes to deep level cognitive and affective
changes. For example, the use of “education and communication” or “participation
in planning” may induce cognitive and affective changes in a deep level, while the
use of “coercion” and “manipulation and co-optation” may elicit overt change in
behaviors only. As discussed above, the emphasis of self-management is on human
initiative and continuous development of teachers, groups and the whole school.
Therefore, the skills to be used for implementing self-management should tend to be
those at the high level, including “education and communication”, “ participation and

Table 18.7: Hierarchy of Skills for Launching Self-management

Deep Cognitive and Affective Changes Skills for Launching Self-Management
Education and Communication
Participation and Involvement
Facilitative Support
Emotional Support;
Providing Incentives
Manipulation and Co-optation
Coercion

Overt Behavioral Change

�
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involvement”, and “ facilitative support” that can help school members to achieve
the necessary affective and cognitive changes in addition to the behavioral changes.

4. EMPIRICAL EVIDENCE ON SELF-MANAGEMENT
AND SCHOOL PERFORMANCE

When self-management is practiced mutually consistent at the individual teacher,
group, and school levels, the school gradually becomes a learning organization that
can develop continuously in different aspects, adapt to its changing environment
and meet the internal and external challenges. Thus, we can expect that the school
performance at different levels can be enhanced.

In order to have a deeper understanding of the relationship between multi-
level self-management and school performance or education quality, an empiri-
cal study is needed. Based on Cheng and Cheung (2003; in press), the findings
of such a study conducted in Hong Kong primary schools are reported in this
chapter.

This study aims to investigate empirically how the strength of self-management
at the three levels is related to school performance in terms of organizational
performance, group performance and individual performance. Particularly, it in-
vestigated how the profiles of schools practicing self-management differently are
different in school performance. An understanding of these relationships and
profiles is helpful to the policy-making, theory building, and effective practice
of school-based management in the Asia-Pacific Region and other international
communities.

4.1. Methodology of the Study

There were 82 public primary schools in Hong Kong involved in the study. This
sample size represented 11% of the whole public primary school population (902
schools) in Hong Kong. Even though it was a convenient sample, it was believed
that the findings might still have a certain extent of generalisability because all
public primary schools were established, subsidized and operated according to the
same standards and regulations set by the Codes of Aid issued by the Government.
Therefore, the qualification of teachers, salary structure, facilities, student-teacher
ratio, and fiscal input to these public schools might be very similar.

The present study was a cross-sectional survey. In the 82 schools, 2,477 teachers
were invited to complete the questionnaires. Among them, nearly one third of
teachers in each of sampled schools were randomly chosen to provide the school level
data. The other two-third of teachers in each school completed the group level and
individual level questionnaires respectively. In answering the group level question-
naires, teachers were requested to identify themselves with a work group in which
they had the greatest degree of teacher participation. It was found that 95.2% of the
groups in this study were Chinese, English and Mathematics subject groups. It was
not a surprise because Chinese, English and Mathematics were the major subjects to
be taught in Hong Kong primary schools. A total of 167 groups were identified in the
study.
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4.2. Instruments and Variables

The key variables at the school, group and individual teacher levels are given as
follows:

Self-management Strengths. Based on the conception of Cheung & Cheng (1996),
the operational definitions of self-management strengths at the three levels are listed
as follows: “School self-management strength” is the extent to which the school
self-manages its site level business through environmental analysis, planning and
structuring, staffing and directing, implementing, and evaluating and monitoring, as
perceived by the school members.

“Group self-management strength” is the extent to which the group self-manages
its own work through environmental analysis, planning and structuring, staffing and
directing, implementing, and evaluating and monitoring, as perceived by group mem-
bers.

“Individual teacher self-management strength” is the extent to which the indi-
vidual staff member self-manages his/her own work through environmental analysis,
planning and affiliating, developing and directing, implementing, and evaluating and
monitoring, as perceived by herself/himself.

The measures of self-management strengths were developed from the conception
of Cheung & Cheng (1996) and tested in a pilot survey using data collected from
129 teachers of 32 work groups in five aided primary schools in Hong Kong. The
numbers of items of these measures of self-management strengths at school, group,
and individual levels are 34, 42, and 48 respectively. Basically, all the items in the
scales request the respondents to decide if a certain practice of self-management
is true or not on a 7-point Likert type scale ranging from “definitely untrue” to
“definitely true”. In the main study, the estimated Alpha reliability coefficients were
0.9786, 0.9764, and 0.9722 respectively for the school, group and individual self-
management measures. These coefficients indicated that the measures were reliable
in terms of internal consistence among their items.

School Level Performance. The quality indicators selected to measure school
level performance were perceived organizational effectiveness, organizational cul-
ture, and teacher participation (For the detail of measuring education quality and
school performance at different levels, please refer to Chapter 15).

Based on Cheng (1991, 1993, 1994a), Miskel, Fevurly and Stewart (1979),
Miskel, McDonald and Bloom (1983), and Mott (1972), the index of perceived
organizational effectiveness is the extent to which the school as a whole is effective
in terms of productivity, adaptability and flexibility, as perceived by school members
(Chapter 15). The index of perceived organizational effectiveness is an important
indicator of school performance. Cheng (1986, 1990, 1994a, 1994b) further adapted
it to the context of secondary and primary schools in Hong Kong. The scale consisted
of eight items asking the respondents to describe their perceptions of organizational
effectiveness of their schools on a seven-point scale. The estimated Alpha reliability
of this measure ranged from 0.82 to 0.90 in previous studies (Miskel et al., 1979;
Miskel et al., 1983; Mott, 1972; Cheng, 1986, 1990). The estimated reliability in the
present study was found to be 0.8641.

Organizational culture or school culture is often perceived as the critical indicator
of school performance in the literature (Chapter 16). Based on the idea of Alvesson
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(1987) and Price and Mueller (1986), Cheng (1993) defined organizational culture
in school as the strength of sharing values, beliefs and assumptions about school
mission, teaching, learning and management among school members. The measure
of organizational culture was developed from Price and Mueller (1986) and tested
by Cheng (1993). This scale consisted of ten items and asked the respondents to
describe their perceived organizational culture on a seven-point scale. The estimated
Alpha reliability of the scale in this study was 0.8947.

Teacher participation is one of the important indicators showing the quality ofTT
organizational life in school. It was defined as the level of teachers participating in
decision-making and planning in this study. From the work of Oldman and Hackman
(1981) and Hage and Aiken (1967), Cheng (1993) adapted the measure of teacher
participation in the context of Hong Kong. It was a seven-point scale with four items
to describe the extent for teachers to participate in decision-making process. The
estimated Alpha reliability coefficient of the scale in this study was found to be
0.8392.

Group Level Performance. According to the tradition of organizational climate
research, social norms are important indicators to show social performance and
human interactions of a group or an organization (Hoy & Sabo, 1998; Hoy, Tarter
& Kottkamp, 1991). The indicators of group level performance in this study wereKK
represented by teachers’ social norms in the work group. Adapted from the work of
Cheng (1991, 1993, 1994a) and Organizational Climate Description Questionnaire
(OCDQ) of Halpin & Croft (1963), four subscales were used to measure social
norms: Intimacy (6 items); Esprit (5 items); Hindrance (5 items) and Disengagement
(5 items) in the work group respectively on a seven-point scale (Chapter 15). The
estimated Alpha reliability coefficients of these scales were in a range of 0.6 to 0.8
in previous studies (Halpin & Croft, 1963; Cheng, 1993). In this study, the estimated
Alpha reliability ranged from 0.7343 to 0.8426.

Individual Teacher Level Performance. Job attitudes are often perceived as a
major determinant factor to job performance (Cammann, et al. 1983). Teacher’s job
attitudes were taken to measure the quality of individual level performance in this
study. Adapted from the work of Cammann, Fichman, Jenkins, Klesh (1983) and
Cheng (1994a, 1994b), the measures of job attitudes used in this study included job
commitment (2 items), job challenge (3 items), job meaning (3 items), self-report
of effort (1 item) and job responsibility (2 items). They were perceptual measures
completed by sampled teachers on a seven-point Likert scale (Chapter 15). The
estimated Alpha reliability of the five scales in this study was in a range of 0.6691
to 0.8677.

4.3. K-means Cluster Analysis

In order to analyze the complex relationship between multi-level self-
management and multi-indicators of school performance in a holistic way (Cheng &
Cheung, in press), the Quick Cluster procedure based on the K-means cluster method
was employed to conduct the analysis. By this K-means cluster analysis using the
fifteen variables of self-management and school performance at different levels, the
68 sampled schools were classified into a predetermined number of groups. By ob-
serving the different solutions of clustering, and comparing the characteristics of the
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groups in these solutions, the four-cluster solution was chosen as the final solution
for this study as it offered the most stable, contrastingly clear and meaningful cluster
groups.

4.4. Four Styles of Self-managing Schools

The results of the K-means cluster analysis are summarized in Table 18.8. Fur-
ther analysis by ANOVA showed that the profiles of the four identified clusters of
sampled schools were significantly different (p <0.001) on nearly all the 15 variables
(except Hindrance) used to describe school environment in terms of self-management
strengths and school performance indicators at different levels.

To inspect the distribution of the four clusters and diagnose how “successful” the
classification has been, the clusters had been plotted in the canonical variable spaces.
Examination of the plots clearly demonstrated that the classification obtained by K-
means cluster analysis was successful. The profiles of the four clusters are plotted
in Figures 18.1 to 18.4. The characteristics of these profiles represent some typical
relationships between self-management and school performance in the reality of
Hong Kong schools. Therefore, the analysis of these profiles can provide a holistic
way taa o understanding of these complicated relationships.

Table 18.8 displays and compares the group means of the 15 variables of self-
management and school performance. To contrast their characteristics, all the four
profiles are placed together in Figure 18.5. In Figures 18.1 to 18.5, the vertical axis
indicates the cluster means (in Z sores), and the horizontal axis represents the 15
measures of self-management and school performance.

From the characteristics of the four profiles in these figures, there are four
contrasting types of organizational environment perceived in the sampled schools.
Based on their own characteristics, these types may be entitled as bottom-level self-
managing, top-level self-managing, mediocre self-managing and poor self-managing.
Here, “bottom-level self-managing schools” refers to the cluster of schools with
strong self-management mainly at the bottom levels such as group and individual
levels; and “top-level self-managing schools” refers to the cluster of schools with
strong self-management only at top level–the school level. The use of terms “bottom-
level” and “top-level” representing “group and individual levels” and “school level”
respectively is just for convenience to illustrate the difference in organizational levels
of the school. “Mediocre self-managing schools” refers to the cluster of schools with
mediocre self-management at all three levels; and similarly, “poor self-managing“
schools” refers to those with the weakest self-management at all three levels.

4.5. Bottom-level Self-managing Type

Twelve sampled schools were identified as bottom-level self-managing school
(BSM) type. As shown in Figure 18.1, the profile of this type was characterized
with very strong group and individual self-management strengths. These schools
were perceived as effective in nearly all performance indicators at school, group and
individual teacher levels.

In the teachers’ perception, group performance in these schools was high in
intimacy (mean = 0.98) and esprit (mean = 1.18), and low in disengagement
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Figure 18.1: Profile of Bottom-level Self-managing Schools

(mean = −1.12) and hindrance (mean = −0.56). The teachers in this type of school
environment reported that they were working together with high morale and cohe-
siveness. They had a strong tendency to be committed to achieving the goals of the
school and did not feel burdened with unnecessary workload. In the bottom-level
self-managing school, teachers committed themselves in their work (mean = 1.08).
They felt their work both challenging (mean = 1.14) and meaningful (mean = 1.18).
Moreover, they put a lot of effort into their job (mean = 0.91) and assumed full
responsibility for their teaching duties (mean = 1.13).

Although the schools in this cluster appeared not to be the strongest in self-
management at the school level among the four clusters, they were perceived as
the most effective in terms of organizational culture (mean = 1.03). This finding re-
veals that teachers in the bottom-level self-managing schools shared common values,
beliefs and assumptions about school mission, teaching, learning and management.

From all the above characteristics, we can perceive bottom-level self-managing
schools as effective schools that can have a better performance profile.

4.6. Mediocre Self-managing Type

Twenty-five sampled schools were clustered as the mediocre self-managing
(MSM) type. The profile of this type is shown in Figure 18.2. The schools with
mediocre self-management were characterized by average performance in most as-
pects of school environment. The strengths of self-management at the school, group
and individual levels were perceived to be neither too weak nor too strong (means of
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Figure 18.2: Profile of Mediocre Self-managing Schools

self-management strengths = −0.15, −0.19, 0.37). At the same time, the schools of
this type seemed to be slightly ineffective in terms of perceived productivity, adapt-
ability and flexibility (mean of perceived organizational effectiveness = −0.28). In
the mediocre self-managing schools, cultural sharing about school mission among
school members (mean of organizational culture = −0.30) was low, and teacher
participation in decision making (mean = −0.03) was moderate.

In general, teachers in these schools had moderate friendships (mean of inti-
macy = −0.19) and slightly low morale (mean of esprit = −0.22) in work. They
tended to have a slightly high feeling of disengagement (mean = 0.32) but only av-
erage hindrance (mean = −0.01) in the job. The teachers reported that they tended
to have some sense of job commitment (mean = 0.30), job challenge (mean = 0.20),
job responsibility (mean = 0.40) and self-report of effort in work (mean = 0.46).

Compared with the bottom-level self-managing school, the environment of a
mediocre self-managing school appeared not to be so strong and positive in terms of
multi-level self-management and school performance indicators. As over one-third of
the sampled schools were identified as mediocre self-managing schools, we believe
that such a school environment may be typical in Hong Kong aided primary schools.

4.7. Poor Self-managing Type

Twenty-four sampled schools were clustered as the poor self-managing school
(PSM) type. The profile of this cluster was characterized by the poor performance
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Figure 18.3: Profile of Poor Self-managing Schools

in all levels of self-management and all indicators of school performance. As shown
in Figure 18.3, the members in these schools failed to undergo the cyclic self-
management process at the school, group and individual levels (means of self-
management = −0.71, −0.67, −0.91). They seemed to be not aware of the changing
environment and they could not readjust policies and action plans to meet the chal-
lenges ahead.

The poor self-managing type of school environment also represented a picture
that schools were functioning ineffectively in terms of productivity, adaptability and
flexibility (mean = −0.49). The school members did not have commonly shared
values, beliefs and assumptions about the school mission, teaching, learning and
management (mean of index of organizational culture = −0.58). There was also
a very low level of teacher participation in the decision-making process (mean =
−0.86). In regards to the group performance, the teachers seemed to have unfriendly
social relationship and be unconcerned with what others were doing (mean = −0.56).
Their working morale was low (mean = −0.67). More importantly, members in the
schools of this poor self-managing style showed annoying mannerisms. They exerted
group pressure on others but at the same time they were frustrated with the behaviour
of others (mean = 0.42). They felt burdened with the unnecessary workload (mean =
0.42). The teacher performance at the individual level was even worse. The teachers
seemed very disengaged and uncommitted to their work (mean = −0.91). They did
not perceive teaching as both challenging (mean = −0.79) and meaningful (mean
= −0.80) career. The teachers in this environment were unwilling to make effort to
their job (mean = −0.72) and assume their responsibility (mean = −0.72).
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Compared with the bottom-level self-managing and mediocre self-managing
types, the poor self-managing schools exhibited the poorest performance in all levels
of self-management and all indicators of school performance. Similar to the mediocre
self-managing type, more than one-third of the sampled schools were identified as
poor self-managing type.

4.8. Top-level Self-managing Type

There were seven sampled schools classified as the top-level self-managing
school (TSM) type. The profile of this cluster of schools was characterized by strong
self-management at the school level and high organizational performance but not so
much at the group and individual levels as shown in Figure 18.4. The school environ-
ment was perceived to be very high in school-level self-management (mean = 1.20),
organizational effectiveness (mean = 1.12), organizational culture (mean = 0.77)
and teacher participation (mean = 1.07). The top-level self-managing schools were
perceived as effective in terms of school’s organizational productivity, adaptability,
and flexibility. The school members shared common values and beliefs about the
school mission and actively participated in the decision-making process.

In teachers’ perception about group performance, the group members enjoyed
friendly relations with each other (mean = 0.53), work with good morale (mean
= 0.81) and did not feel disengaged among them. However, compared with the
bottom-level self-managing type, the group level performance in these top-level
self-managing schools was not so good as that in the bottom-level self-managing
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Figure 18.4: Profile of Top-level Self-managing Schools



IMPLEMENTING MULTI-LEVEL SELF-MANAGEMENT IN SCHOOLS 449

-1.5

-1

-0.5

0

0.5

1

1.5

S
ch

oo
l S

M
 S

tr
en

gt
h*

O
rg

an
iz

at
io

na
l E

ff
ec

ti
ve

ne
ss

*

O
rg

an
iz

at
io

na
l C

ul
tu

re
*

T
ea

ch
er

 P
ar

ti
ci

pa
ti

on
*

G
ro

up
 S

M
 S

tr
en

gt
h*

In
ti

m
ac

y*

E
sp

ri
t*

D
is

en
ga

ge
m

en
t*

H
in

dr
an

ce

T
ea

ch
er

 S
M

 S
tr

en
gt

h*

Jo
b 

C
om

m
it

m
en

t*

Jo
b 

C
ha

ll
en

ge
*

Jo
b 

M
ea

ni
ng

fu
ln

es
s*

S
el

f 
R

ep
or

t o
f 

E
ff

or
ts

*

Jo
b 

R
es

po
ns

ib
il

it
y*

St
an

da
rd

iz
ed

 S
co

re
s

Bottom SM

Mediocre SM

Poor SM

Top SM

School Level Group Level Teacher Level

*p<=0.001

Figure 18.5: Profiles of Four Styles of Self-managing Schools

schools. Particularly at the individual level, teachers in these top-level self-managing
schools had the lowest performance in self-report of efforts (mean = −0.90) and job
responsibility (mean = −0.87) when compared with the three types of schools. This
interesting finding suggests that self-management only at the school level was not
sufficient to bring about high teacher performance and quality work at the individual
level.

4.9. Profiles of the HHH School and LLM School

Based on the school self-management strength, group self-management strength
and individual self-management strength, some schools could be identified as strong
or weak in self-management at the school, group and individual levels for further
investigation. Strong school self-management was defined by a measure of school self-
management strength being at least one standard deviation above the sample mean
of the 82 primary schools. Weak school self-managementWW was defined by a measure
of school self-management strength being at least one standard deviation below the
sample mean. Similarly, schools with strong group/individual self-management and
schools with weak group/individual self-management were defined accordingly.

In order to observe the collective effect of self-management at three levels to-
gether, one HHH school (high self-management in all three levels, z = 1.62, 2.51,
2.23) and one LLM school (low school and group self-management and moderate in-
dividual self-management, z = −2.42, −1.46, −0.51) were identified for comparison
study of their profiles. In the sample, no school can be identified as the LLL school
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Table 18.9: Profiles of the HHH School and the LLM School

HHH School LLM School
School Performance Indicators z-score z-score

School SM Strength 1.61923 −2.42692
Organizational Effectiveness 2.37500 −2.62500
Organizational Culture 2.47826 −2.04348
Teacher Participation 1.32143TT −2.00000

Group SM Strength 2.51304 −1.46522
Intimacy 1.54000 0.02000
Esprit 2.22414 −1.34483
Disengagement −1.54545 0.09091
Hindrance −2.19444 −1.33333

Individual SM Strength 2.23478 −0.51304
Commitment to Job 0.78846 −1.30769
Job Challenge 1.81081 −0.78378
Job Meaning 1.83333 −1.28571
Self-report of Effort 2.08333 −0.33333
Job Responsibility 2.12000 −0.44000

with low self-management in all three levels. Sketched in Table 18.9 and Figure 18.6
are the profiles of these two schools.

Regarding the school level performance, the HHH school had exhibited ex-
ceedingly strong evidence in organizational effectiveness (z = 2.37), organizational
culture (z = 2.47), and teacher participation (z = 1.32). It was perceived as very
effective in daily productivity, flexibility in unexpected urgencies, and adaptability
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Table 18.10: Academic Results of Students of the HHH School and the LLM
School (Hong Kong Attainment Test 98/99)

Grade Subject HHH School LLH School

Primary 1 Students Overall 69.43 56.67
Chinese 60.73 60.62
English 72.12 62.73
Mathematics 75.44 46.66

Primary 3 Students Overall 62.45 44.02
Chinese 58.21 52.81
English 64.62 29.75
Mathematics 64.53 49.48

Primary 6 Students Overall 62.24 53.96
Chinese 53.83 54.22
English 66.21 56.12
Mathematics 66.70 51.52

to the changing educational environment. School members had very strong sharing
of beliefs and values about how to conduct education and manage the school, and
also they had sufficient participation in decision-making on school development and
management. According to the case study, this school was found very renowned and
attractive to parents in the district as a good school. In the case study, it is interesting
to find that the academic results of students at Primary 1, 3 and 6 in the public At-
tainment Test including Chinese, English and Mathematics were much higher than
that of the LLM school. (see Table 18.10). Contrastingly different, the LLM school
performed very poor in organizational effectiveness (z = −2.62), organizational cul-
ture (z = −2.04), and teacher participation (z = −2.00). The academic results of
students from this LLM school were poor (see Table 18.10) and the school was not
so welcome by parents in the district.

At the group level, the HHH School had a very strong team spirit (z = 2.23)
and intimate work relationship (z = 1.54) among teachers who did not show disen-
gagement (z = −1.54) and felt hindrance in work (z = −2.19). The social climate
at the group was very positive and constructive. Contrastingly, teachers in the work
groups of the LLM School tended to have poor social relationship (z = −1.54) and
weak team morale (z = −1.06) but with a very strong sense of being disengaged (z
= 1.18) and hindered (z = 1.52) in work.

At the individual level, teachers in the HHH School showed a much stronger
sense of job commitment (z = 0.78), job challenge (z = 1.81), job meaning
(z = 1.83), self-report of effort (z = 2.08) and job responsibility (z = 2.12) than
their counter-parts in the LLM School or the sample in average. They were commit-
ted to their job and could find their daily teaching and educational services to students
very challenging and meaningful. It is not a surprise that they reported great effort
and high responsibility put into their work. When compared with the HHH school,
the teachers in the LLH school tended to show much less positive attitudes to their
job, particularly they were not so committed to their job and did not feel the sense of
meaningfulness and responsibility in work.

In general, the profiles of the HHH school and LLM school provide an illus-
trative picture outlining the significant differences in school performance between
two outlier schools: one with consistently higher multi-level self-management and
the other with consistently lower multi-level self-management. The HHH school
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performed better than the whole sample in general and explicitly much better than
the LLM school in all indicators of school performance at the three levels. Appar-
ently, the HHH school and the LLH school seemed to lie at the two ends of the school
performance even at different levels and in different indicators, including students’
academic outcomes.

The above findings suggest that the consistency of self-management across three
levels tends to be associated with the consistency in school performance at the organi-
zational, group and individual levels. It is likely that the more the consistency in multi-
level self-management, the more the consistency in multi-level school performance.

5. CONCLUSION

The success of school-based management for education quality and school per-
formance depends on whether it can be conceptualized and implemented as a type
of self-management at the individual, group and organizational levels. However, im-
plementing multi-level self-management in school is a change initiative that requires
a huge amount of collective effort from school members. The ideas and strategies
proposed in this chapter provide comprehensive insights for practitioners to develop
their plans to launch and implement multi-level self-management. The practice of the
presented strategies together with the appropriate skills is essential for the school to
gain the required vitality to reduce resistance, induce readiness and reinforce success
in launching self-management initiatives at multi-levels.

However, merely practicing them without a comprehensive developmental plan,
the school as a whole may not be able to invest its energy and effort in a focused
and consistent way. Thus, the advantages of practicing self-management may not
be derived as expected. The formulation of a comprehensive developmental plan
for launching self-management initiatives in school should be based on the above
proposed strategies and skills. In addition, the following considerations may be useful:

1. Before launching the self-management initiatives, the SSMP agent should
assess the readiness of the school as a whole, work groups and teachers in
practicing self-management. With this information, the SSMP agent will then
formulate a series of unfreezing activities for the three levels of key actors
before moving to the Changing Stage. In general, it is beneficial to start the
unfreezing work at the teacher level first. However, the move will greatly
depend on the readiness of the teachers.

2. When the teachers have already acquired a certain level of readiness, the
unfreezing effort may start off at both the teacher and group levels and then
at the school level. In sum, there is no one universal strategy for launching
self-management initiatives. Schools should develop their own developmental
plans according to their unique conditions.

With the help of the cluster analysis, the relationships between multi-levelWW
self-management and school performance can be classified as a typology of four
distinguished types including the bottom-level self-managing type, the mediocre
self-managing type, the poor self-managing type, and the top-level self-managing
type. Each of them has very contrasting characteristics in terms of self-management
strength and school performance at the organizational, group and individual teacher
levels.
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Among the four identified types, the bottom-level self-managing (BSM) style
appears to be the more preferable one in practice. It is different from other types
because its perceived self-management and performance at group and individual
levels are the highest; and at the same time, the school self-management strength and
performance indicators are also fairly high (see Figure 18.5). This style of school
environment tends to have both effective self-managing groups and self-managing
individuals and it also seems to have the adaptability, flexibility and productivity of
the school to meet both internal and external needs and challenges ahead. It further
consists of open, warm and friendly social interactions and relationships among
school members and positive job attitudes of teachers.

The research results support that self-management strength is a crucial indicator
in predicting these four contrasting styles of organizational environment in schools.
The findings also suggest that self-management only at the school level is not suffi-
cient to bring about enhanced teacher performance at the group and individual levels.
Group self-management and individual self-management are also very important if
the quality performance of groups and individuals are expected to be very important
and necessary in teaching and daily work to enhance students’ learning.

The consistency of self-management across organizational, group and individual
levels tends to be helpful to the consistency and achievement of school performance
at these three levels. The comparison between the HHH school and the LLM school
provides a very illustrative example to identify the collective effects of consistent
multi-level self-management on school performance. The HHH school is stronger
not only on the performance of the organizational, social and perceptual measures
at different levels inside the school, but also on the academic results of students and
school’s reputation and attractiveness in the community.

The findings support that the success of school-based management implementa-
tion to improve school practice and achieve education quality depends on the involve-
ment of school members at organizational, group and individual levels in practicing
continuous self-management and self-learning cycles.

In sum, the ongoing school-based management reforms in different parts of the
world should not only be conceptualized as the decentralization of power to the site-
level but also a shift to a process of multi-level self-management that supports the
school, groups and individual teachers to pursue systematic and continuous learn-
ing, improvement and development in a changing education environment. In other
words, how to facilitate schools, especially work groups and individual teachers, to
have the necessary knowledge, competence and attitudes to implement multi-level
self-management should be a very important agenda in the ongoing reforms to-
wards school-based management in the Asia-Pacific Region and other international
contexts.

This chapter was based on Cheng, Y. C. & Cheung, W. M. (2003). Profiles of multi-
level self-management in schools. International Journal of Educational Manage-
ment, 17(3), 100–115; and Cheung, W. M. & Cheng, Y. C. (1997). Strategies for
implementing multi-level self-management in school. International Journal of Edu-
cational Management. 11(4), 159–169.
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Chapter 19

REENGINEERING TOTAL HOME-SCHOOL
PARTNERSHIP

Home-school collaboration has been strongly emphasized in current educational
reforms in the Asia-Pacific Region as indicated in Chapter 7. The conceptions and
practices of home-school cooperation may vary across contexts and cultures (Pang
et al., 2003). In general, the traditional approach to home-school cooperation is often
based on a division of labor between home and school. The school is mainly respon-
sible for children’s cognitive development, while the family is mainly responsible
for satisfying children’s material and emotional needs (Epstein, 1992). These two
functions may be unrelated in practice particularly in developing countries in Asia.
The traditional relationship between home and school may be superficial and frag-
mentary, and cannot promise real cooperation and effective education to students, no
matter whether in school or at home.

Although many educators and policy-makers are coming to realize the impor-
tance of home-school partnership (Education Commission, 1992; Davies, 1991;
Pang, et al., 2003; Redding, 1991), many problems remain unresolved. For example,
how home-school relationship should be conceptualized and understood, and how
home-school cooperation should be developed more effectively are still subject to
investigation. Responding to the gaps in theory building for understanding home-
school partnership and facilitating its implementation, this chapter aims to develop a
theoretical framework that can provide a total conception of home-school partnership
and can be used to re-engineer the existing superficial and fragmentary practice of
home-school cooperation in the Region and other international contexts. It is hoped
that this framework could contribute to ongoing policy discussion, school practice,
and further research on home-school partnership.

1. DEMAND FOR A NEW HOME-SCHOOL PARTNERSHIP

In the recent decade, the education environment in the Asian Pacific Regions has
undergone drastic changes. Parents have become to have higher and more diverse
expectations about school education and demand better school performance for their
children. Since school education is mainly funded by the public money, there is
also an increasing demand for accountability to the public, and value for money
(Chapter 2; Education and Manpower Branch, 1991). This has forced schools to
open more venues for parents to participate, to listen to their needs and suggestions,
and to work cooperatively together to improve the school. Advances in information
technology enable the mass media to penetrate deeply into family life and school
education. This has significantly weakened the role of education provided to children
in schools and families.

457
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In this rapidly changing education environment, family education for children is
facing many problems. For example, parents lack the time and proper parental trainingff
to teach their children at home. They often do not understand their children well. Their
parenting methods do not match to the needs of children. Previously, family was a
rather stable unit particularly in traditional Asian societies, but nowadays many family
units are gradually disintegrating and there are different types of family problems
(e.g., single parent family, and parent absence from family, etc.). The children of
these families lack parental care and have limited chance for a wholesome family
education for children. Poor family education often results in students’ problems in
schools.

School education is also facing a number of problems in current changing ed-
ucation environment. Some important examples of problems may include declining
academic standards of students, serious student behavioral problems, inadequate
training of the teachers, rigid curriculum, poor communication between teachers and
parents, and inappropriate technology for managing, teaching and learning. Many
teachers try to deal with these increasingly complicated education problems by rely-
ing on traditional approaches of teaching and passive relationship with parents.

Facing the existing challenges to schools and families, there is a strong de-
mand for new home-school partnership to provide effective education for children
(Chapter 7; Berger, 1987; Davis, 1991; Pang, et al., 2003; Wallace & Walberg, 1991;
Cheng, 1991). Yet unfortunately, many school practitioners and parents do not un-
derstand the nature and potential benefits of full home-school partnership, and still
have very traditional and biased beliefs about home-school relationship. They cannot
maximize all the benefits from this partnership to both family education and school
education for children. The existing practice of home-school relationship is often
fragmented and limited with poor outcomes, particularly in Hong Kong (Education
Department, 1994; Education Commission, 1992; Pang, 1994).

Traditionally, people often assume that the responsibility of educating and caringT
children in the daytime is entirely rested with the school, and parents resume this
responsibility in the evening. For example in Hong Kong, it is often assumed that
school education is the prerogative of the school, the parents in general have no rights
to interfere. It is only when the students cause problems in school the parents will be
called in. In many cases, relationship between school and family is in a haphazard
manner, and is often dominated by the school. Parents only take a passive position.

Obviously, this type of ad hoc and fragmented concept of relationship cannot fit
well with the present changing education environment and does not help students’
wholesome development in school and family.w

2. THE EMERGING NEW CONCEPTION

Responding to the limitations of traditional home-school relationship, some edu-
cators and scholars urge to develop a more comprehensive home-school partnership.
It is believed that even though school and family serve different functions, it is nec-
essary to have close and systematic home-school cooperation if they want to fulfill
these functions effectively (Epstein, 1992; Epstein & Dauber, 1991; Redding, 1991;
Wallace & Walberg, 1991; Cheng, 1991). Some new ideas and concepts of home-WW
school partnership are emerging in recent years. Table 19.1 summarizes some main
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Table 19.1: The Traditional and New Conceptions of Home-school Relationship

Traditional Conception New Conception

The nature of school
education and family
education for children

School education is a privilege
bestowed on students and their
parents. Hence, parents should
submit to the will of the school;

School is the only place children
can receive formal education,
education in family only serves
supplementary purpose;

School education is a service,
and requires cooperation
between family and school;

Education in both school and
family is important and can
complement each other. Hence
school and family need to
cooperate;

The roles of school and
parents in educating children

Parents are unfit to educate
their children because they are
not trained professionally.
Therefore, they should only take
up a passive role;

School should play a dominant
role in education, and parents
should play a passive
subordinate role.

Parents have better knowledge
of their children’s personality
and developmental needs, and
can have a stronger influence
on their children. They should
take up a more active role;

School and family are partners.
They rely on each other for
support.

The characteristics of
home-school relationship

School and family often have a
low level of contact, and their
communication is one-way;

Contacts between school and
family are mostly short-term
and arise because special
events come up.

Often for remedial purposes.

Home-school cooperation
include many levels of
involvement, and may even
involve shared decision;

Contacts between school and
family are frequent, with clear
aims and systematic planning.

Largely for developmental and
preventive purposes.

characteristics of the traditional and the emerging new conceptions of home-school
relationship.

The traditional conception of home-school relationship assumes that school ed-
ucation is a privilege bestowed on the students and their parents and that school is the
only place that children can receive education. For example in Hong Kong, education
of children in family is often perceived as a means to supplement school education.
Furthermore, the traditional conception assumes that the parents have no profes-
sional knowledge to teach their children. Hence, school should play the dominant
role in education, and parents should play the subordinate role and should submit
passively to school’s requirements and arrangements. Based on this conception, the
foundation for cooperation is weak and the relationship is not a partnership between
school and home in educating children. Parents could only involve in a limited way
in school education, and mainly in matters relating to daily school operation. Com-
munication between home and school is often ad hoc and one way, coming from the
direction of teachers to parents, and arises because problems come up and require
solutions.

On the other hand, the emerging new conception assumes that school educa-
tion is a service, that school education and home education for children are equally
important in children’s development, and that only through cooperation school and
family can fulfill their functions to educate and develop children effectively. Manyff
parents may lack professional knowledge in education. However, because they have
better understanding of their children’s personality and developmental needs, they
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can have a stronger influence on their children. There is a sound basis for them to take
up a more active role and form a partnership relation with the school in educating
children.

From the new perspective, home-school partnership can be a continuous coop-
eration process involving both teachers and parents with clear aims and systematic
efforts to educating children, not only in school but also in family. The partnership is
comprehensive, two-way, equal, empowering and largely for developmental purposes.
However, unfortunately, home-school practice is mostly dominated by the traditional
concepts particularly in Asian areas like Hong Kong. The basis for cooperation is
weak, and is not helpful to children’s education. Many academics and practitioners
begin to realize its limitation and advocate new concepts of home-school partner-
ship (Berger, 1987; Cheng, 1991; Cheng, Tam & Cheung, 1996; Davies, 1991; Pang,
1994; Pang, et al., 2003; Wallace & Walberg, 1991).

3. A FRAMEWORK OF TOTAL HOME-SCHOOL PARTNERSHIP

Mainly based on the work of Cheng, Tam & Cheung (1996) with reference to
the conception of Cheng (1996) and Cheng and Tam (1994), this Chapter aims to
propose a new framework for conceptualizing a total home-school partnership that
can be used to re-engineer the existing practice. In this framework, there are two
meanings underlying the total home-school partnership. First, partnership means
that the families involve in different aspects of school education and support the
school through various means (Cheng, 1991). On the other hand, it also means that
the school empowers the parents to strengthen different aspects of educating children
in family and helps them to participate in school education.

The proposed relationship between home and school is mutually supported and
cooperative at three levels (the individual, group, and whole school levels) and in three
domains (i.e., the affective, behavioral, and cognitive domains). Since the cooperation
between home and school is very comprehensive, covering multi-levels and multi-
domains of school education and family education for children, this cooperation
relationship is therefore called as “total home-school partnership”. The framework
of total home-school partnership is illustrated in Figure 19.1 and explained as follows:

3.1. Holistic School Education for Children

In general, the purpose of school education is to facilitate students in different
aspects of their development. For example, the Chinese education tradition empha-
sizes the students’ balanced development in the moral, intellectual, physical, social
and aesthetic domains. Conceptually, a holistic school education may consist of ac-
tivities and processes for students’ developments in three basic domains: behavioral,
affective, and cognitive; and at three levels: individual, group, and school (Cheng,
1996; Cheng & Tam, 1994).

At the individual level, school education aims at building individual characters,
and developing intellectual power, etc. At the group level, students are helped to learn
to develop the values, attitudes and norms of cooperation with group peers; and at
the school level, school-wide activities are planned and school ethos is developed to
help students to develop in affective, cognitive, and behavioral domains as a whole.
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Figure 19.1: The Conceptual Framework of Total Home-school Partnership

Table 19.2 gives some examples of activities and characteristics of school ed-
ucation at different levels. Many research findings have pointed out that education
process and climate at higher levels such as school culture and classroom climate
will have a strong impact on the lower levels (Cheng, 1993, 1994a; Fraser & Walberg,
1991; Waxman & Ellet, 1992). Of course, the influence in the reverse direction may
also occur. Hence, one can conclude that education process at the different levels
will influence and reinforce each other, and it is essential that researchers and school

Table 19.2: The Domains and Levels of Holistic School Education

Levels of School Education

Domains of Individual Group/Class School
Education (Examples) (Examples) (Examples)

Behavioral earning techniques, using
equipment, physical
exercise, showing
self-discipline, etc.

showing classroom order,
extra-class activities,
inter-class competition, etc.

school gathering, athletic
meeting, school ceremony,
etc.

Affective developing confidence,
showing sympathy,
motivation to learning,
satisfaction with school life,
etc.

classroom social climate,
affiliation, group norms,
team cooperation, etc.

school ethos, school
belongingness, etc

Cognitive reflective thinking,
understanding, owing a set
of moral values, beliefs,
etc.

sharing a set of beliefs
about classroom,
cultivating group values,
etc.

sharing educational ideals,
cultural beliefs, school
values, etc.
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practitioners should not focus only on education at the individual level, but should
also emphasize processes at the group level and the school level. The education pro-
vided in multi-domains and multi-levels should be more holistic for children’s all
round development (Cheng, 1996).

Apart from the above considerations of different levels of school education, the
work of the principal, administrators and teachers which influence students can also
be considered at the individual, group, and school levels (See Figure 19.1). Taking
the teachers as an example, their performance at the individual level may include:
teaching skills, classroom management, relations with students, cooperation, par-
ticipation, involvement, relations with peers, critical reflection, ethical judgment of
teaching and administrative work, beliefs in education and management, integration
of theory and practice, participation in the development of school culture, and so
forth. (Cheng & Tam, 1994).

The education effect should not be confined to the performance of individual
teachers on individual students. In fact, there should be total group effect as well as
whole school effect of teachers and administrators on individual students, classes orw
groups of students as well as the entire student body in the school. Also, the behaviors,
feelings, and beliefs of teachers and administrators should also constitute part of the
holistic education process for students in school. In sum, the affective, cognitive,
and behavioral performance of teachers and administrators at the individual, group
and school levels has a strong impact on students, and this is perhaps why so many
educators are promoting the whole school approach to student guidance, curriculum
planning and other school work (Watkins & Wagner, 1987; Education Commission,
1990).

3.2. Holistic Family Education for Children

The activities for educating children in family can also be considered at multi-
levels (see Figure 19.1). At the individual level, there are individual family units; at
the group level, there are family groups; and at the school level, there are families of
the entire student body. Family education at the individual level may include activities
such as parents supervising their children’s homework assignments, spending time
with them, listening to what they think and feel, developing a close relationship,
analyzing problems with them, discussing family matters with them, and sharing the
values and beliefs with them.

Nowadays particularly in urban areas, because many parents have to spend long
hours at work, or there may be other reasons that they are unable to spend much time
on helping children to learn at home. Moreover, many parents, fathers in particular,
still believe that their main responsibility is to make money to feed the family and
to pay for their children’s education, and they tend to neglect active involvement in
educating their children in family.

Family education at the group level may refer to those activities organized by
parents in the same district, or parents of students of the same class or in the same
grade. Some examples of these activities among parents may include forming sup-
port network, organizing study groups, seminars and workshops, sharing childcare
experience and insights, and learning new concepts and techniques of family educa-
tion, etc. All these activities are helpful in supporting education of children in family
instrumentally and affectively.
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Family activities at the group level may be expanded to the school level, so that
all parents in the school can participate. These may be activities that involve parents
of the whole school, such as prize-giving ceremony, sports day, fund-raising events,
and parents day, etc. When parents of the entire school participate in these events,
their children will feel the concern and love of adults other than their parents, and
the school faculty will also be encouraged by this showing of support.

Other than school-organized events, there may be events organized by the parent
organizations. These family activities can include publishing family newsletters, co-
ordinating families in different districts who belong to the same school, organizing so-
cial gatherings, running seminars and workshop for all parents of the same school, etc.
All these activities can contribute to the development of family education for children
directly or indirectly. Through these activities, the families of the school as a whole
can develop a climate of awareness and prominence in family education. Family ac-
tivities conducted at multi-levels will help parents to become a strong synergetic force
and a large resource pool for themselves and the school in educating their children.

In the course of home-school partnership, the support of the community (includ-
ing the education authority, sponsoring bodies of the school, and local organizations)
is very important (Davies, 1991). Firstly, without appropriate policy and financial
support from the education authority and the school sponsoring bodies, it will be
difficult to implement home-school activities, and their effect will not last.

Secondly, at the early stage of implementation, the concept of total home-school
partnership may not be well accepted by parents and schools. The education authority,
mass media, and local community groups will need to help publicize and promote
the concept to the public.

Thirdly, schools have limited resources, if the local organizations (such as youth
centre and community centre, etc.) can help organizing some activities (such as
seminars and workshops for parents), there will be better chance for success. Finally,
when the schools start to put home-school partnership into action, difficulties mayww
be expected. The community can then take up a supportive role, to encourage and
motivate teachers and parents to keep on trying. Under extraordinary circumstances,
the community may also intervene and help overcome the problems.

To conclude, the above provides a comprehensive framework including multi-
levels and multi-domains to conceptualize school education, family education and
their between-relationship. It is clear that under the support of the community and the
education authority, school education and family education should both be managed
in an integrative and holistic approach including multi-levels and multi-domains for
educating children. These efforts should not be independent of each other, but should
be collaborative, aiming at maximizing all the educational effects for children in both
school and family.

4. LIMITATIONS OF THE TRADITIONAL APPROACH

In the traditional approach to home-school relationship, it is often when prob-
lems appear during the students’ education process in school, that the teachers need to
contact the parents in order to remedy the situation. Therefore, the cooperation rela-
tionship is one-way, limited and fragmented, mainly depending on teachers to contact
individual families. The concern is mainly centered on treating individual symptoms,
changing individual student behavior or disciplining individual misbehavior, and
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Figure 19.2: The Traditional Conception about Home-school Partnership

neglects the type of powerful partnership which teachers and parents can cooperate
at different levels in different domains for developmental purposes.

The traditional approach to home-school cooperation can be further illustrated, as
shown in Figure 19.2. When comparing Figure 19.1 with Figure 19.2, one can easily
find that there is a great deal of differences between the fragmented relationship
and the total partnership. The traditional concept is mainly ad hoc and procedural,
lacks long-term plans and clear aims, and does not have a comprehensive system of
implementation.

Based on this approach, the activities would tend to be fragmented, and mainly
belong to one-way communication relating to operational matters. These may include
announcement for parents, signing of report cards, telephone communication, ad hoc
parent-teacher interview, etc. Also, the planning and implementation of the activities
are mostly initiated by the school, with little or no participation from parents, tends
to take little interest in knowing what the parents really need, and neglect the group
and school levels, and sometimes the cognitive and affective domains.

The traditional approach requires teachers only to follow the policies and instruc-
tions of the school, and to answer simple factual questions relating to operational
matters, as long as the teachers understand what the school expects. It is often assumed
that there is no need for extensive training for teachers. Therefore, the effectiveness
of this type of home-school cooperation is often problematic.

5. STRENGTHS OF TOTAL HOME-SCHOOL PARTNERSHIP

According to the above conception of total home-school partnership, education
of children in school and family includes activities at multi-levels, aiming at children’s
all round development in different domains. Also, these activities should be managed
and coordinated in a coherent way. Hence, on the one hand, home-school partnership
represents parents actively support to and involve in the school education process,
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including closely communicating with the school, assisting the school in its special
events, participating in school decision-making, or even becoming a member of the
school board.

On the other hand, partnership may also mean the school helping the parents
organize themselves, establishing parent organizations and support units, assisting
them in promoting family education and social events (see Figure 19.1). Therefore,
the role of parents in school education is to participate and support, and the role of
the school is to assist the parent organization and to promote family education for
children. When the two parties can form such a partnership relation, the students
will receive the greatest benefits, and parents and teachers will also gain valuable
experiences and learning opportunities from which.

However, the total home-school partnership aims at supporting a holistic edu-
cation for students, through facilitating a full spectrum of collaboration efforts from
the parents and teachers at the individual, group and school levels. It requires them
at these three levels to educate children by working in the affective, behavioral and
cognitive domains. To facilitate a successful implementation of total home-school
partnership, clear aims and objectives, appropriate guidelines and procedures, sys-
tematic planning, implementation and evaluation are expected. Since family and
school are partners, they share responsibilities in school functions and children’s
education. Therefore, the kind of cooperation can be seen as mutually beneficial,
and suiting the needs of both school and family. Furthermore, because the design of
home-school activities involves multi-levels, there is a greater demand for quality
work. Teachers will need to develop confidence and patience, to learn how to work
cooperatively with parents, and to gain an in-depth understanding of the problems
faced by families and schools.ff

Many studies have indicated that good home-school partnership can be an im-
portant source of motivation which will increase teachers’ satisfaction and teach-
ing efficacy (Epstein, 1985; Epstein & Dauber, 1991; Hoover-Dempsey, Bassler &
Brissie, 1987). Other research also suggested that students’ family background and
their family education are important determinants of their academic performance in
school (Berstein, 1978; Cheng, 1994b; Coleman et. al, 1966; Sewell & Shak, 1968;
Cheng, 1995). Therefore, the above total home-school partnership can provide a
framework to empower both families and the school to become a centre of effective
education for children.

6. TOTAL HOME-SCHOOL PARTNERSHIP IN
DIFFERENT PERSPECTIVES

In addition to the above discussion, we may interpret the meanings and func-
tions of total home-school partnership from the legal, management and educational
perspectives, as shown in Table 19.3 (Cheng, 1991). This will be helpful in imple-
mentation of family education, school education and home-school cooperation.

6.1. The Legal Perspective

From a legal perspective, the participation of parents is unavoidable. Its function
is to protect their children’s right to receive quality education, and to exert their rights
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Table 19.3: Total Home-school Partnership in Different Perspectives

Perspectives Parents Participate in School School Assists Families

(A) Legal � Know how the school educates their
children

� Being informed of school policies in
order to influence or give support

� Take steps to protect the rights of
their children to receive quality
education

� Monitor the school operation and
teaching to ensure accountability

� Establish parent organizations,
participate in school decisions, and
to assume responsibilities

� Provide appropriate information to
parents to assure effectiveness of
family education

� Help parents to understand their
rights and responsibilities in
educating their children

� Remind parents of their duties
� Assist parents to establish effective

parent organizations
� The school has opportunities to

understand the family lives of
children, to ensure appropriate
caring and protection

(B) Management � Contribute to school by assisting in
school routine operation, help out in
special events, and make donations

� Assist in management functions
including policy formulation, support
educational reform

� Communicate with school by giving
children’s information, personal
insights, and community
background information

� Support school staff, visit the school
and classrooms, attend school
functions

� Cooperate with school in fighting
the bad influence of subculture

� Provide knowledge and resources,
including effective child caring and
training, and setting up parent
organizations

� Assume some of the responsibilities
in home-school partnership,
including fund-raising, manpower,
coordinating activities

� Communicate with parents,
including the meaning and practices
of home-school partnership,
understand the needs and
difficulties of the families, report to
parents school affairs and events,
and discuss with parents how to
educate children collaboratively

� Enlist the morale of parents,
ascertain the meaning and
accomplishment of family education

� Aid the families in fighting the bad
influences of the society.

(C) Education � Education of the children—parental
participation enables the school to
properly care for the needs of the
children, to ensure that school
education and family education will
not contradict each other

� Education of the parents—the
process of participation provides
opportunities for learning

� Organizational learning—the
feedback provided enables theff
school to improve teaching and
management, empowers it to face
challenges and changes

� Provide assistance to families,
make it possible for the students to
receive holistic education at home

� Suggest effective and practical child
training strategies, inspire
self-confidence, empower parents
to acquire new skills and
knowledge, and try to develop
activities for parents

� The school has opportunities to
learn new home-school partnership,
the families may attempt more
effective activities for educating
children at home

and take up responsibilities as parents. They have the rights to know how the school
educates their children, to be informed of school policies, and to take steps to protect
the rights of their children. Also, as stakeholders, they should be given the rights to
monitor the school operation and classroom teaching, to ensure that the school has
fulfilled its accountability requirement. They should also have the rights to establish
formal parent organizations, and to participate in school decisions (Thomas, 1978;
Cheng, 1991; Education and Manpower Branch, 1991).
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Parental involvement in school education and management is recognized as a
citizenship right in many western countries, and is often protected by legislation.
In Hong Kong and some Asian Pacific areas, although there is no legislation to
guarantee parents’ involvement in school education and management, the sentiment
that parents should be given this right is growing (Tik, 1996).

A total partnership between family and school from the legal perspective also
implies that the school should assist parents in accessing and exercising their legal
rights, and remind the parents of their duties. The school has the responsibility to pro-
vide appropriate information to parents, so that they will understand their children’s
rights to receive quality education, and their own responsibilities in providing family
education. Also, through communications, the school will understand the family lives
of the students and their behaviors outside school, in order to ensure that students
are properly protected and cared for. Finally, the school should also assist parents to
establish an effective parent organization, and to ensure that the organization does
the right thing in promoting and facilitating wholesome development of students
(Valente, 1994). (See Table 19.3)

6.2. The Management Perspective

From a management perspective, parents’ participation in school education can
provide additional resources and manpower to school. Parents can also share part of
management responsibilities of the school, strengthen communication between fam-
ilies and the school, support the teachers, monitor the school progress, and even assist
the school in combating any negative influences of the local community. Through par-
ticipation, parents may supply valuable information about students, themselves and
the local community to the school. Parents and teachers may understand more each
others’ expectations. They could have joint efforts to offer better school education to
students (Berger, 1987; Cheng, 1991; Epstein & Dauber, 1991).

School’s assisting the families may have similar meanings. The school can pro-
vide assistance to the development of family education, such as supplying resources
and manpower, planning and implementing parenting training programs, and sharing
the various responsibilities which arise out of home-school partnership. The school
can communicate with the families, provide valuable information, encourage parents
to be better educators in the family, and have joint efforts with the families to fight
against the negative influence from the society. (see Table 19.3)

Traditionally, only very few schools permit parents to participate in school man-TT
agement particularly in the Asian areas. However, the recent development of school-
based management world-wide has created chances for more parent participation in
school management. In many cases, parents may serve as school board members.
By doing so, teachers and parents are expected to improve their communication
and cooperation, and provide effective education to children in both school and
family.ff

6.3. The Education Perspective

Other than the legal and management perspectives, the education perspective is
also important. Total home-school partnership can enable the two parties to share
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relevant information, so that students can receive better care, and that education
the students receive at home and in school will not contradict with each other. In
the process of participation, the parents will have many opportunities to learn new
techniques in educating their children; they can also provide feedback to school, so
that the school may improve its teaching and administration; they can support the
school’s internal reform, and encourage it to face external challenges.

In her research, Epstein (1986) observed that many parents of elementary stu-
dents in America are now asking the schools to provide training opportunities on
child caring and family education. Scott-Jones (1987) pointed out that most of the
low income minority families in America lack the knowledge and resources in family
education. Both of these findings support the assertion that parental participation in
school education is important.

Also, through the support of the school, parents can learn child training tech-
niques, which can enable children to receive a wholesome education at home. Through
the exchanges among parents and the support services provided by the professionals,
parents can build up their self-confidence. They can have opportunities to understand
the issues in family education, to learn to solve its problems, to share their own ex-
perience to the other families, and to contact other organizations to provide relevant
training. At the same time, when the school supports the families in implementing
total home-school partnership, school practitioners may have opportunities to learn
new approaches and new concepts of home-school partnership.

Table 19.3 has summarized these major educational functions. In sum, total
home-school partnership provides numerous educational opportunities not only to
students but also to parents, teachers and administrators.

7. IMPLEMENTING TOTAL HOME-SCHOOL PARTNERSHIP

From the above analysis from the three perspectives, we can see some conditions
necessary for implementation of total home-school partnership. The most important
condition is that the school, parents, education authority, and the community should
take up their appropriate roles. Table 19.4 summarizes these important roles from
the legal, management and education perspectives.

From the legal perspective, the role of the school is mainly to implement the
home-school policies, and to explain the meaning of the policies to concerned par-
ties or constituencies. The role of the parent is mainly to provide the necessary
conditions for family education to take place at home, and to strive for more opportu-
nity to participate in their children’s education. The role of the education authority is
to provide resources, to establish home-school partnership policies, and to promote
these policies among families and schools. The role of the community is mainly to
support and to monitor the implementation of home-school policies. The support
of the community such as local dignitaries, business organizations and social ser-
vices organizations can encourage teachers and parents and promote home-school
partnership activities.

All the concerned constituencies can play a role to the management aspect of total
home-school partnership. The management role in communication, leadership, mo-
tivation, monitoring and evaluation to develop total home-school partnership can be
taken particularly by the school. The role of the parents is to support and participate;
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Table 19.4: Conditions for Implementing Total Home-school Partnership

Legal Perspective Management Perspective Education Perspective

Role of the School:
� Implementor—to implement

educational policies and
home-school partnership
guidelines.

� Interpreter—to explain to
parents and teachers the basic
rights of students and the
responsibilities of parents and
the school

� Monitor—to assure that both the
school and parents have carried
out home-school partnership
duties, to ensure the students
have proper family education
and home care

� Protector—to protect the rights
of students to receive education,
to safeguard the rights of
parents to involve in their
children’s education

� Resource manager—to
acquire, battle for, and manage
resources, in order to
implement home-school
partnership activities

� Communicator—to
communicate events and views
of the school to parents, to
collect parents’ views

� Leader—to lead the parents
and teachers in searching,
planning, implementing, and
evaluating the programs and
policies of home-school
partnership

� Motivator—to enhance morale,
create a collaborative climate,
and to give praise to
outstanding families

� Promoter—to uphold and
advance educational ideals, to
promote to parents the
meanings of holistic education

� Exemplar—school
administrators and teachers
set good examples for parents,
to help them understand the
meaning of partnership

� Educator—to promote holistic
educational ideals, to share
new educational thoughts with
parents

� Learner—individuals, groups,
and the entire school need to
learn how to develop better
home-school partnership and
to achieve educational
effectiveness

Role of Parents:
� Provider—to provide the

necessity for children’s living
and learning

� Protector—to protect their
children’s rights to receive
quality school education and
parents’ rights to participate

� Responsible parent—to seek
opportunities to know the
situations of their children at
school, to study the changes in
policies and the environment

� Participant—to assert personal
obligations to participation in
parent organization and to
involve in school management

� Monitor—to monitor the school
process and the fulfillment of
accountability, to monitor the
operation of parent
organizations

� Communicator—to listen to the
views of teachers about their
children’s education, to furnish
personal opinions to the school

� Manager—to participate in
school management and
decisions, to manage and
develop a healthy parent
organization

� Problem solver—to take
actions and to discuss how to
solve the learning and
emotional problems of their
children with teachers

� Carer—to care about the
educational needs and the
performance of their children at
school, to show concern about
the fulfillment of the mission of
the school

� Motivator—to reward and
praise their children’s
accomplishment, to commend
the school on its home-school
partnership efforts, to create a
conducive atmosphere for
participation in parent
organizations

� Initiator—to generate a
collective effort among parents
in the realization of
home-school policies

� Educator—to share their
training and child-care
experience with other parents

� Learner—to learn and receive
training in home-school
partnership strategies, to
accept challenges in trying out
new partnership approaches

� Nurturer—to build up, among
family members, the capacity
for love, patience,
self-confidence and a
cooperative spirit needed in a
partnership relation

(continued )
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Table 19.4: Continued

Legal Perspective Management Perspective Education Perspective

Role of Education Authority:
� Policy formulator—to formulate

partnership guidelines and
policies

� Resource provider—to provide
resources needed for organizing
partnership activities

� Message conveyor—to convey
the policies and information
about partnership to parents
and schools

� Monitor—to monitor the quality
of education provided in school;
to ensure that the students are
given their basic rights; to
inspect that partnership
programs are properly
implemented.

� Protector—to ensure that
partnership is effectively
implemented; to give warning
and punishment to any violation.

� Communicator—to keep
school and parent
organization closely
connected, to understand the
current situation and their
needs

� Supporter—to provide
resource and guidance to
schools and family
organizations, to support
home-school partnership in
terms of policy and resource

� Aide—to provide resource and
professional guidance to
families who are in crisis; to
assist the schools in planning
partnership activities

� Coordinator—to coordinate
the organizations in the
community to give support to
home-school partnership
activities

� Motivator—to design prize
items to award to the
successfully implemented
home-school programs

� Promoter—to promote the
importance and practicality of
home-school partnership; to
publicize the successful
partnership cases to the
schools

� Educator—to organize
home-school training
programs for parents and
teachers

� Information transmitter—to
introduce new concepts and
experience of other localities
to local schools and families

Role of the Community:
� Message transmitter—to

advocate family activities and
family education within the
community

� Resource provider—to secure
additional resource for
partnership activities

� Government-monitor—to
monitor the government in its of
family protection law, child
protection law and education
legislations

� Media-monitor—to monitor and
prevent the media from
broadcasting indecent
programs; to prevent the shops
from selling indecent material to
young people

� Communicator—to supply
information about the
community to schools; to
provide feedback about the
student behavior in the
community to schools; to visit
the schools by the community
leaders

� Carer—to pay attention to the
families with special needs in
the community; to help these
families to deal with their
children’s difficulties; to care
for the young people’s needs

� Promotor—to organize family
activities within the
community; to urge the
community to pay more
attentions to family problems

� Motivator—to give recognition
to the schools which put in
special efforts into
home-school partnership; to
recognize the families who
have done extra work in
supporting home-school
partnership

� promotor—to establish and
promote a healthy concept of
the family in the community

� educator—to coordinate the
local organizations in
providing training courses for
parents

� mass media—to invite the
mass media to produce
programs that will encourage
home-school partnership and
will promote a positive image
of the family

the role of education authority is to coordinate and to provide systematic support;
the role of the community is to show concern and support. These roles in managing
home-school partnership are common in the United States, Europe and Australia.
For example, in some of the states in Australia, parents have the legislative rights to



REENGINEERING TOTAL HOME-SCHOOL PARTNERSHIP 471

join the school board through state legislations, and these parents have the respon-
sibilities to convey school policies and information to other parents. Some parents
even organize routine tours for other parents in the district. There are also parents
who still remain loyal to the school even after their children have all graduated, and
they treat the teachers as their own family members.

The implications from the education perspective are obvious. Active learning,
sharing with others, organizing seminars, communicating messages, and all related
activities carry some meanings in education for those concerned. The role of the
school, the parents, the education authority, and the community should create learn-
ing opportunities and support learning activities to different parties in addition to
children. In the early stages of home-school partnership, most of the teachers and
parents will feel the lack of skills in communication, collaboration, and informa-
tion gathering, and many parents may even feel a lack of self-confidence (Useem,
1990). Therefore, the school can make arrangements to organize appropriate training
programs.

8. CONCLUSION

Amidst the rapidly changing educational environment, both school education
and family education are facing many difficulties and problems, and the traditional
concept of home-school relationship is inadequate in dealing with the existing chal-
lenges. This chapter explores the meanings and possibilities of partnership from
a comprehensive perspective. The proposed conceptual framework of total home-
school partnership suggests that the scope of home-school collaboration should be
extended from the fragmentary and superficial practice to include the affective, be-
havioral and cognitive domains of students, teachers, and parents at the individual,
group and school levels.

Furthermore, it also draws our attention to the importance of tapping the consol-
idated efforts of teachers, administrators and parents to work together at multi-levels,
to contribute to the wholesome development of students. In this way, the framework
provides a comprehensive theoretical basis for re-engineering the traditional home-
school relationship and creating a better environment for both school education and
family education for children.ff

Specifically, total home-school partnership can contribute to school effective-
ness. The discussion can be based on the seven models of school effectiveness (Cheng,
1990, 1996) as follows.

1. An effective school can achieve its established goals. Since families are the
major clients of the school, they should participate in choosing goals for
the school, so that these goals can reflect their actual needs to be fulfilled
and their participation can contribute to the achievement of school goals and
improvement of school effectiveness.

2. An effective school is capable of acquiring the resources it needs. Parents
are important resources for the school. Total home-school partnership not
only provides additional resources for the school but also enables the school
to acquire more resources from the community for better education to their
students.
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3. An effective school is also characterized by its smooth internal process and
a sense of cohesiveness to draw its member together. Total home-school
partnership provides opportunities for teachers and parents at all levels to
share information, to learn how to work cooperatively with each other, and to
improve school process. Also, it enables parents to improve family education
process and contribute their efforts to improve the school process.

4. An effective school can satisfy the needs and expectations of its strategic con-
stituencies (such as board members, education authority, and parents, etc.).
Since parents are important school constituencies, total home-school partner-
ship provides the opportunities for the parents to express their demands and
expectations of the school, so that the school may have a chance to fulfill these
expectations.

5. An effective school finds acceptance in the community and exists legitimately.
Through total home-school partnership, the school can receive support from
the families, build up a positive public image and ensure its legitimate exis-
tence in the community.

6. In a narrow sense, a school which has no obvious problems and dyfunctions,
possesses the quality to be an effective school. If the school has total home-
school partnership, it can implement, monitor and evaluate its programs more
effectively. Therefore, even if there are any problems, the school can discover
problems earlier and eliminate them earlier to prevent any school crisis.

7. An effective school can learn how to confront the changing environment and
overcome its internal obstacles. The education environment in Hong Kong
is changing rapidly, and the schools are continually bombarded with differ-
ent types of problems and difficulties. A total partnership relation enables
the school to obtain full feedback and support from parents, to promptly
respond to the community needs, to improve internal functioning, and to
develop continuously. In this way, the school can adapt to the changing
environment.

Outlined above are the possible contributions of the proposed framework to
achieving school effectiveness. With this in mind, it is logical to suggest that adopt-
ing the proposed framework as a basis for re-engineering the traditional home-school
partnership will produce fruitful results in terms of school effectiveness. Moreover,
the proposed conception of total home-school partnership can provide a new and
comprehensive framework to conceptualize research topics on different aspects of
the dynamic nature, development process, management, implementation, and effec-
tiveness of home-school relationship. It is believed that the result of such research
endeavors will be helpful in the development of home-school partnership practices
in the Asia-Pacific Region and other international contexts.

This chapter was based on Cheng, Y. C., Tam, W. M. & Cheung, W. M. (1996). The
Conception of Total Home-School Cooperation, Asian Journal of Counseling, 5(2),
27–42.); and Tam, W. M., Cheng, Y. C. & Cheung, W. M. (1997). A reengineering
framework for total home-school partnership. International Journal of Educational
Management. 11(6), 274–285.
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Chapter 20

MANAGING PARENTAL INVOLVEMENT IN
EDUCATION WITH A NEW FRAMEWORK

The importance of parent-school collaboration is often well recognized in the
Western world and is gradually gaining attention in the Asian Pacific Region due toWW
the rapid developments in nearly every aspect of the region in these years as indi-
cated in Chapter 19 or Cheng (2003). Traditionally in the Asian countries, the practice
of parent-school collaboration in general and parental involvement in particular is
passive and very often initiated by schools for remedial purposes. This kind of rela-
tionship is not sufficient and effective to provide the necessary vitality for facilitating
holistic education and whole person development of students (Pang, et al., 2003;
Shen, Pang, Tsoi, Yip & Yung, 1994).

Among the various forms of home-school collaboration, parental involvement
in school education is often believed as the core to support students’ learning and
development. However unfortunately, the theories and practices of implementing
parental involvement in school education, particularly in a context of Asian cul-
ture, are often fragmentary, if not underdeveloped. Most theories and practices fo-
cus only on various technical issues like how to work with parents from a school
perspective. These technical considerations are important but not sufficient to ef-
fectively involve parents to provide better education for students in schools and at
home.

Therefore, in addition to the concepts and strategies for home-school collab-
oration in general mentioned in Chapter 19, there is a strong need for a specific
framework to direct the management of parental involvement in school education.
This chapter aims to propose a comprehensive model specifically for conceptualizing
and facilitating implementation and management of parental involvement in school
education.

1. MEANINGS OF PARENTAL INVOLVEMENT IN
SCHOOL EDUCATION

According to different conceptions, the meaning and scope of parental involve-
ment in school education may differ. Yet, from a closer look at the nature of related
conceptions, we may notice that theorists generally have some convergent views
(e.g. Cheng, 1991; Epstein, 1987; Epstein & Dauber, 1991). Generally, there are
four levels of parental involvement including: (1) individual student education; (2)
parent organizations; (3) school daily operations; and (4) school policy formulation
process (Cheng, 1991). Built on the four-level conception, this chapter develops a
new comprehensive framework for managing parental involvement and explains the
meanings and functions of parental involvement at each level, related advantages,
pre-conditions and limitations (see Table 20.1).

475
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Table 20.1: The Meanings and Functions of Parental Involvement in School Education

Hierarchy of Levels of Meaning Possible Pre-conditions/
Involvement Involvement (Examples) Advantages Limitations

High School policy
formulation

� Act as school
managers

� Participate in
school
meetings

� May better meet the
developmental
needs of the school
in facing challenges
ahead

� May receive more
support from parents
and students when
implementing
policies

� Takes time for both
parents and the school
to adapt to parental
involvement in making
school policies

� May slow down the pace
of decision making

� Need to take care of a
diversity of ideas and
parental needs

School daily
operations

� Help in school
open days

� Help in
organizing
extra-curricular
activities

� Act as teaching
assistants

� Act as library
assistants

� Support teachers’
work

� More effective use of
the school human
resources

� Allow parents to
know more about
teachers’
requirements on
students

� Inject more human
resources and
expertise from
parents to the school

� Requires teachers to
spend more time to
guide and coordinate
with parents

� Requires the operations
of the school become
more transparent to
parents

� May need to face
different views of parents

� Need to solve problems
arisen from parents’ lack
of understanding of the
education principles and
context

Parent
organizations

� Organize and
participate in
related activities

� Contribute
resources

� Act as a back up
system for the school

� Form a coherent
force to support andff
protect the schools’
developmental plans

� Need more human
resource to organize
parents

� Need to face the
possible conflicts of
interest groups in parent
organizations

� Need to face parents’
different views on school
operations

Individual
students’
education

� Act as the
model for
students’
behavior

� Supervise
students’
studies at home

� Supply the
necessary
information of
students’
development

� Enable teachers to
understand more
about students’
development at
home

� Effectively help
students’
development with the
concerto efforts from
parents

� Enable parents to
understand more the
progress of students’
learning and
development

� Some parents’ behaviors
may impose negative
effects on students

� Need to provide effective
parent education before
parents could help
students to develop

� Need to face the invisible
monitoring of teachers’
work from parents

� Need to invest great
efforts in order to change
parents to become
effective in students’
educationLow

�

1.1. Participation in Individual Student Education

Parents have the primary responsibility to help their children to have whole per-
son development and learning. Parental influence on the cognitive, affective, and
social developments of their children is often the major determining factor of chil-
dren performance in school education. Indeed, from a sociological perspective of
education, the family background of students is often found to be a major attributing
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factor that affects their learning outcomes (e.g., Bemsteir, 1978; Cheng, 1994, 1995;ff
Coleman et al, 1966; Sewell & Shah, 1968).

Yet, very often we have ineffective parental involvement in individual studentYY
education, if not negative effects on students. This may be partly due to the inad-
equate education level of parents and their poor understanding of family education
and school education. To improve the situation, the school and parents must work
in collaboration actively. The school and parents share with each other the informa-
tion of the students’ learning in school and at home. As a result, both parties have
a more in-depth understanding of students’ learning and performance. The school
and parents may match with each other’s efforts and tailor-make the learning pro-
grams and related learning activities according to the individual needs of students.
Parents’ behavior may also act as the model of students. With sufficient parental
knowledge and skills, parents can support effectively the development of their chil-
dren because they know what and how to support. In this way, the development of
students in both family and school can be facilitated and become more healthy and
effective.

Of course, in order to bring about an effective parental involvement in educat-
ing their children, the school needs to invest great efforts in helping parents and
teachers. This includes launching appropriate parental education programs, and staff
development programs on working with parents. Since parents will know more about
the progress and work of their children in school during involvement, teachers may
possibly face more pressure generated from the invisible monitoring of parents on
their work. Teachers’ understanding and professional attitudes to the changes and
challenges are important to support parental involvement. However as a whole, the
development of true partnership between parents and the school in students’ educa-
tion requires significant inputs from both parties.

1.2. Participation in Parent Organization

Parents may be organized to form a support system of the school such as a
parent organization. In doing so, the contribution of parents’ expertise and resources
to the school may be systematically maximized. The parent organization may help the
school organize activities and support some important school functions. Moreover,
they may help the school to tackle crises (e.g., a sudden decrease of enrollment,
accidents); to face external challenges (e.g., destructive insolence to the school or
teachers); and to launch innovative programs (Cheng, 1991).

Mentioned above are some possible advantages of organizing parents to work
closely with the school. To realize these advantages, the school needs to re-allocate
its resources to support the activities of the parent organization. Moreover, it may
need to face and help solving the possible conflicts arisen from different interest
groups in the organization. Most important of all, the school needs to face a diversity
of ideas regarding the running of school functions and programs.

1.3. Participation in School Daily Operations

Areas for parental participation in daily operations of the school are plenty. Some
of them are assistance in organizing school open days, extra-curricular activities,
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library work, and classroom teaching. Obviously, when parents participate in school
daily operations, they can contribute to the increase in school human resources for
teaching and learning activities. This increase enables the school as a whole to op-
timize the utilization of its resources. As a result, the school may function more
effectively in teaching and learning activities. On the other hand, when parents are
involved in daily operations of the school, they may have a better understanding of the
school operations as well as the first hand experience of how the education service is
delivered and how their students learn. Of course, all these help parents enormously
when they facilitate their children’s learning at home.w

When parents participate in daily operations of the school, they may also have
very different views regarding how school education services should be delivered.
Inevitably, this brings about a kind of challenge and pressure to teachers and the
school as a whole. In this regard, teachers need to invest more time in explaining or
educating parents. At the same time, the school as a whole needs to function in a
more open way. Thus, it seems essential for the school personnel to handle all these
tactfully before the vast amount of expertise and resource from the parents could be
absorbed for school education.

1.4. Participation in Formulating School Policies

Participation in formulating school policies is the highest level of parental in-
volvement in school education. This refers to the participation in school management
committees or school councils to make important school policies. When parents par-
ticipate in making school policies, the school may obtain more valuable information
from the perspectives of parents and the community. As a result, the school stake-
holders and managers, including the parents, may have a better ground to formulate
school policies that cater for the needs of parents and students in facing the challenge
ahead. The school may then have a better chance of successful implementation of
the formulated policies.

Looking from another angle, there are some limitations. When parents are in-
volved in formulating school policies, the pace of decision-making will unavoidably
be slowed down. Further, the school needs to handle more diverse views and take
care of parents’ interests and concerns. Thus, in order to have successful parental
participation in school policy formulation, both the school and parents have to be
patient in learning how to adapt to the practice.

1.5. Participation in the Four Levels

The highlighted four levels of parental involvement in school education are
summarized in Table 20.1. In general, parental participation in individual student
education is relatively easier than in the other three levels. This is due to the fact that
parents’ participating in their children education is closer to their own interests and
may get relatively stronger support from themselves. Therefore, it is not a surprise that
parental participation in individual children education is the most common practice
and is the starting point of involving parents in school education (Shen et al, 1994;
Pang, 1994).

With the above in mind, it appears logical to propose that in order to haveWW
effective and fruitful implementation of parental involvement in school education,
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it is better to start first at the lower level of involvement and then move up the
hierarchy (Table 20.1) gradually when both the parents and the schools are ready.
Thus, a successful implementation of parental participation in individual students’
education provides a solid base for further practice of parental involvement in the
hierarchy. If parental involvement at lower levels is successful, parents and the schools
will understand the meaning and implications of the practice more thoroughly. They
also develop the necessary patience and adaptation to the new working relationship
at the higher level. Then the practice of the more complicated parental involvement
at a higher level, such as the participation in school policy formulation, will have a
better chance to be successful.

In practice, however, schools often encounter unexpected negative experiences
and sometimes even failures. Some schools might have already acquired some suc-
cessful experiences at the lower levels of parental participation, yet, they find difficul-
ties in further involving parents in school decision as the higher level participation.
Responding to this, it is proposed that in order to have a comprehensive implemen-
tation and long-term effectiveness of parental involvement, the school may need
a conceptual model for adopting appropriate strategies to initiate, implement, and
manage parental involvement.

2. A NEW FRAMEWORK FOR IMPLEMENTING PARENTAL
INVOLVEMENT

To tackle the situation mentioned above, we need to take the implementation
of parental involvement as a change initiative. A closer look at the above four lev-
els of parental involvement enables us to see that implementing them is actually
introducing changes in school. Similar with the strategies of implementing multi-
level self-management discussed in Chapter 18 or the change strategies proposed
in Cheng (1996), the implementation and practice of parental involvement include
three stages of the change process: the Unfreezing Stage, the Changing Stage, and the
Refreezing Stage. Then, a new conceptual framework for implementing and manag-
ing parental involvement including not only the four levels of participation but also
the corresponding three stages of implementation can be proposed to facilitate ef-
fective practice of parental involvement in the Asia-Pacific Region and international
communities.

2.1. Unfreezing Stage: Initiating and Preparing Parental Involvement

In the unfreezing stage, the school agent (i.e. a school leader or a special com-
mittee) responsible for implementing the parental involvement program should take
opportunities to create needs for changes of the parties concerned (mainly, school
administrators, teachers and parents) and help them to have appropriate psycho-
logical and technical readiness for building up parent-school collaboration. This is
an essential stage. Without going through this stage, any attempt to initiate parent
involvement in school education will be very difficult and very often face a great
deal of resistance from parents, teachers and other school personnel.

The key at this stage is to formulate a comprehensive strategy to raise the cogni-
tive level of all parties concerned regarding parental involvement. Priority should be
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given to “unfreeze” school personnel first. Then the “unfrozen” school personnel may
work together as a whole to “unfreeze” parents. By doing so, the needs for changes
may be created and thus the concerned parties may be ready for the actual change. The
possibility of building successful parent-school collaboration will then be increased.
Tables 20.2 and 20.3 outline the necessary cognitive and affective preparation of
school personnel and parents respectively, and provide some examples of possible
strategies for building up readiness for all four levels parental involvement.

Unfreezing School Personnel. Values and beliefs are the conceptual standardsVV
and motivational determinants for guiding one’s behaviors and courses of action
(Kluckhon, 1951; Millikan, 1985; Manz & Sims, 1990; Rokeach, 1975). The ori-
entation of work behavior is primarily determined by the values and beliefs of
the individual. Indeed, in the school setting, the attitudes of school personnel to-
wards parental involvement in school education affect greatly the effectiveness of
building up good parent-school collaboration (Chan et al, 1993; Epstein & Dauber,
1991). Thus, it is important to unfreeze school personnel prior to working with
parents.

The Unfreezing Stage is an opportunity for cognitive and affective preparation
of school personnel in meeting the changes ahead. It should aim at raising school
personnel’s level of understanding of the importance of parental involvement to school
education and the related benefit to their work. Through building up this cognitive
level, the school personnel may then be willing to accept and work with parents
in the four levels of parental involvement. Thus, the school agent responsible for
the parental involvement program (in brief, the PIP agent) should work with care
to induce readiness of school personnel at this stage. They may organize meetings
with related school personnel to share their experiences in working with parents;
organize staff development programs; and conduct annual evaluation to summarize
its experience in the delivery of education services with a stress on the values of
parental involvement. In general, the required preparation work for school personnel
may be different for the four levels of parental involvement. Table 20.2 outlines the
possible preparation work to be done in these four levels.

Unfreezing Parents. It is also important to develop the cognitive and affective
readiness in parents. Different levels of parental involvement require different prepa-
ration work. For example, at the lowest level of involving parents in individual student
education, the school or the PIP agent may first establish a “Saturday Consultation
Centre” for teachers to help parents solve the problems encountered at home with
their children and clarify the values and roles as parents in educating their children.
Moreover, during the consultation, parents may also gain confidence and competence
in helping their children.

Another example is to induce readiness for parents to participate in formulating
school policies. Affectively, the preparation work should aim at inducing a sense of
willingness to participate in formulating school policies and express their views in
meetings. Cognitively, parents should be aware of the significance of their partic-
ipation to the education of students. Concrete work at this stage may include the
identification of potential parents who can contribute in this area. The school or the
PIP agent may organize meetings to report and share with them the current situation
of the school and stress on the importance of parental participation in formulating
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Table 20.2: Unfreezing Stage: Preparation of School Members to Start Parental Involvement

Levels of Affective Cognitive Guidelines and
Involvement Preparation Preparation Examples

School policy
formulation

� School managers
are willing to listen
to parents’ views
and accept them to
participate in
decision-making.

� School
administrators are
willing to cooperate
with parents who
serve as school
managers.

� School managers
realize that the
participation of
parents can improve
the quality of school
policies and benefit
the actual
implementation of
school plans.

� School managers
realize the need to
allow parents to get
access to information
by parents, to handle
different views, and to
have more time
allowance for policies
formulation.

� When the other level of parent
involvements are mature, the PIP
agent demonstrates the successful
experience to school managers, and
proposes the consideration of
involving parents in formulating
school policies.

� The PIP agent reports in appropriate
occasions (e.g., school management
committee meeting, open days,
parents day, speech day) on the
successful experience of parental
involvement.

School daily
operations

� The principal and
teachers are willing
to cooperate with
parents, e.g.
provide resources,
information and
assistance, and
listen to their
comments.

� The school
members as a
whole accept
parents as a
member of the
school.

� The principal and
teachers realize the
importance of true
parent and school
partnership.

� The principal and
teachers realize the
importance of parent
expertise and human
resource to the
school.

� The school members
realize the necessary
preparation for
parents to help in
school operations.

� When the parent organization
becomes mature, the PIP agent
reports on the successful experience
to all teachers stressing the
importance of absorbing in the
expertise of parents.

� The PIP agent invites teachers who
have experience in working with
parents to share their experience in
appropriate occasions with other
colleagues to clarify values and the
required skills.

Parent
organizations

� The school
members are
willing to support
parent
organization,
including human
resources,
guidance and
training.

� The school
members hold a
positive attitude in
helping parent
organization.

� The principal and
teachers understand
that the support to
parents and their
organization is a
long- term investment
of the school.

� The school members
realize the necessary
preparation to
support parents’
organization.

� The PIP agent summarizes the
successful experience in the last level
of parent participation in students’
education.

� The PIP agent forms a working group
to explore the possibilities of
organizing parents to further serve
the school.

Individual
student
education

� Teachers areTT
willing to cooperate
with parents in
educating
students.

� Teachers areTT
willing to provide
information and
help parents.

� Teachers understandTT
the mutual benefits of
the school and
parents when they
work together for the
development of
students.

� Teachers understandTT
the possible influence
of parents on
students’
development.

� In appropriate occasions, the PIP
agent shares and summarizes the
school experiences in educating
students, clarifies values and
difficulties, stresses the importance
of involving parents in educating their
children.

� Organizes training programs to
develop teachers competence in
working with parents.
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Table 20.3: Unfreezing Stage: Preparation of Parents to Start Parental Involvement

Levels of Affective Cognitive Guidelines and
Involvement Preparation Preparation Examples

School policy
formulation

� Parents are
willing to
participate in
formulating
school policies.

� Parents are
willing to express
their views of
school policies in
meetings.

� Parents believe that
they have the
competence to
participate in
formulating school
policies.

� Parents understand
the importance of
developing good
school policies to the
education of their
children.

� The PIP agent identifies potential
parents based on their expertise,
experience and the school SWOT
analysis result (see Cheng, 1993) in
parent organizations.

� The PIP agent organizes a meeting
with these potential parents to share
with them the school current situation,
stress on the need to have parental
participation in making school
policies.

School daily
operations

� Parents are
willing to learn
and cooperate
with teachers.

� Parents are
willing to
participate in
school daily
operations.

� Parents are
willing to express
their views and
render
assistance.

� Parents believe that
they have the
competence to assist
in school activities.

� Parents are clear of
their personal
preparation that is
required for working
with teachers.

� Parents understand
the importance of
their contribution of
personal resources to
the education of
students.

� The PIP agent invites parents with
certain expertise to help in school
activities, according to the operational
needs.

� The PIP agent first sends an open
letter to parents detailing future
program plans which are directly
related to the welfare of students.
Then it sends personal letter to
identified parents to observe the
operations of the school.

� When briefing parents, teachers or the
PIP agent stresses the uniqueness of
parents’ expertise and experience
and possible valuable contribution to
the education of children.

� The PIP agent launches related
sharing sessions and training
programs.

Parent
organizations

� Parents are
willing to
cooperate and
work with other
parents.

� Parents are
willing to
contribute
personal
resources and
support to the
school.

� Parents understand
the meaning and
importance of parent
organization.

� Parents know how to
organize and
participate in parent
organizations.

� The PIP agent groups parents in small
groups to form core supportive
networks based on criteria like
students’ level, residential district and
interests of parents.

� Based on the network, the PIP agent
and teachers establish different
interest groups for parents to have a
more comprehensive contact with
other parents.

� The PIP agent organizes training
program to clarify values and build
competence.

Individual
student
education

� Parents are
willing to spend
time in helping
their children
development.

� Parents are
willing to
cooperate and
work with
teachers.

� Parents understand
the importance and
meaning of educating
their children.

� Parents understand
the importance and
significance of
working with school
for the education of
their children.

� The PIP agent organizes consultancy
centres for helping parents to solve
the problems they encountered at
home, e.g., “Saturday Consultation
Centre”.

� The PIP agent and teachers
interviews individual parents to share
with them the good work of their
children and discuss ways for further
development.

� The PIP agent organizes parent
education programs and other sharing
sessions
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school policies. In fact, different schools may have different conditions that warrant
different types of preparation work. Some of the possible areas of work are outlined
in Table 20.3 for reference.

In general, the first task in the Unfreezing Stage is to unfreeze school personnel,
then the school as a whole will unfreeze parents. Since the involvement in individual
student education has the closest relationship with the parents, the unfreezing effort
should aim at this level first. Until parents and school personnel are ready for the
change at this level, the school may consider preparing higher level participation
gradually.

2.2. Changing Stage: Implementing Parental Involvement

Subsequent to the Unfreezing Stage, the school and parents enter the Changing
Stage in which the change strategies for building the intended parental involvement
will be implemented. It should be noted that the duration of the Unfreezing Stage
varies among schools.

Since different levels of parental involvement in school education have different
emphases, the actual tasks in the four levels are different. The key concerns are
that the school as a whole maintains a flexible and supportive attitude; establishes
different channels to increase communication for parents and the school; and provides
appropriate training for parties concerned.

For instances, at the lowest level the PIP agent may consider to operate tailor-
made parental education programs, workshops and sharing sessions on student ed-
ucation to create a supportive and learning atmosphere (Berger, 1987; Long, 1986).
Apart from these, the PIP agent may also organize supportive and learning parent
networks with teachers as facilitators at the beginning. Gradually, the leading roles
of teachers should be taken over by parents. Teachers should then become advisors,
and encourage and reassure the contribution of parents in the networks. When the
supportive networks start functioning, the PIP agent may also form an internal work
group of teachers to provide expert advice and support to all the networks. Working in
this way, the school systematically supports parents to take care of their own children
education at home.

Presented above are some of the implementation strategies of parental involve-
ment in student education. In fact, different levels need different strategies. Take
another example, the PIP agent after implemented changes at the lowest level of
parental involvement and successful unfreezing work at the next level may further
develop the previously formed supportive parent networks. These small networks
may be further grouped into bigger networks by using certain criteria. For example,
the networks of all Primary One to Three parents may be formed to become one big
network representing the parents of junior classes.

Various parent organizations may be formed, based on different purposes. WhenVV
these parent organizations are formed, the school should send its representatives and
render resources support to them. The school should also formally announce the
establishment of these parent organizations, invite the representatives of the organi-
zations to participate in school activities, create channels for better communication,
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and constantly evaluate the performance of the school and the parent organizations
together with a view to improve education for students.

In fact, there are numerous ways to implement parental involvement. It is not
possible to outline exhaustively all of them. However, in general, good attitudes of
school personnel towards changes, establishment of communication channels and
organization of appropriate training programs for teachers and parents are very im-
portant. The key is to cultivate a supportive atmosphere in which school personnel
and parents have mutual trust, learning and understanding.

It is important that the implementation of a particular level of parental involve-
ment should only be started after the unfreezing efforts at that level has been success-
fully completed. Thus, it is essential to implement changes systematically and incre-
mentally starting from the Unfreezing Stage of the lowest level, then the Changing
Stage of the lowest level. After that, the school may move one level up the hierarchy.
It appears that this kind of strategy may produce better implementation results.

2.3. Refreezing Stage: Institutionalizing the Successful Parental Involvement

The Refreezing Stage has a function of institutionalizing and further develop-
ing the successful efforts and practices of parental involvement in the Changing
Stage. This is a very important stage to elicit an enduring and systematic parental
involvement in school education. When the implementation of the change initiatives
has attained a certain degree of success, the school according to its own conditions
may formulate strategies to consolidate and institutionalize effective practices. This
may include three areas of work. The first one is to reassure and reinforce all posi-
tive experiences. For example, the school may present awards of good practices to
teachers and parents in formal occasions like graduation ceremony. The school may
also publicize the achievements of parental involvement to all parents or even in the
community.

The second area of work is related to the establishment of mechanism to involve
parents in the evaluation and formalization of parental involvement practices. In this
way,aa the school and parents may work together to identify problems and formulate
solutions to tackle the problems so that more effective parental involvement may be
expected in coming activities. The last area is to create new opportunities for the
implemented changes to have further development. For example, the school may
organize training programs to widen the horizon of parents and teachers; or hold
conference for teachers and parents to discuss and explore the possible development
of their collaboration. Of course, the refreezing work for different levels of parental
involvement will be different. Table 20.4 provides some areas of work at each level
for reference.

In sum, the framework presented above including three stages and four levels
that can provide a new model of planning, implementing and managing parental
involvement. In order to achieve effective parental involvement, the school should
adopt a systematic and step-by-step approach starting from the lowest level of parental
involvement first. Implementing change initiatives of the four levels parental involve-
ment should only be launched after successfully unfreezing related parties. Moreover,
corresponding refreezing effort should also be invested to maintain and develop good
parental involvement practices in school.
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Table 20.4: Possible Work for the Refreezing Stage

Levels of involvement Guidelines and Examples

School policy
formulation

� Establish appropriate mechanisms to strengthen communication between
parents and school; and to evaluate the effectiveness of parental involvement
in school policy formulation.

� Reinforce and reassure the positive experience of parental involvement at
different occasions, e.g., parents day or graduation ceremony.

� Try to identify areas for improvement and develop strategies for solving
difficulties.

� Organize sharing sessions with parents to reinforce positive experience and
formulate future plans.

� Assist parents who are school managers to report back their positive
experience in parent organization.

� Improve the method of electing parents as school managers.

School daily
operations

� Establish mechanisms for parents and teachers to evaluate together on the
effectiveness of parental involvement in school daily operations; and to
formulate the strategies for further development of work.

� Create opportunities for the school as a whole to assure and reinforce the
work of parents.

� Organize training programs for both teachers and parents aiming at
continuous development.

� Create mechanism for parents to express their views for improvement, e.g.
establish parent-teacher consultative meeting

Parent organizations � Match the annual activities of parent organizations with those of the school, or
include them as part of the school functions.

� Reassure the positive experience of parent organizations through formal open
letters to all parents, and invite them to participate in parent organization.

� Create mechanism for the school and parent organization to evaluate
together their activities and parent-school relationship, and to formulate future
action plans

� Organize jointly with parent organization some training programs for other
parents. Some of the programs may be delivered by experienced parents.

� Create opportunities for the school and parents to have formal working
relationship.

Individual students’
education

� Evaluate the effectiveness of parental involvement in individual students’
education

� Evaluate the effectiveness of support network of parents, and develop further
action plans

� Announce successful cases and experiences in order to raise the level of
concerns of other parents

� Present prizes to the teacher and parent who have the best working
relationship

� Establish channels for parents to seek help from school and voice the opinion
to school for improvement of current practices

2.4. Skills for Implementing and Managing Parental Involvement

Implementing parental involvement is a type of school change that will face
resistance, and needs appropriate skills and strategies to maximize driving forces for
change and minimize the associated resistance. In order to work effectively through
the above three stages for different levels of parental involvement, the school may
employ a numbers of skills to reduce resistance, and gain support from parents and its
staff members. Like implementing multi-level self-management in school discussed
in Chapter 18, the skills for managing parental involvement may include (1) education
and communication; (2) participation and involvement; (3) facilitative support; (4)
emotional support; (5) providing incentives; (6) manipulation and co-optation; and
(7) coercion. For the detail of the nature, strengths and limitations of these skills,
please refer to Chapter 18 or Cheng (1996).
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School's Policy Formulation

Implementation Time Frame

Parent Organisations

School's Daily Operations

Individual Students' Education

Low

High

Level of Involvement

Changing RefreezingUnfreezing

Changing RefreezingUnfreezing

Changing RefreezingUnfreezing

Changing RefreezingUnfreezing

Figure 20.1: A Two-dimensional Strategy for Implementing Parental Involvement

3. CONCLUSION

The practice of the above framework together with appropriate change skills
is important to the success of an implementation of parental implementation. In
addition, it is also necessary to formulate a comprehensive developmental program for
effective and sustainable practice and implementation. The following considerations
may be helpful:

1. From the levels of parental involvement and the stages of implementation,
there is a two-dimensional strategy for implementing parental involvement,
as shown in Figure 20.1. As discussed above, for the first dimension (i.e. level
of parental involvement), it should accomplish the change or implementation
at a lower level first before initiating changes at a high level. For the second
dimension (stages of implementation) at any level, it should accomplish the
unfreezing stage first before implementing the change.

2. The work of “unfreezing”, “changing” and “reinforcing” may be different to
different levels of involvement and different school constituencies such as
parents, school supporting staff, teachers, school administrators and school
governors. Tables 20.2 to 20.4 provide some useful guidelines and examples.
The time required for carrying out the three stages of implementation may
vary across schools.

3. The school should have a long-term and comprehensive program to sys-
tematically implement parental involvement in school education (Berger,
1987; Epstein & Dauber, 1991; Long, 1986). Based on the basic ideas of
development program (Cheng, 1996), the school may consider the follow-
ing steps to develop such a long-term program for parental involvement
(Figure 20.2):
(a) perform an environmental scanning of the school’s strengths, weak-

nesses, opportunities and threats in terms of parent-school relationship,
resources, characteristics of school personnel and so forth;
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Environmental scanning of
current situation

Identify the strategic needs of 
the school and parents

Implementation of plan

Monitoring

Evaluating

Design and develop a development program, including
- objectives, methods, implementation time frame
- resource allocation
- evaluation and monitoring mechanism

Figure 20.2: A Development Program for Parental Involvement

(b) identify the strategic needs of the school and parents as well as the levels
of involvement of parents to be achieved;

(c) develop an implementation strategy (with reference to the framework
proposed in this chapter), including objectives, methods, implementation
schedules, monitoring and evaluation mechanism;

(d) implement and monitor actual performance and outcomes; and
(e) evaluate outcomes of the program and related practices and develop the

action plan for the next cycle.
The success of parental involvement in school education requires systematic and

strategic efforts through comprehensive planning and multi-level management. This
chapter provides a new framework for development and practice in this area. It is
hoped that the proposed framework provides school practitioners and change agents
a more comprehensive model to plan, manage, and implement effective parental in-
volvement in school education in the Asia-Pacific Region and other parts of the world.

This chapter was adapted from Cheung, W. M., Cheng, Y. C. & Tam, W. M. (1995).
Parental involvement in school education: Concept, practice and management, Jour-JJ
nal of Primary Education, 5(2), 57–66.
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Chapter 21

MANAGING SCHOOL CRISIS WITH MULTIPLE
PERSPECTIVES

As the world becomes more complicated and fast changing than ever before,
there is much increasing impact on current school operation, resulting in various
kinds of school crisis. Some of them are obvious and foreseeable, of which the man-
agement could devise necessary strategic or operational plans to deal with, or arrange
means of insurance to compensate for loss; while others are usually dormant but may
suddenly disrupt school operation, or even cause injury and death or destruction of
school reputation. These catastrophes may include natural and human caused disas-
ters (Raffan, 1984). “How to understand the nature and impact of these crises in order
to implement preventive measures or management strategies” becomes the vital topic
that school management has to take into account in the Asia-Pacific region or other
parts of the world. The fact is, however, there is limited research done in this area
and schools often have no sophisticated knowledge or intellectual support to manage
school crises effectively.

1. NATURE OF SCHOOL CRISIS

Catastrophes in schools usually involve accidents which are out of our control.
We could not predict subjects, time and condition of the incidents. In spite of this,
does it mean all these incidents were occasionally and accidentally happened? The
answer is negative. Some of them were inevitable and “potential” events which might
be triggered in a chain reaction without any signs when minor accidents were not
properly handled. The consequences can be disastrous and harmful to the reputation,
schooling or even existence of a school.

Incidents hazardous to school operation or dormant serious problems to school
development can be regarded as “school crises”. They are non-stable and diffi-
cult to control; some may have signs but most are unexpected and unpredictable
(Lichtenstein et al, 1994). Though not all of them will turn into catastrophes and
serious damages, schools have to arrange necessary manpower and resources once
they happen in order to tackle the problems made or will be made. If school members
lack the understanding of these crises, they may have a sense of fear and worry that
there may be many more forthcoming problems and damages. This kind of psycho-
logical state may trigger off personal and organizational irrational behaviors, causing
sequential disasters. In view of this, school crisis management is undoubtedly vital.

Though the impact of crises varies from school to school, it is a necessity for
all schools to have preventive and control measures for such crises. Once most,
if not all kinds of crisis are systematically predicted and managed, the loss can be
minimized and the operation and development of schools can be also maintained. The
management tactics vary among contexts of school crisis. The education profession

489
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has started to put a stress on the management of explicit crisis—occasional school
crisis which arouses general attention. It can be usually managed by administrative
guidelines or measures, such as typhoon and rainstorm measures, issues concerning
triad infiltration in school, student suicide and dangerous hillside near campus. For
example, the Education and Manpower Bureau (EMB) of Hong Kong released a set
of general rules and recommendations for these “explicit crises” while the concrete
management procedures and methods are left for schools’ decision.

Though there are still many worth discussing issues and rooms for improvement
concerning the management of “explicit crisis”, it has been already brought to our
notice and considered as a component of project management within school man-
agement. Comparatively, the implicit crisis which is directly threatening schools is
being neglected.

In response to the current knowledge gap in school crisis management, this chap-
ter aims to explore the causes and effects of school crises and analyze the related
concepts, principles and implementation of school crisis management with multi-
ple perspectives in order to figure out some implications for school operation and
management.

2. CAUSES OF SCHOOL CRISIS

Internal crises, the problems related to management, teaching and learning (such
as student suicide, sudden relocation of administration staff and dramatic change in
management style), can directly influence school operation. External factors includ-
ing political, economical and social changes may also determine the success and
failure of school development. If school administrators and members are able toff
categorize and explore the causes of school crises in the face of these external and
internal factors, crisis control and management can be done more effectively.

Herman (1994) categorized school crises into five types: individual-related
crises, group-related crises, finance-related crises, administrator’s personal crises
and major disasters. He provides some cases to each type for further discussion. As
we look into his categorization, however, it can be found that the natures and levels
of crisis in each type can be not easily defined. It seems to be not so helpful to the
selection of coping strategies.

Based on the literature reviewed (Caudle, 1994; Frisby & Beckham, 1993;
Fernandez, 1993; Bloom, 1992; Mitroff, Pearson, & Harrington, 1996; Ziolkowsky &
Willower, 1991), the causes of school crises can be divided into the following fiveWW
types:

1. Physical Causes: Crises caused by school facilities or physical conditions in
the surroundings. Aging gas pipe, faulty ventilation, cracked wall in campus
and collapse of viewing platform or basketball stand may lead to injury and
death. A school near dangerous hillside being destroyed in a landslide is
another example of such crisis. No matter they are natural or human caused
disasters, some of the hazardous physical factors are indeed controllable or
even avoidable;

2. Physiological and Mental Causes: Outbreak of latent physical or mental dis-
eases such as congenital heart disease, AIDS, mental illness or emotional
disturbance amongst school members may lead to individual or collective
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injury and death, or even impact the whole school by the consequent public
rumors and condemnation;

3. Contextual Causes: Crises brought by contextual or societal factors. For ex-
ample, if there was an aging population in a school district, there would be a
decrease in the number of school-aged pupils and hence the age enrollment
rate. It might eventually lead to class reduction or even school closure if no
contingency plans had been ever developed. If there were drug addicts and
criminals aggregated near a school, pupils and teachers might be disturbed or
injured. Pupils might also be easily seduced into illegal affairs and might in
turn ruin the school’s reputation;

4. Ethical and Moral Causes: Losses resulted from behaviour constitutes a viola-
tion of professional integrity among members of school. The public generally
imposes an image of holy and responsible profession on education workers.
If a teacher was delinquent to his/her duties, lacked the professional ethic or
involved in any activity on suspicion of cheating or taking benefit of others
might lead to negative emotional or psychological effects of school members
and the community. The respect and trust gained would be lost, or the reputa-
tion would be ruined in turn. The school and the particular school member(s)
would have to take civil or criminal responsibility if the case was brought to
the court; and

5. Disorder Causes: If school members had low awareness of school discipline
and rules, low morale or the tendency to careless, procrastination and chaotic
behavior may easily trigger off various kinds of accidental incident. An ex-
ample of this is teachers ignored pupils’ safety in a school activity which led
to student injury.

A school crisis can be triggered by one single cause or a few causes concurrently,
or by causes in a chain reaction which intensifies its seriousness. Analysis of the origin
and parameters of a crisis should not only take account of the combination of causes
but also their complexity and chain reactions. This may help us to have a better
understanding of school crisis management.

3. EFFECTS OF SCHOOL CRISIS

Unfavorable changes of physical conditions in a school, latent diseases among
school members, deterioration of condition, delinquent to duties, personal miscon-
duct or involvement of legal responsibility may lead to the occurrence of various
forms of school crisis and produce different degrees of negative effect. The more
direct effects of such crises can be categorized as follows:

1. Physiological Damage: It includes physiological damage, health hazard, per-
manent disability or fatality of school or non-school members;

2. Property Loss: Examples are direct property loss of school and non-school
members, diminishment of school benefits or damage to school facilities. If
there was a reduction of classes, the promotion of some teachers might be
affected, while others might even lose their job. If a school building collapsed,
there would be damage to school facilities and equipments and property loss
of people outside. The school might be sued for compensation for the loss
and hence draining its financial resources;
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3. Taking Responsibility: This includes the responsibility for physical or prop-
erty loss. Responsibility here refers to direct or indirect legal, economical and
moral responsibility, for example, a school might have to take responsibilities
if a pupil was injured during a school activity.

4. Destruction of Reputation: This includes the destruction of reputation of
school sponsoring body, personal repute, image of school and school mem-
bers; and

5. Educational Damage: The relationship between school members deterio-
rates after the experience of a crisis, e.g., distrust between school principal
and teachers, non-cooperation among teachers, pupils’ anxiety and parents’
doubts and concerns on the school may affect the progress of schooling and
impose negative effects on pupils’ learning.

Material loss, life loss and compensation responsibility can be regarded as “ob-
jective damage” or “explicit damage”, which means the probability of occurrence
and possible loss can often be estimated. Many schools purchase insurance against
explicit damage from some hidden crises in order to minimize the impact by risk
transfer or diversification. To include explicit damage as one of the items of risk
management may quantify the possible loss and make it more manageable; but the
“subjective damage” or “implicit damage” such as psychological impact, destruction
of authority and reputation, or deterioration of education condition is unpredictable
and most worrying. This is usually a subjective outcome resulted from mental and
emotional impact that school or non-school members experienced. Spiritual or emo-
tional impairment is hard to prevent and cure.

Objective damage is almost inevitable once an accident happened in school.
When it is reported and exaggerated by people around or the media, the subject(s)
may suffer stress and the subjective damage will be amplified in consequence.
Objective and subjective damage may have multiplying effects which push the cri-
sis to an even more non-understandable and uncontrollable state. In order to avoid
this catastrophic occasion happen, school administrators should purchase insurance
against common incidents and hence minimize the risk in school operation. They
should not only develop necessary preventive measures for objective damage, but
also put effort in minimizing subjective damage induced, which means a comprehen-
sive crisis management.

School crises usually result in negative consequences but they may also bring
positive outcomes. When they are properly managed, there may be some positive
implications. For instance, school members may have stronger team spirit once a crisis
occurs; they may have higher awareness of risk; they may have new opportunities
from facing up to the challenges; they may build self-confidence once they overcome
the problem; and they may solve other existing problems along with a crisis. From
this point of view, if we can grasp the situation and develop appropriate management
plan, a crisis may also have positive effects on school development.

4. MULTIPLE PERSPECTIVES OF ANALYSIS

School crisis or organizational crisis is a kind of organizational phenomenon. The
analysis and management of school crises can start up with the organizational theory.
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According to Bolman & Deal (1997) and Cheng (1995), the following perspectives
can be used for analysis: structural perspective, human relation perspective, politi-
cal perspective and cultural perspective. In view of the fast changing environment,
some scholars stressed on “organizational learning” in recent years (Dodgson, 1993;
Senge, 1990), and hence learning perspective should also be considered. The five per-
spectives have different aspects of concern for the analysis of effects of school crises,
which propose various recommendations for crisis management and prevention asww
follows:

1. Structural Perspective: It emphasizes on the importance of school structure
and system to school operation. It takes account of a number of structural
disadvantageous effects of school crises, such as system chaos, challenge
to rules, role alteration, unreasonable division of labor, improper time man-
agement, wrong allocation or shortage of resources, and losing sight of the
original objective. When applying to crisis management and prevention, it
starts up with developing a proper system and a set of regulations;

2. Human Relation Perspective: It addresses that school performance depends
on the interpersonal relationship and motivation of school members. It takes
account into the psychological impact of a school crisis on members’ internal
motivation and mutual cooperation and trust, if which may increase the tension
of their relationship and disrupt the work and harmony of the team. From this
line of thought, the psychological state and relationship of school members
can be taken into consideration for the management and prevention of school
crisis;

3. Political Perspective: It stresses on the influence of conflict and authority
among school members and stakeholders on school operation. It takes the
belief that a school crisis will give rise to conflict of interest among members.
When the management level loses its prestige and power, for example, or even
fails to manage effectively, a new authoritative relationship will be formedff
and the original political ecosystem of the organization will also be changed in
turn. Crisis management can first look into the levels of authority and conflict
management in school;

4. Cultural Perspective: It puts emphasis on the point that values and beliefs of
school members are the determinants of harmonization and success of school
operation. As a result, it considers the impact of crisis on the original school
belief and its cultural attributes. Some schools experienced serious crises
but their missions and beliefs did not have consequent change. This kind of
school crisis does not trigger a cultural shift. Schools should pay attention to
incidents which are hazardous to school values and beliefs although they are
not apparent. From this perspective, building a positive organizational culture
is beneficial to the prevention and management of crisis; and

5. Learning Perspective: It holds the belief that school development largely de-
pends on the ability of learning, adaptation and enhancement for the improve-
ment of organizational operation. That is why the influence of school crisis
on organizational learning is concerned. School members usually lose confi-
dence after experiencing a crisis. They may become passive and threatened
if they learn negatively from failure, and may even bring long-term negative
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influence on school education. This perspective emphasizes on increasing the
alertness and learning and adaptation ability of schools for the prevention and
management of crisis.

5. MANAGEMENT OF SCHOOL CRISIS

The term “crisis management” initially referred to policies and measures taken to
deal with global political and economical incidents, mainly concerned with national
security and international conflict. Currently, the application of the crisis management
concept has been widely used in enterprises, public sectors or even all kinds of
organizational management. “Crisis management” now refers to how an organization
allocates resources before and after a crisis in order to retrieve its stability and energy,
and restore the tactics and actions for effective operation. The definition is explicit
though, the implication of crisis management in real life situation may differ from
organizations, as “crisis” is defined in different ways and so does the management
content.

Schools are usually government-aided or sponsored by the community, which
possess the potential of a long-term operation under the current system. They still
have to, however, prepare for different kinds of crisis in daily routines. Whether there
are negative effects depends on the ability of a school to manage and overcome the
crisis. When a crisis is revealed and controlled on time, tremendous damages could
be avoided and this allows a school to continue its mission in education.

Siegel (1991) suggested that before we work on crisis management, we should
figure out the nature, meaning and related variables of the school crisis, and pay
attention to its occurrence, process and consequences. That means we should de-
vise a systematic framework to analyze some important issues of the school cri-
sis before implementing any action plans. In general, crisis management should
involve prevention, control and follow-up action of school crises, as indicated in
Figure 21.1.

The main point of school crisis management lies on the action of planning,
organizing, guiding and controlling, before, during and after a crisis occurs, with
an aim of minimizing damage to the structure, members, facilities and resources of
a school, in order that the school can function normally after the crisis (Eggen &
Mackenzie, 1987). In view of this, “crisis” and “function” is an antagonistic pair:
school crisis may cause damage to the school function, whereas the proper functioning
of a school may be useful for crisis management. We may make use of the above
five perspectives to analyze the content of school crisis management. Each of the
perspectives should have particular meaning and function for prevention, control and
follow-up of crisis management (Table 21.1).

5.1. Crisis Prevention

Schools should eliminate all possible causes of risk, and convert them into pre-
dictable and controllable variables. They should devise long-term preparation plans
for preventing or minimizing damages in future crises, and develop members’ ability
to handle emergency situation effectively. Those designed for particular crisis situ-
ations (e.g., playground accidents) should also encompass handling principles and
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External/internal sources:
* Physical cause
* Physiological and mental cause
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* Disorder cause
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Negative outcomes
* Physiological damage
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* Taking responsibility
* Destruction of reputation
* Educational damage

Positive outcomes
* Opportunity and challenge
* Awareness and preparation of crises
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* Preventing accidents

- Structural perspective
- Human relation perspective
- Political perspective
- Cultural perspective
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ControlProcess

PreventionOccurrence

Figure 21.1: Analysis and Management of School Crisis

regular plans for prevention of accidents or crises. The concrete content of such plans
may include the following items (refer to Table 21.1):

1. Structural Perspective: According to the structural perspective, why a sudden
incident turns into a crisis is usually due to the deficiency in school structure,
such as ineffective resources management, unclear job allocation, backward
knowledge and technology, and government of men without systematic pro-
cedures. Prevention of crisis, as a result, should start with consolidation of
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school structure, development of an explicit job allocation and ministerial
system, a clear statement of school policies and administrative procedures,
and a clear definition of roles. Schools should also prepare adequate resources
and purchase insurance against hidden risks in order to minimize the impact
of crisis.

Besides strengthening the general organizational structure, schools may
also establish a crisis prevention/intervention team:
� to explore hidden risks inside and outside schools;
� to identify and classify the origin, nature and degree of impact of crisis;
� to list the potential hazards in campus, fire and traffic accidents or those

related to school activities;
� to have a clear statement about strategies and ways of coping with par-

ticular types of crisis; and
� to suggest preventive measures for controlling and eliminating possible

risks.
Schools should provide crisis management training to the team, or share

experience from other schools to help members to have psychological and
technical preparedness for crises. Drill for different crises, e.g. periodical fire
drill, may be also implemented in order to strive for improvement in coping
methods and develop a positive attitude towards crises. This practice may help
members to stay calm once an incident comes (Raffan, 1984);

1. Human Relation Perspective: If organization members are pessimistic, lack
of aggressiveness and mutual trust, accidents will be easily occurred and give
rise to school crises. In view of this, the physical and mental health of ad-
ministrators, teachers and pupils should be enhanced; their ability of personal
and social adaptation should be promoted in order to establish good principal-
teacher and teacher-pupil relationship, and hence a school-community net-
work for preventing crises and eliminating subjective damage as derived. A
task group on internal and external communication should be set up, members
of which are equipped with related knowledge and skills to handle the job.
Misunderstanding and fear can be avoided if there are effective channels to
communicate the crisis. Otherwise, it may prevent others from offering help,
or even encourage the spread of rumor that is harmful to the school;

2. Political PerspectivePP : If there is a conflict of interests among school members
and abuse of authority in management level, members may tend to create or
make use of a crisis to change the structure of authority. Crisis prevention
from this perspective can be done by the following ways:
� promoting group intimacy;
� increasing transparency and involvement in formulating school policies,

so that members can have a thorough understanding of their own authority
and responsibility;

� maintaining alliance with external organizations to seek mutual support
once a crisis occurs;

� establishing a sound governing structure to avoid confusion of authority
resulted from alteration of leading staff; and

� avoiding organizational or personal conflict of interest induced from the
process of crisis management;
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3. Cultural Perspective: School members may lose their direction and confidence
in the face of crises if they do not have shared visions and beliefs. Crises can
be prevented by strengthening the organizational culture and sharing common
values and beliefs. This can be done by formulating clear visions, missions,
values and beliefs of the school and promoting an open atmosphere, so that
all members can learn the school’s educational beliefs from the established
visions and missions, and the real life experience in school. Schools should
put effort in promoting teachers’ morale, sense of belonging, involvement
and satisfaction to minimize the impact of a crisis. Once parents realize the
values and beliefs of the school, and trust its operation and responsibility, they
would work with school members to cope with difficulties together;

4. Learning Perspective: Learning and school crises have two aspects of mean-
ing. One implies that the vital role of a school is to educate pupils. It is a
place where teachers deliver knowledge to pupils, and it is also a place for
pupils to learn and grow. A school would lose its reputation if it became a
place for selling certificates instead, which would be a worrying crisis. The
other aspect of meaning regards a school as an organization which facilitates
learning of all its members and continually improving and developing itself
(Dodgson, 1993). If a school did not learn from mistakes, it would not be able
to mediate and improve itself to deal with crises.

Therefore, a school should pay a close attention to social, economical,
technical and political influences on education for prompt mediations, and
promote a climate of continuous learning among administrators, teachers
and pupils. For teacher development, it should also have a constant analysis
of education issues in order to strengthen the professional connection with
the community. Teachers, pupils, school management committee and parents
should have opportunities to learn from the past experiences of their schools
or other schools how to react to catastrophes. This may enhance members’
awareness of potential crisis and avoid undesirable consequences due to ig-
norance of school crises.

The prevention of school crisis, in conclusion, depends on the elimination of
causes and preparation for undesirable incidents so as to lessen the impact of potential
crises. The above five perspectives reveal different ways of prevention. The structural
perspective calls for the establishment of a sound system and countermeasures to
eliminate possible causes of crisis, especially physical, physiological and mental,
and contextual ones. The human relation perspective advocates the development of
good interpersonal relationship in order to relieve subjective damages that may be
probably derived.

The political perspective stresses on the openness of political environment in
school to prevent conflict of authority resulted from crises and may be favorable
for the elimination of political disorder causes in school. The cultural perspective
holds the belief that a stable and healthy school culture can help eliminate unethical
or immoral causes of crisis, and reduce credibility crises. The learning perspective
encourages continuous learning to prevent the occurrence of crises due to stereotyped
practices and lack of awareness.

Each of the five perspectives has its own characteristics. They look into different
aspects of the complexity of school crises, analyze the causes, and suggest ways
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for intervention from multiple perspectives. Their focuses are different but com-
plementary to each other. The application of multiple perspectives provides a more
comprehensive approach to school crisis prevention.

5.2. Crisis Control

The occurrence of incidents inside or outside an organization may be a warning
signal of a crisis. School members should identify the problems and solutions. When a
normal mediation process does not work, it will be a turning point in the consideration
of crisis control. The awareness of any explicit or implicit message of emerging school
crisis will be very crucial to the search of any means for managing and controlling
the happening of this crisis.

Researchers of crisis management believed that the direction and course of crisis
are controllable. Understanding the course of crisis is helpful to the development of
crisis control strategies and skills (Caudle, 1994; Benson, 1988). Comparatively, we
can easily figure out solutions for explicit crisis but not for implicit one as it has not
yet emerged. Even though control strategies are planned, they may not be effective
in controlling implicit crisis at all. However, it does not mean that there is nothing
we can do. There are some essential control procedures and principles which may
transform and relieve crises. In accordance with the literature reviewed (Sellnow &
Ulmer, 1995; Sturges, 1994; Moriarty et al, 1993; Egelhoff & Sen, 1992; Regester,
1989), the basic procedures of crisis control are listed below:

1. Collecting Information: ToTT collect relevant information and basic facts and
figures of the crisis before identifying the coverage area of the crisis. This
can reduce objective or subjective damages resulted from uncertainty and
instability of crises. In this case, information is necessary to the crisis-solving
ability;

2. Analyzing the Situation: To vTT erify the collected information and identify their
relevancy from various perspectives in order to understand the main issues
and factual picture of the crisis;

3. Establishing a Crisis Control Center: ToTT promptly establish a contingency
response group of experienced school members to cope with a crisis through
joint effort. The group may also help with the development of strategic plans by
collecting information and analyzing the situation. In facing crisis, the school
with such a crisis control center can provide a clear leadership and operation
unit to coordinate and mobilize the necessary personnel and resources to
control and manage the course and impacts of the crisis. School supervisors
should also be immediately informed of the situation in order to gain support
and understanding;

4. Managing Information: To bTT uild a united communication network and take
it as the only channel for information release. All relevant parties should be
informed of accurate and updated information at the right moment in order
to promote coordination of crisis control. Communicating with internal and
external parties about the situation may prevent the occurrence of possible
subjective and potential crisis as derived. Information management may also
collect different opinions of crisis control, so that necessary modification of
action plans can be carried out to minimize the loss. All information relevant
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to the course of crisis would be collected under a sound management system.
Administrators only have to analyze the information at hand to understand
the effectiveness of their crisis management strategies;

5. Identifying Members Which May be Affected: To keep close contact with
affected members and provide them with necessary assistance in order to
minimize the damage;

6. Making Use of Organizational Authority: Unity is strength. When the mem-
bers are united and coordinate closely with each other, not only crisis control
but also prevention and follow-up work can be done more effectively;

7. Seeking External Help: ToTT seek help from external expertise when necessary
to develop tactics in joint effort.

Prompt control and management are needed once a crisis occurred. The above
procedures are based on the structural perspective which focuses on devising system-
atic action plans to collect information, analyze the situation, manage information,
support affected parties and solve problems in joint effort. The suggested procedures
may provide a framework for coping with crises, whereas its operation should be
supported with the human relation perspective, the political perspective, the cultural
perspective and the learning perspective in analyzing and estimating the impact on
these aspects, and implementing corresponding control action.

In view of the mentioned perspectives, schools may also make use of their
strengths in the structural, human relation, political, cultural and learning aspects to
defuse crises. This point of view has been discussed in the crisis prevention section
before.

Aside from implementing step-by-step a crisis control plan, schools should pay
attention to some of the following concrete principles in the process (Smiar, 1992;
Cheng, 1996):

1. Be psychologically prepared for crises. Prepare for the worst and hope for the
best to deal with difficulties;

2. Be confident and calm when communicating with the media; assure that the
school is confident and capable of coping with the problems with concrete
action plans; show the sense of responsibility and sincerity, and be considerate
towards individuals being directly or indirectly affected;

3. Communicate effectively; avoid undesirable effects resulted from delivery of
wrong messages that increase the complexity of crises;

4. Control direct and explicit damages and deal with the affected parties to limit
the seriousness of damage;

5. Prevent potential and indirect damages and stop the fast spread of subjective
damages;

6. The benefit of pupils should come first. The general interests and needs of,
and education principles for pupils should be the guidelines of action;

7. Pay attention to the pace and timing of control: As a crisis is usually an
emergency which requires immediate action, timing is critical;

8. Introduce a dynamic style of management: A crisis is an ongoing incident. In
order to understand and control a crisis, any premature view of categorizing a
crisis should be avoided, particularly when the subjects and the areas involved
are not yet identified. The priori prediction is definitely not favorable for
resolving crises.
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5.3. Post-Crisis Follow-up Work

The content of crisis management covers all aspects and the whole process of a
crisis. The key points of post-crisis follow-up activities are to evaluate and remedy for
the possible damage, and learn by experience to explore redevelopment opportunity.
The following points should be noted when carrying out the follow-up procedures
(Wassom, 1995; Siegel, 1991; Cheng, 1996):

1. Paya Attention to and Assess All Possible Damages: This includes the assess-
ment of subjects of damage, direct and indirect damage, explicit or implicit
damage, short-term or long-term damage, and objective or subjective damage
before devising any compensation plans;

2. Mobilize Related Parties to Implement Remedial Actions: Mobilizing all pos-
sible human resources includes related external and internal parties to take
part in remedial actions. For example, after the serious hill fire claimed the
lives of a group of teachers and pupils who were in an outing, the Education
Department of Hong Kong government sent several counselors to help the
survivors and other students to relief from the psychological shock and grief;

3. Sum Up the Outcomes and Experiences: Learn by experience. Summarizing
the experience in a crisis can contribute to the future prevention/ intervention
work. Accumulation of knowledge and experience is essential to those in
charge of crisis management. If school administrators can keep learning and
applying the knowledge about crisis, it must be useful for tackling similar
problems in the future;

4. Explore Opportunities and Lessons Brought by the Crisis: School members
might experience different impacts after a crisis. They may have new and
unforgettable experiences that change their thoughts and behaviors, or induce
them to explore changes and question existing practices. The existing views
and ideas about the school operation and practice might have been challenged
to become less rigid and subject to some changes. In other words, crises may
bring along opportunities and lessons which help the school and its members
to develop and improve. These opportunities should be explored;

5. Plan for Future Actions: School development is often based on the past ex-
periences. It is important for a school to keep moving forward after a crisis.
The best way to repair the damages is to treat it as a new development op-
portunity and be ready to plan for future actions. The direction of school
development, of course, can take the basis of the structural, human relation,
political, cultural and learning perspectives and strengthen the functions in
these areas. Schools may also make use of the five perspectives in preventing
reoccurrence of the crisis or relieving damages brought.

6. THE APPLICATION OF MULTIPLE PERSPECTIVES

The focus of crisis management varies among the five perspectives. The structural
perspective takes into account of the daily operation system of schools, and the
structural damages of crises to management, teaching and learning. It advocates the
establishment of a crisis management system to manage the course of crises and
devise appropriate strategies to control their impact. The human relation perspective
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highlights the key elements of mankind in management of crises. It considers the
stress the members have and makes use of human networking, relations and resources
to solve problems.

The political perspective looks into the roles of power and conflict. It takes
account of the conflict of interest and imbalance of power resulted from school crises.
It emphasizes the importance of general interest in the process of crisis prevention
and control by mobilizing effort of various parties to cope with the crises. The
cultural perspective examines the values and beliefs of a school. It realizes that
through encouraging members’ commitment to the common beliefs in the course of
a crisis, the derivation of confidence crisis and subjective damage can be avoided. The
learning perspective regards crises as valuable learning opportunities. It points out
that schools should learn by experiences and cherish the opportunities to consolidate
the skills and experiences they have.

The five perspectives, obviously, have their own strengths and limitations. For
example, the structural perspective stresses on the function of systematic procedures
which can help manage crises; but if the aspects of human relation, conflict and bal-ww
ance of interest, and common beliefs amongst members are ignored, those procedures
may not be effective in long-term. If emphasis is only put on human relations regard-
less of the recommendations suggested by other perspectives, the impact would also
be limited.

As Bolman & Deal (1997) pointed out, these perspectives have their strengths
and weaknesses in a management point of view and their effectiveness would vary
from context to context. School management should have a long-term and compre-
hensive vision by integrating the five perspectives. Managing a school with multiple
perspectives not only puts a positive effect on the elimination of physical, physi-
ological, mental, contextual, ethical, moral and disorder causes of crises, but also
contributes to crisis prevention and management.

7. CONCLUSION

There was limited discussion about school crises in the education field, and very
little research was done on the related issues. A school crisis may trigger or involve
many school variables that can impact widely. As a variety of management elements
are involved, a comparison of cases or in-depth case study is essential for studying
the related issues and advancing useful experiences, strategies and knowledge for
management of school crises.

The multiple perspectives proposed in this chapter are powerful to crisis manage-
ment. It is recommended that research on school crises can be conceptualized with
reference to the five perspectives. By integrating the strengths of different perspec-
tives, we can have a better understanding of various types of school crisis, evaluate the
whole management system, and explore the principles and strategies of prevention,ww
control and follow-up work.

Since all schools may possibly encounter crises in a fast changing education
environment, school members should have an understanding of what a crisis is, and
be alert to its occurrence. There should be plans for crisis prevention/intervention
and control developed in schools. To meet this requirement, schools need to establish
a crisis management system that includes a crisis prevention and action team to
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explore the potential crises and plan prevention strategies. The nature, approach and
method of crisis handling should be clearly described in a guidebook or handbook for
information of school members in taking action for prevention, control and follow-up
of various types of school crisis.

If we learn from the past, school crisis can be as manageable as routine ad-
ministration. In the past years, schools often experienced some crises of different
scales. If the action plans, evaluation reports of implementation and post-crisis
reports of each of these cases can be systematically documented, they must be a
very useful source of reference for school members themselves and other interested
parties.

It is hoped that the five perspectives mentioned in this chapter can provide educa-
tors and school practitioners a comprehensive and powerful framework to understand
and manage various types of school crises in such a challenging environment in the
Asia-Pacific Region and other international contexts.

This chapter was based on Cheng, Y. C. & Ng, K. H. (1997). The conception and
management of school crisis: Multiple perspectives. Education Journal, 25(1), 1–13.
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