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ABSTRACT

The Manitoba K-54 Education Agendafor Student Success 2002-2006lists six priorities,

one of which is to "strengthen links among schools, families, and communities." In other words,

the province supports the notion of building social capital among educational stakeholders. This

qualitative study presents six educational leaders' perspectives of social capital in Overland

School Division in light of the aims of public education, approaches to educational leadership,

and the concept of social capital. Data was drawn from three focus group discussions and three

individual interviews resulting in 124 transcribed pages. The study concludes with the

implications of building social capital for school leaders in their efforts to meet educational

objectives. On the basis of the findings, several conclusions were drawn. First, principals'

abilities to create and sustain social capital are crucial, not only for ensuring best teaching and

learning, but for its impact on student success. Second, social capital can be seen as an

opportunity for principals to invest in the human resources needed to develop the future skills

and expectations of students as they become contributing members of society. Finally, building

social capital provides principals with the opporlunity to recapture a sense of vocation associated

with school leadership, the purpose of which lies in meeting fundamental educational aims.
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CHAPTER 1

INTRODUCTION TO THE STUDY

The Research Question

In August 2002, Manitoba Education and Youth (MEY), now known as Manitoba

Education, Citizenship, and Youth, published Manitoba K-54 Education Agendafor Student

Success: 2002-2006, which provides a set of priorities for education in Manitoba and forms the

basis for communicating actions to be taken to improve the province's present education system.

The docurnent reflected the Departrnent's current priorities and was developed through broad

consultation with students, parents, teachers, administrators, school board members, and other

community representatives. Its purpose v/as to help educators focus on accountability, openness,

responsiveness, partnership, consultation, and research by highlighting six priorities to be

addressed by 2006. One of the six included strengthening links among schools, famílies, and

communities. Stakeholder involvement is considered an essential component for student success

throughout a child's schooling and life. In essence, the provincial government recognizes the

importance of building social capital (Coleman, 1990) or using human resources within social

relationships between and among various constituent groups in education.

The purpose of this study is to examine how one particular group of educational leaders

in Overland School Division (the fictitious name of a school division located in the province of

Manitoba, Canada) attempt to build social capital between themselves and parents, students and

teachers in their respective communities. The study will:

1) describe the various purposes of public education;

2) present an overview ofeducational leadership; and

3) discuss how social capital fìts into an examination of leadership in Overland Division.



More specifically, the research question that guides this particular study is: What are the

perceptions of school leaders in Overland School Division as they attempt to build social capital

with members of the other educational stakeholder groups?

The Aims of Public Education

Why does society support a public education system? Generally speaking, formal

education serves a variety of purposes that are directly related to student leaming. These

educational objectives may include individual, provincial, and societal aims. According to Adler

(1982), there are three ways in which the individual's mind can be improved in public education.

This occurs through the:

1) acquisition of organized knowledge by various means of instruction;

2) development of intellectual skills by means of independent practice; and the

3) active participation of individuals within group discussions and questioning.

In essence, it is reasonable to suggest that formal education serves the purposes of developing

individual student leaming through instruction, skill developrnent, and the interaction of group

members.

In Canada, provincial governments traditionally outline their aims for public education.

As mentioned, Manitoba's current govemment has provided a set of public priorities to be

addressed during the years 2002-2006. One of these priorities, strengthening links among

schools, families, and communitíes, suggests that all constituents in public education (e.g.

parents, students, teachers, etc.) need to work together to make public schools as good as they

can be to meet both educational and societal objectives. In fact, a primary purpose of public

education is to show individuals how they can function together in a society (Saul, 1995). To this



end, Adler (1982) argues that, without exception, schools should have the same three objectives

for all students. These objectives include preparing students to:

1) continue learning after high school graduation;

2) show responsible citizenship in the larger society; and

3) enter the world of work at the end of high school training.

But the question remains, "How do schools achieve these kinds of objectives and what kinds of

leadership are needed to facilitate action? While the research question does not specifically

address the issue of educational leadership, the study does attempt to respond to the challenges

that educational leaders face on a daily basis when interacting with other interested parties in the

school community.

Educational Leadership

The quality of leadership in public education has long been a source of discussion and

debate. Research in school leadership has increased in recent years as the potential for school

administrators to improve their skills and abilities has become better understood. The issue of

effective leadership in schools is similar to leadership in other organizational systems because it

is essential for the success of all organizations. In other words, the general success of students in

schools can be closely linked to effective school leadership. Furthermore, school leaders have the

potential to create an environment of safety, encouragement, and mutual trust that sustain the

group's community spirit over time (Stoll, Fink, & Earl, 2003). In essence, they can be

considered the key players when it comes to building social capital in schools.

Generally speaking, opportunities to show leadership in educational settings can develop

from a wide range of stakeholders, such as parents, students, and teachers. But, because of their

formal designation, school principals have greater access to the school's organizational system, a
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claim to historical authority within the hierarchical structure, and the weight of meeting

individual, community, and societal expectations. In other words, school leaders have the formal

authority to influenc¿ other educational constituents (Yukl, 1998). Specifically, they have the

potential to build relational trust (Bryk & Schneider,2002), to focus the school's long term

planning and visioning, to aTrange discussions about student learning and teacher methodology,

and to enforce the implernentation of policy and practice. Furthermore, the success of these goals

may be dependent on specific leadership styles, which in turn, affect the amount of social capital

that may be generated.

While there are a variety of models that attempt to differentiate between styles of

leadership (e.g., Bass, 1990; Blake & Mouton, 1985; Cartwright & Zander,1953; Hodgkinson,

1997;Kunz & Hoy, 1976; Stogdill, 1948), Leithwood & Duke (1999) provide the most

comprehensive framework to understand educational leadership to date. They suggest that there

are six distinct, yet congruent, models of educational leadership. They identified these models

through in-depth analyses of a vast representative sample of contemporary literature concerning

leadership in schools, a sample intended to reflect the result of the previous century's quest for

the meaning of educational leadership. Although there some are overlapping characteristics,

Leithwood & Duke (1999) suggest that these models of leadership include:

7) Instructíonal Leadership - This model generally consists of th¡ee broad types of

leadership practice: defining the school mission; managing the instructional program;

and promoting school climate.

2) Transformational Leadershíp - This change model focuses primarily on supporting

organizational values and structures that enhance the potential for both individual and

school improvement.
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Moral Leadership - This type of leadership centers on the school leader's personal

ethics and values when making decisions in order to reflect socially democratic

principles.

Participatory Leadershíp -This consultative model stresses group leadership and

decision-making skills in order to improve the effectiveness of school organizations.

Manageríal Leadership - This system's model focuses on organizational tasks, which

are intended to meet educational objectives using timely and efficient strategies.

Contingent Leadership - This broad model of leadership promotes individual

practices in response to a wide range of situations, which can occur within a variety

of educational contexts.

What, essentially, are the common elements of these models of leadership? According to

Stoll, Fink, &Earl (2003),leadership is more than a technical activity intended to implement

someone else's change agenda. Moreover, Sergiovanni (2000) suggests that, "leadership should

be regarded as a force that not only changes, but also protects and intensifies a school's present

idea structure in a way that enhances meaning and significance for students, parents and teachers,

as well as members of the school's local community" (p.127). While the core values of school

leadership should be considered purposeful, rational, and firm, they should also be dynamic,

flexible, and humane.

To some degree, each of the six leadership styles presented above support the notion of

developing a purposeful direction for schooling by fostering the development of social capital.

Some models are more consistent with this concept then others due to the fact that they align

themselves closer to the notion of investing in relationships based on trust and reciprocity.

Others are based more on authority relations, information exchange, noÍns and sanctions, or

3)

4)

s)

6)



obligations and expectations. For example, it can be argued that transformational, moral, and

participative leadership models are most consistent with the relational aspects of social capital,

while instructional, managerial and contingent models place greater emphasis on the obligations

and expectations of the various stakeholder groups. In order to meet various educational

objectives, however, school leaders must create and sustain the networks of relations found

between and among members of the school community. In fact, it can be argued that, by

investing in social capital, school leaders have the greatest potential to meet the fundamental

aims of public education, regardless of their leadership style.

Furthermore, for the purposes of this study of social capital, principals'perceptions of

these specific models were not measured. While it can be considered tightly aligned with the

theory, educational leadership is secondary to this particular examination of social capital. The

purpose of including notions of educational leadership in this research study is to provide a

context for understanding the connections between school leaders and the other educational

constituents.

Educational Leadership and Social Capital Theorv

Generally speaking, individuals need to acquire basic knowledge, skills, and capabilities

to be productive members of an organization, such as a school. V/ithin the social context, these

essential resources are manifested in the relations between and among people, both personal

relations and networks of relations. This practice is known as building social capital (Coleman,

1990). According to educational theorists, public schools need to develop social capital to

produce citizens who have the commitment, skills, and disposition to foster noÍns of civility,

compassion, fairness, trust, collaborative engagement, and constructive critiques under



conditions of great diversity (Fullan, 200i). There are four types of social capital that can be

developed. They are:

I) Authority Relations - There are formal and informal designations of leadership that

exist among individuals within social statuses, including principals, parents, students,

and teachers.

2) Information Exchange - As contributing mernbers of various social groups, such as

those found within educational settings, we gain inside information from members of

the group that is not otherwise attainable and which may lead to short or long term

opportunities.

3) Norms and Sanctions - This type of social capital includes standard rules of

behaviour and methods of enforcement of social conduct. More specifically, two of

the many roles school principals have include modeling appropriate behaviour and

encouraging others to behave in acceptable ways.

4) Obligations and Expectations - As members of an organization, we recognize the

obligations and expectations to reciprocate when someone shares his or her resources.

In other words, the work that principals do when interacting with parents, students,

and teachers involves certain expectations and obligations.

Each of these forms of social capital was explored in this research study. School leaders

were asked how they attempted to generate these specific types of social capital between

themselves and the parents, students, and teachers in their respective communities within the

Division.
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Educational Signifi cance

How relevant is this sociological study of school leadership compared to the plethora of

research done in recent decades? More specifically, how does a social capital perspective of

educational leadership in Overland School Division fit into alarger discussion of our public

education system and what are the possible implications for educational leaders in Overland

School Division in their attempts to build social capital with other educational stakeholders?

First, there can be both positive and negative implications for making personal connections and

forming networks of relationships with specific individuals or educational constituent groups.

Can building social capital in a school be a mixed blessing? Second, creating social capital with

one group of stakeholders may have an adverse effect on relationships with other groups. What is

the impact of building social capital on the fundamental aims of education and is this always

effective? Finally, it is crucial for school principals to foster personal relations and social

networks as resources to enhance their schools. It is important to have both a sense of social

responsibility and personal commitment when attempting to meet the objectives of the public

education system. However, what is more important: instructional leadership or relational

leadership?

The learning community not only involves the school's staff but also actively engages its

parents, students, and the wider community in learning that enhances the organization's

purposes. Educational leaders need to make connections among all people in the school

community-parents, students, and teachers-and between the school and the larger community

(Stoll, Fink, & Earl,2003). This study suggests that creating social capital between formal

educational leaders and their constituents is of utmost importance to meeting individual,

provincial, and societal goals in public education. This not to say that the theory of social capital
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provides all the answers to questions about what may be wrong with our current public education

system. However, the concept of social capital does help to explain why educational leaders must

build relational trust (Bryk & Schneider,2002), which is necessary to meet educational

objectives.

Limitations of the Studv

There are several limitations to this study. First, the study is qualitative in nature and does

not include any quantitative measure of social capital. Further studies should combine both

qualitative and quantitative approaches to examining social capital in educational settings.

Second, only one specific population is sampled. The investigation of six principals' perspectives

about building social capital in Overland School Division means that the results may be

genetalizable only to that division. In fact, the findings may not even be representative of alt 22

Overland administrators since the sarnple is relatively small. Furthermore, an investigation into

the perceptions of school leaders in other school divisions, in urban centers for example, may

produce somewhat different results. Finally, this study does not provide the perspectives of the

other educational stakeholders mentioned in the study (i.e., parents, students, or teachers) on the

relationship between educational leadership and social capital theory. The rationale for the study

was simply to better understand principals' perceptions of their day-to-day interactions with the

other stakeholders.

An Overview of the Study

Overland School Division is located in southeastern Manitoba and employs 22 school-

based administrators in 16 schools. While all administrators were eligible to participate, only six

of these principals and vice principals opted to be involved in three 45-minute focus group

discussions as outlined in the participant consent form (Appendix A) due to the busy nature of
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their lives. As a result, the researcher felt fortunate to have the participation of the six principals

who did volunteer to be subjects in this study. In addition, these individuals were told that they

might be invited to participate in individual follow-up interview sessions lasting approximately

30 minutes. The purpose of the follow-up individual interviews was to allow the researcher to

ask specific participants to elaborate on comments made in the previous focus group discussions.

There was no effort to screen volunteers on variables such as experience, gender, or age.

Fortunately, the administrators who volunteered represented a wide range of educational levels;

in particular, the 6 volunteers included two K-6 principals, two K-S1 principals, one 7-S4

principal, and one S2-S4 regional school vice-principal. Gender differences included four males

and two females ranging in age from 42 to 53 years. The years of administrative experience

among the six subjects ranged from three to twenty-tv/o years. In general, the participants

represented the various school levels, gender, age, and administrative experience in Overland

School Division.

Questions during the three focus group discussions concentrated on how educational

leaders build social capital with particular stakeholder groups-parents, students, and teachers.

All focus group discussions and interview sessions were facilitated by the researcher who used

the protocol for either the focus groups (Appendix B, C, or D) or individual interviews

(Appendix E, F, or G). Since focus group discussions and interview questions were designed to

be open-ended, the exact wording of questions and comments by the researcher varied slightly

from one occasion to the next.

Generally speaking, the questions were based on the four types of social capital described

earlier. First, in addressing authority relations, the subjects in this study were asked to identifi

formal and informal leadership roles which develop between them, as school leaders, and the
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other interested educational partners within their school communities. Second, in addressing

information exchange, the subjects were asked to explain the methods of communication

fostered between them, as school leaders, and the other stakeholders within their schools. Third,

in addressing norrns and sanctions, school leaders were asked to explain standards of behaviour

and the sanctions used to promote these standards. Finally, in addressing obligations and

expectations, the research subjects were asked to identifu and explain the sense of trust and

reciprocity that exists between them and parents, students, and teachers.
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CHAPTER 2

REVIEW OF THE LITERATURE

Introduction

This chapter reviews the related literature and relevant research in the areas of public

education, educational leadership, and social capital theory. First, the review focuses on the

pu{pose of public education, definitions and models of educational leadership, and the origins,

meanings and dimensions of social capital theory. Then, the review focuses on the concept of

social capital in educational settings and the implications of this concept for educational

leadership. The point of this literature review, then, is to provide a theoretical framework for the

practical application of social capital in public schooling. More specifically, it is intended to

provide the rationale for school leaders to invest in relationships with other stakeholders in

education.

The Purpose of Public Education

It has been argued that leadership in schools may originate from a wide range of

educational constituents, not only resting within the principal's chair (Lambert, 2003). However,

discussions about the meanings and modes of educational leadership are pointless without an

understanding of the various reasons for public education itself. Generally speaking, formal

education serves a variety of purposes that are directly related to student learning. These

educational objectives may include individual, provincial, and societal aims.

Public Education and Individual Aims. According to Adler (1982),the individual mind

can be improved within the context of public education through the:

1) acquisition of knowledge by means of instruction;

2) development of intellectual skills by means of coaching and supervised practice; and
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3) communication of ideas by means of group interaction.

In essence, formal education serves the purpose of developing individual thinking and

learning through instruction, skill development, and group discussion.

Public Education and Provincial Aims. On a larger scale, the Manitoba government has

outlined its aims for public education. Manitoba Education and Youth (2002) provides a set of

priorities for education and is the basis for communicating actions to be taken to improve the

province's education system. This initiative "reflects the government's priorities for sfudent

leaming and was developed through broad consultation with students, parents, teachers,

administrators, school board members and other community representatives" (p. 1).

The document was designed to help educators focus on accountability, openness,

responsiveness, partnership, consultation, and research. It highlights six priorities to be addressed

by 2006. These priorities include:

1) improving outcomes, especially for less successful leamers;

2) strengthening links among schools, families, and communities;

3) strengthening school planning and reporting;

4) improving professional learning opportunities for educators;

5) strengthening pathways between secondary schooling and work; and

6) linking policy and practice to research and evidence.

The Manitoba K-54 Education Agendafor Student Success (2002) provides guidelines to

allow all constituents in public education to work together to make public schools as good as

they can be. While the basic priorities are set, changes can, and will, be made to the specific

actions if it appears that such changes will best help to realizethe department's goals. According

to the document, "there is also room for alternative approaches to the priorities at local division
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and school levels provided that these approaches are developed through community dialogue.

The Department is committed to an open dialogue with educational partners to ensure that these

interest goups work together for the benefit of students, families and communities" (p. 17).

Public Education and Societal Aims. According to Saul (1995), a primary purpose of

education is "to show individuals how they can function together in a society" ft). 138).

Moreover, Adler (1982) argues that, without exception, schools should have the same three

objectives:

1) Students must be prepared to carry on learning after graduation from high school.

Schooling is the beginning of education and it must prepare students for a life of

learning;

2) Schooling must prepare students for full participation in a democratic society. It is not

enough that citizens vote; they must possess habits of informed discretion so that they

can analyze issues, engage in debate, and vote intelligently; and

3) Schools must prepare all citizens to earn a living.

These three objectives are achieved not only through specialized study or vocational

training, but also through a general liberal education. In attempting to meet these societal goals,

all educators (including school administrators) are to encourage life-long learning, to promote

citizenship, and to prepare students for the world of work in their capacity as both formal and

informal school leaders.

Generally speaking, a wide range of stakeholders, including specifically parents, students,

and teachers, may exercise leadership in education. Lambert (2003) argues that although teachers

are at the core of leadership capacity, principals hold a unique position in schools. Because of

their formal designation, they have greater access to the school's organizational system, a claim
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to traditional and legal authority, and the weight of meeting individual, community, and societal

expectations. "They have the potential to build trust, focus the school, arrange and uphold

discussions about student learning and teacher methodology, and can insist on the

implementation of policy and practice. As long as we have schools that need to be improved or

improvements that need to be sustained, the role of the principal will be important" (p. 43). For

these reasons, school administrators are central to a discussion of building social capital in

education.

Defining Educational Leadership

What do we mean by educational leadership? Leithwood & Duke (1999)provide us with

a perspective that serves as a useful point of departure. They suggest that, "it is important to be

clear at the outset that what has been learned about leadership in schools over the last century has

not depended on any clear, agreed-upon definition of the concept, as essential as this would seem

at first glance" (p. 45).Yukl (1998) agrees with this perspective when he states That,"itis neither

feasible nor desirable at this point in the development of the discipline to attempt to resolve the

controversies over the appropriate definition of leadership. Like all constructs in social sciences,

the definition of leadership is arbitrary and very subjective. Some definitions are more useful

than others, but there is no correct definition" (pp. 4-5).

Although Yukl (1998) suggests that there is a lack of consensus about the precise

meaning of leadership, he does, however, find some relational similarities. He claims that, "most

definitions of leadership reflect the assumption that it involves a social influence process

whereby intentional influence is exerted by one person for group] over other people lor groups]

to structure the activities and relationships in a group or organization" þ. 3). Chemers (1997)

offers a simpler definition of leadership. He states that, "leadership is a process of social
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influence in which one person is able to enlist the aid and support of others in the

accomplishment of a common task" (p. 392).

Leadership can be examined not only as a property of individuals, but as roles and

processes within school organizations. Ogawa & Bossert (1995) support the view that

"leadership is a quality of school organizations, which flows broadly through social networks

and roles" (p. 393) while Smylie &Hart (1999) support the notion of leadership as an

organizational property of schools. In terms of both individuals and organizations, then,

Leithwood & Duke (1999) argue that, "by identifying the interacting elements which may

generate influence and by discussing these models of influence, relational conceptions of school

leadership may be developed" (p.46).

In essence, influence can be considered an integral part ofleadership in general and, in

turn, can be linked specifically to notions of formal school leadership. In support of both yukl's

and Chemers' perspectives, Leithwood & Duke (1999) argue that "most of the variation in

leadership concepts, types, or models might be accounted for by differences in who exerts

influence, how influence is exerted, the purpose for the exercise of influence, and its outcomes"

(p. 46). These views of school leadership can be explained within the context of an individual's

actions, specifically those of formal school administrators. For this reason, a clear understanding

of the social relationships found in schools and the measurement of school leaders' perceptions

of influence are central to this study of educational leadership in Overland School Division.

Models of Educational Leadership

As stated previously, Stoll, Fink & Earl (2003) suggest that school leadership should be

purposeful, rational and firm as well as dynamic, flexible and humane when attempting to meet

educational objectives. Given that arguably one of the aims of schools is to foster positive
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relationships within the school community, it is important to consider which models of

leadership attempt to create and sustain social capital between school leaders and other

educational stakeholders. In other words, which models of school leadership are most congruent

with social capital theory? While this questionis not the primary focus of this particular study, it

supports the notion of investing in the relationships that are formed between various stakeholder

groups and educational leaders. Furthennore, given the complexity of educational leadership and

the fact that principals use several adrninistrative styles throughout their day, the researcher was

not able to explore other perspectives in practical terms.

Leithwood & Duke (1999), suggest that models of educational leadership may be

separated into six categories. They identifli these models through their in-depth analyses of a vast

representative sample of contemporary literature concerning leadership in schools, a sample

intended to reflect the result of the previous century's quest for the meaning of educational

leadership. Based on their surnmary of the literature, they are able to differentiate between

instructional, transformational, moral, participatory, managerial, and contingent leadership.

Instructional Leadership. According to Leithwood & Duke (1999),instructional

leadership "typically focuses on the behaviours of teachers as they engage in activities directly

affecting the growth of students" (p.47). However, other perspectives of instructional leadership

assign authority and influence to formal roles such as those of school administrators. principals,

therefore, assume substantial influence through their expert knowledge. The most completely

tested model of instructional leadership consists of three broad types of leadership practice:

defining the school mission, managing the instructional program, and promoting school climate.

Related to these broad categories of practice are a total of 2i more specific roles such as setting

school priorities, supervising instruction, and promoting best practices. According to Leithwood
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& Duke (1999), "considerable research has accumulated in support of the contribution that these

leadership practices and functions have had on student achievement as well as other types of

outcomes" (p.47).

Transformational Leadership. Leithwood & Duke (1999) state that at the heart of

transformational leadership "is the commitments and capacities of organizational members" (p.

48). This perspective concentrates on educational leadership along seven dimensions: building

school vision, establishing school goals, providing intellectual stimulation, offering individual

support, modeling best practices and irnportant organizational values, demonstrating high

performance expectations, creating a productive school culture, and developing structures to

foster participation in school decisions (Leithwood,1994). Transformational leadership involves

not only a change in the purposes and resources of those involved in the leader-follower

relationship, but an increase of both-a change "for the better." Burns (1978) states that,

"transformational leadership ultimately becomes moral in that it raises the level of human

conduct and ethical aspiration of both leader and led, and thus has a transformational effect on

both" (p. 48).

Moral Leadership. The focus on moral leadership, according to Leithwood & Duke

(1999), "is on the values and ethics of the leader, so authority and influence are to be derived

from defensible conceptions of what is right and good" (p. 51). According to Hodgkinson

(1991), the issues of greatest importance to those studying moral perspectives on leadership is

the nature of the values used by leaders in their decision making and how conflicts among values

can be resolved. At the heart of Hodgkinson's (1991) position on the nature of administrative

values is an "anal¡ic model of the value concept" (p. 51).This model includes three categories

of values differentiated from one another by their adequacy in justifuing administrative choices:
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Level 1 (principles); Level 2N2B (consequences/consensus); and Level 3 (preferences). In

general, the model suggests that leaders choose higher (Level 1) over lower level (Levels 2 and

3) values when faced with value conflicts. Another facet of moral leadership focuses on the

nature of the relationships among those within the organizationand the allocation of power

between stakeholders both inside and outside the organization. In this sense, Leithwood & Duke

(1999) conclude that, "moral leadership values the wide participation and inclusive nature of

public education as a reflection of the democratic principles of our society" (p. 51).

Participatorv Leadership. Leithwood & Duke (1999) argue that participative leadership

"stresses the decision-making processes of the group" (p. 51). One perspective within this

category of leadership argues for such participation based on the belief that it will improve

organizational effectiveness. A second perspective implies the need for participation based on

democratic principles in relation to moral leadership. Additional reasons for participation

become apparent in the context of site-based management approaches to participatory leadership.

In the case of this form of leadership, authority and influence are potentially available to any

valid stakeholder in the school based on their skilled knowledge, their democratic right to

choose, and/or their significant role in making decisions. Citing such changes as increased

complexity, uncertainty, ambiguity, workload, and expectations for innovation, Murphy &

Hallinger (1992) conclude that school leaders of the future "will need to adopt more participatory

forms of leadership, forms of leadership that are more consultative, open, and democratic and

that involve teachers and parents much more in school decision making" (p. 5i).

Managerial Leadership. According to Leithwood & Duke (1999),managerial leadership

"focuses on the functions, tasks, or behaviours of the leader and assumes that, if these functions

are carried out competently, the work of others in the organization will be facilitated" (p. 52).
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Most views of managerial leadership also presume that organizationalmembers behave

rationally. Authority and influence are distributed among formal positions in proportion to the

level of those positions in the organizational hierarchy. The difference between leadership and

management usually entails giving management the responsibilities for implementing policy,

sustaining organizational stability, and guaranteeing that regular organizational tasks are "done

right". According to March & Simon (1958) and Massey (1965), theories of management

suggest that these purposes are likely to be accomplished through such functions as planning,

organizing, supervision, coordinating, budgeting, and staffing. Meanwhile, Zaleznick (1977),

Bennis & Nanus (1985), and Hodgkinson (1991) propose that leadership is assigned the

challenges of policy making, organizational change, and making sure "the right things get done"

þp. s2-s3).

Contingent Leadership. The focus of contingent leadership suggested by Leithwood &

Duke (1999), is on "how leaders respond to the unique organizational circumstances or problems

that they face as a consequence of, for example, the nature and preferences of co-workers,

conditions of work, and tasks to be undertaken" (p. 5a). This approach to leadership suggests that

there are extensive variations in the contexts for leadership and that to be effective these contexts

require diverse leadership responses. Also assumed by this approach is that leaders are capable

of accumulating a large inventory of leadership practices. Their influence depends, in large part,

to the ability to master these skills and abilities. Leithwood & Duke (1999) argue that, "there is a

virtually unlimited universe of leadership practices. Leaders choose or invent those patterns of

practice that appear to make the most sense to them in response to the challenges they are

addressing. What leaders do depends on what they think" (p. 54).
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Which of the six models of leadership relate most easily to social capital theory? While

certain leadership styles (e.g., transformational, moral, and participative) are better understood

from a social capital perspective, one could argue that all of these models are somewhat

congruent. The truth of the matter is that good principals use all of these forms of leadership in

their daily practice. Leithwood & Duke (1999) suggest that:

Approaches to conceptaalizing school leadership in contemporary literature offer

eclectic and overlapping perspectives on what should be the focus of leaders'

attention and how leadership manifests itself in practice. The six approaches are

most distinct with respect to their basic focus and the key assumptions on which

they are based. While significant differences also exist with respect to the nature

and locus of leadership authority, there are many aspects of these approaches that

are quite similar, depending on which version one adopts (p. 55).

In essence, if a rnajor aim of public schooling is to strengthen the links between schools, parents,

and the community (Manitoba Education and Youth, 2002),then school leaders have little choice

but to rely on the human resources available to them (i.e., parents, students, teachers) to achieve

this educational goal regardless of their leadership styles, thereby attempting to create and

sustain social capital in their respective school communities.

Origins of Social Capital Theorv

According to Engestrom (2001), the concept of social capital appears to have been

invented independently at least six times during the last century. Smith (200i) suggests that the

notion of social capital theory first appears in Hanifan's (1916) discussion of rural school

community centers. Hanifan used the term to describe "those tangible substances fthat] count for

most in the daily lives of people" (p. 130). He was particularly concerned with the cultivation of
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good will, fellowship, sympathy and social discourse among those that form a social unit.

Hanifan's (19i6) work did not raise very much commentary at the time and was subsequently

disregarded for more than a generation.

Engestrom (2001) argues that it took 40 years for the concept of social capital to

resurface, when Canadian sociologists Seeley, Sim & Loosley (1956) used the term to illustrate

club positions of upstart suburban residents. Again, in 1961, urbanist Jane Jacobs reinvented the

term to describe neighbourliness in cities, and in 7977, economist Glenn Loury used the concept

in analyzing slavery and its social history. The first true sociological analysis of social capital

was introduced by Pierre Bourdieu in 1980 when he discussed the interaction of the three sources

of capital: economic, cultural, and social. Then, in 1985, German economist Ekkehart Schlicht

used the term to emphasize the economic resources that are embedded in social networks.

But, it is not until the work of James Coleman in 1988 that social capital theory gained

extensive use and acceptance in sociology and related fields. Coleman (1988) maintained that the

concept demands that, "humans grapple with the broadly perpetuated fiction in modern society,

mainly that society consists of a set of independent individuals, each of whom acts to achieve

independent goals. The fiction is just that-for individuals do not act independently, goals are

not independently arrived at, and interests are not wholly selfish" (p. 301).

Coleman's discussion of the concept of social capital led to a proliferation of various

applications and further developments. More recently, Robert Putnam (2000) has argued a

compelling case for the importance of social capital in relation to a range of social and economic

outcomes, and has suggested a dramatic decline in social capital in the United States over the last

several decades.
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Recently, Michael Woolcock (2001) has identified nine fields on which the research on

social capital has focused: families and youth behaviour problems; schooling and education;

community life; work and organizations; democracy and govemance; general cases of collective

action problems; public health and environment; crime and violence; and economic

development.

As one can see, the idea of social capital has had many applications over the last century.

While these contrasting perspectives have been used to describe a wide range of economic and

social factors, it is important to look at how James Coleman conceptualizedthe concept.

Defining Social Capital

What does social capital mean? While there are countless definitions of social capital

(Appendix H), James Coleman's (1988) conceptualizationis the most frequently referenced in

general and more specifically in educational research. According to Coleman (1988) social

capital refers to the "social resources that are a capital asset for an individual. It exists in the

structure of the relations between and among people. It is created through the personal relations

and networks of relations within a social context. Social capital facilitates the creation of human

capital" (p. 33). Human capital, therefore, differs from social capital in that individuals rely on

their own skills and abilities as opposed to being socially interdependent.

Coleman originally proposed that social capital has three forms:

1) levels of trust, as evidenced by obligations and expectations;

2) infonnation channels used by group members; and

3) norrns and sanctions that promote the common good over self-interest.

Later on, Coleman included authority relations as another form of social capital and it is

these four types that form the basis for this research study.
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As suggested by Coleman (1988), social capital is inherent in the structure of relations

between actors across and within social groups such as schools. He writes that:

Social capital constitutes a particular kind of resource available to an actor and is

also defined by its function. It is not a single entity but a variety of different

entities, with two elements in cornmon: they all consist of some aspect of social

structures, and they facilitate certain actions of actors-whether persons or

corporate actors-within the structure. (p. 98)

Many researchers have used Coleman's conception of social capital. According to

Heliwell (2001), social capital is generally defined as "the relationships, networks and norms that

facilitate collective action" (p. 6). The concept is closely related to both social cohesion and

human capital. Schuller (2002) states that "social capital is both a consequence and a producer of

social cohesion...Whereas social cohesion emphasizes processes and outcomes, social capital

ernphasizes the notion of investments and assets that bring benefits, benefits that are not fully

appropriated by the individuals making the investments...and while human capital focuses on the

individual agents who invest in education and training, social capital emphasizes the

relationships and norms that link those individuals" (p. 6). In other words, human capital is a

resource for individuals and social capital is a resource for groups because it supports group

goals and activities.

According to Driscoll & Kerchner (1999), the key to social capital formation lies in its

attention to active relationships rather than structures. They argue that "it is not whether a

family, club, church, or association exists, it is a matter of what it does...Some educational

institutions are actively engaged in developing social capital that becomes a resource able to

serve multiple purposes...These programs and practices are consistent with building the dense
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set of networks around schools and school systems that can empower the community to help

support the future of children" (p.392).

Meanwhile, Woolcock (2001) argues for keeping what social capital zs distinct from what

it does. According to Woolcock (2001):

It's not whatyov know, it'swho you know. This common aphorism sums up

much of the conventional wisdom regarding social capital: wisdom which is born

of our experience that gaining membership to exclusive clubs requires inside

contacts, that close competitions for jobs and contracts are usually won by those

with 'füends in high places'. When we fall upon hard times we know it is our

friends and family who constitute the final 'safety net'. Less instrumentally, some

of our happiest and most rewarding hours are spent talking with neighbours,

sharing meals with füends, participating in religious gatherings, and volunteering

on community projects. (p. 6)

In essence, Woolcock (2001) suggests that the basic idea of social capital is that one's

relationships with family, füends and associates are important assets whether during personal

crises, social gatherings, or for material gain. "However, intuition and our everyday language

also recognize an additional feature of social capital. They acknowledge that social capital has

costs as well as benefits, that social ties can be a liability as well as an asset" (p. 6). It is this

particular perspective of social capital that is being adopted as both the costs and benefits of

building social capital will be weighed in this study.

Dimensions of Social Capital

Generally speaking, the various relational dimensions of social capital exist within the

four types of social capital presented earlier. Driscoll & Kerchner (1999) suggest that many of
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the relationships in which social capital exists are charact enzedby an imbalance of authority in

making decisions. Coleman (1988) focuses on the personal relations and networks of relations

formed by members of the group. Generally speaking, various dimensions of social capital are

based on levels of inclusion and exclusion of individuals.

Horizontal and Vertical Relationships. Putnam (1993) distinguishes between horizontal

relationships-those among relative equals-an d vertical relationships-those among

individuals with differing statuses. Putnam (1993) states that:

The irnportance of considering power relationships when discussing the social

entities that structure relationships cannot be understated. We recognize that

vertical networks figure prominently in the relationships between most

educational systems and their clients. If horizontal networks of civic engagement

help participants to solve dilemmas of collective action, then the more

horizontally structured an organization is, the more it should foster institutional

success in the broader community. (p. 175)

This implies that school systerns that provide oppoffunities for all stakeholders to participate

equally when attempting to meet organizational goals have a greater chance of success than

school systems that do not allow for inclusion of all educational partners.

Bonding and Bridging Relationships. A second dimension of social capital theory

distinguishes between bondíng and bridgíng social capital. Putnam (2000) explains that bonding

social capital "constitutes a kind of sociological superglue, whereas bridging social capital

provides a sociological WD-40 lan adhesive repellantl...Bonding social capital is created from

strong in-group loyalties, may also create strong out-group antagonism...and for that reason we

might expect negative external effects to be more common with this form of social capital', þ.
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23). Tossutti (2003) states that, "the former type of social capital (i.e. bonding) brings together

people who share common socio-demographic characteristics (including ethnicity), whereas the

latter type of social capital (i.e. bridging) refers to networks whose participants are drawn from

dissimilar backgrounds" (p. 17). Nevertheless, each of these dimensions of social capital can

have both positive and negative effects on group dynamics and can co-exist within social

structures.

Formal and Infonnal Relationships. Another dimension of social capital distinguishes

betweenformal and ínformal connections between groups and their members. Putnam & Gross

(2002) state that membership in organizations such as parents' organizations or labour unions are

"formally organized with recognized officers, rnernbership requirements, dues and regular

meetings" (p. 10) while Tossutti (2003) suggests that "informal networks would include family

dinners or gatherings at pubs" (p. 17). There are advantages to prornoting both of these forms of

relationships depending on the organization's structure and objectives. If building social capital

is based on developing personal relations and networks of relations as Coleman (1988) suggests,

clearly a group would be wise to take advantage of any opportunity to foster trust and collegiality

when atternpting to meet its aims.

Thick and Thin Relationships. Thick and thin forms of social capital are determined by

the frequency and closeness of contacts between individuals. Tossutti (2003) suggests that "a nod

to acquaintances or strangers in public places would be one way of engaging in 'thin' voluntary

connections. Working with a group of individuals every day, and then socializing with them on a

regular basis, would constitute a 'thick' connection" (p. 17).

Inward and Outward Relationships. A final relational dimension differentiates between

inward-looking and outwqrd-looking forms of social capital. According to Tossutti (2003),
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"inward organizations are concerned with promoting the material, social or political interests of

their members. Outward forms are concerned with public welfare. Examples of the inward

looking groups would include chambers of commerce, labour unions, and credit unions.

Charitable groups such as the Red Cross and environmental groups such as Green Peace would

fall into the second category" $. 17).It is also conceivable that both inward and outward

relationships can exist at the same time. For example, while parents, students, and teachers

constitute a group known as 'educational stakeholders', separately they may think of themselves

as independent entities promoting their own agendas.

Which dimensions of social capital, then, are most important for school leaders in their

day-to-day dealings with parents, students, and teachers? On the one hand, it can be argued that

bridging with these other interested groups in education is a good investment. By recognizingthe

diverse needs of other groups and by including them in the decision-rnaking process, student

success can be considerably enhanced. On the other hand, the perspective that all partners in

education are exclusively bonded by similar objectives suggests that identifying these common

goals is most critical when attempting to meet the fundarnental aims of public schooling. In

essence, then, promoting both of these relational aspects of social capital is crucial for school

leaders in their daily interactions with parents, students, and teachers. Although the significance

of the dimensions of social capital has been established above, the research question does not

necessarily address these relationships specifically. Nevertheless, these relational aspects do

support the cornpelling notion of building personal relations and networks of relations within the

public school setting.
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Social Capital in Educational Settings

As previously stated, social capital is one of the most popular theoretical concepts in

sociology (Dika & Singh, 2002). Most recently, it has captured the attention of educational

researchers and government policymakers. In fact, Dika & Singh (2002) explain that "social

capital is increasingly proposed by political and educational leaders as a solution to persistent

educational problems, and in tum, it becomes increasingly important to critically examine the

existing literature to determine the role(s) social capital may play in educational and

psychosocial development of children and youth" (p.32).

Social capital has not traveled far in its journey towards the field of education. While the

theoretical development of the concept by both Bourdieu ( 1 986) and Coleman ( 1 98 8; 1 990) has

its origins in the explanation of educational achievement and attainment, these explanations are

very different. Bourdieu's theories of cultural-social capital are developed as alternative

explanations for uneven student academic achievement and skill deficits, while Coleman (1988)

uses High School and Beyond (HSB) data to show that greater amounts of social capital, (e.g.,

the presence of two parents in the home, lower number of siblings, higher parental educational

expectations, and intergenerational closure, etc.) lead to lower incidences of dropping out of

school. In essence, these two definitions of social capital are applied differently in the

educational research: Bourdieu's perspective is based on a deficit theory while Coleman's work

is based on a surplus theory of social capital. It is Coleman's perspective of social capital that

will provide the theoretical perspective for this study of educational leadership in Overland

School Division.

Coleman's (1988) controversial findings that Catholic schools do a better job of

educating disadvantaged students than public schools sparked a lively and stimulating debate,
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much of which focused on methodological as well as theoretical issues. Specifically, Coleman

(1988) claims to have found a "Catholic school effect" that demonstrates Catholic schools are

better at educating disadvantaged poor minority students than public schools. The research

documents a traditional academic environment in Catholic schools that encourages achievement

where students encounter strong pressure to display high academic performance and where the

Catholic school system uses a common curriculum even when the student body is relatively

diverse. He offers several explanations for these results. Most of them are not related to students'

characteristics, such as race and social class, but rather to variables that can be specifically

affected by school policy. Arnong these are stricter disciplinary and homework policies.

Coleman argues that such policies can also be enforced in public schools and can have a positive

effect on student achievement.

Coleman (1988) argues that the kinds of tightly-knit social structures found in the small

town of Middleton, studied by sociologists Lynd & Lynd (lgzg)in the twenties, are also present

in the contemporary Catholic school community. The religious context of the schools and the

parish structures in which they are situated produce the same kind of social cohesion as do the

overlapping social institutions found in many small towns. This degree of cohesion, sustained by

parish or religious organizational ties, has much to do with students' success. In a closely-knit

community, students enjoy a "social capital" that enriches the resources of information and

supervision available to them.

Moreover, Coleman & Hoffer (1987) argue that cohesive supporting social systems (or

"functional communities") are often absent in contemporary public schooling and in the

fragnented communities that support them. Most public schools, especially those in urban

settings, have few tightly-knit communities. In turn, students and their parents have few
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connections to other families outside school and there is little overlap in the people that students

encounter at home and at school. According to Coleman (1988), this lack of social capital puts

public school students at a disadvantage.

The research implications of Coleman's work are compelling. The early findings provide

the impetus for fuither exploration of the ways in which we think about the communities

surrounding schools, their group density and the communication networks used to promote

student achievement. More specifically, Coleman & Hoffer (1987) assert that shared parental

knowledge of school programs and policies are critical resources that affect whether or not

students achieve to their fullest potential.

Social Capital for the Public Good

According to Fullan (2001), public schools need to develop social capital to help

"produce citizens who have the commitment, skills, and disposition to foster nofins of civility,

compassion, fairness, trust, collaborative engagement, and constructive critiques under

conditions of great social diversity" (p. 17). Furlhermore, Driscoll & Kerchner (1999) note that

education in a democracy is supported, in part, because schools help to create a public good from

which the whole society benefits. Such capital is the product of community interaction, an entity

that carurot be produced by an individual by hirnself or herself. "Both cities and individuals can

benefit from activities that produce high levels of social capital. Moreover, schools can be seen

as agents of community and city development as well as the beneficiaries of such development"

(p.38s).

Although schools benefit from the social capital that results from extern al organizational

ties among students and their families, they are not merely passive recipients of social capital

from their student and family constituencies. Schools can also play an important role in building
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the social capital of the community atlarge and have a vital part in creating and maintaining

social capital in modem cities. Thus, one of the core functions of schools, according to Driscoll

& Kerchner (1999) is "to develop social capital for the polity atlarge, for the public good" (pp.

38s-386).

Implications of Social Capital Theorv for Educational Leadership

According to Driscoll & Kerchner (1999), "if social capital is valued in the same way that

we now consider the import of physical and human capital in schools, for example, then

administrators and teachers must learn to construe the school not merely as a physical facility or

a collection of professionals, but as a coherent set of relationships" (p. 401). According to Fullan

(2001), the good news is that all three partners--parents, students, and teachers--potentially want

more interaction. In such a setting, individuals are bound together by more than a random or

accidental aggregation of individual characteristics. Coleman's (1988; 1990) work underscores

the idea that these relationships are ordered by trust, knowledge, and authority, rather than mere

chance. "To link this construct to improved educational perforïnance results in a school view for

administrators in which interpersonal relationships among all constituencies, as well as the nexus

between school and community, gain legitimacy as a focus for attention" (p. 390).

Driscoll & Kerchner (1999) suggest that further consideration shows that maintaining

stability of relationships within school-between teachers and children, for example, or among

teaching professionals who share similar challenges-is a crucial part of ensuring the conditions

necessary for the best teaching and learning. If the creation of social capital demands stability in

the arrangetnents through which work and social life are ordered, then school administrators

must pay serious attention to providing the support necessary for these conditions.
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Finally, the flow of social capital is not simply tied to increases in measured cognitive

achievement; it has profound developmental effects on other forms of student success (Driscoll

and Kerchner, 1999). Specifically, it reproduces skills and expectations. It can also lead to a

change in expectations that individuals have and refresh ideas about civic engagement. Recent

educational research suggests that schools are among the most stable and important institutions

we have for sustaining and transforming individuals. Strengthening the public schools' social

capital connection also provides the opportunity for people to regain a sense of vocation

associated with school leadership.

Social Capital within Social Structures

According to Coleman (1988; 1990), social capital is rooted in the relationships found

within social organizations. He describes four properties of social organizations, namely closure,

stability, shared ideology, and interdependence, which are conducive to the development of

social capital. Coleman (1988) suggests that when a network of interactions among individuals

exists, when these interactions occur over time, and when individuals share goals and work

interdependently, social capital is generated. Thus, for the purposes of this study, the framing

questions deal primarily with the four types of social capital (i.e., authority relations, information

exchange, norTns and sanction, and obligations and expectations) rather than the structure of

social organizations because it is thought that the four types of social capital are more pertinent

to what was being studied, namely the perceptions of Overland school leaders who attempt to

create and sustain networks of relations with parents, students, and teachers. However, an

understanding of the properties of social structures can provide another perspective for linking

social capital theory to educational leadership.
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Closure. According to Coleman (1988), closure takes place in a network of interactions

among individuals and refers to the degree to which group members have access to one another.

Completely closed structures are charactenzedby strong connections, where all group members

are linked to one another. The importance of closure to social capital rests in the ability of

members of a group to develop and sustain common nonns and effective sanctions that monitor

and guide behaviour. It also rests in the ability of members to exchange information and to

develop trust through shared expectations and mutual obligations. Closed structures have greater

potential for promoting these elements of social capital because members are less likely to

engage in external relations that compete or conflict with intemal norrns, expectations, and

obligations. Not surprisingly, Smylie &Hart (1999) suggest that "open structures reduce the

possibilities for shared norrns, collective sanctions, mutual obligations, and interdependence and

are more likely to provide members access to new information from outside the group" (pp.423-

424).

Shared ldeologv. According to Coleman (1990), "the very norïns held by the

group...may reinforce the public-good aspect of group relations and indicate the importance of

every member to the group as a whole" (p.321).In explaining the differential performance of

students in religious versus public schools, Coleman attributes the success of religious school

students in part to an ideology that values every student as a member of the school. In contrast,

this reasoning also suggests that, "a highly competitive, individualistic ideology which

rninimizes commitment to the group can reduce social capital" (p. 38). In tenns of the

relationships fostered between school and community rnembers, therefore, shared values create

greater congruence and social cohesion among the members in the group.
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Stabilitv. According to Driscoll & Kerchner (1999), stability is most critical in the

formation and maintenance of social capital. When individuals move in and out of groups with

high degrees of mobility, it disrupts the give and take of relationships in which social capital

resides. "An individual's choice to leave the group has an impact on the social capital available

to the group as a whole" (p. 389). For example, when schools witness a mass deparlure of

teachers in any given year due to reductions, transfers and/or retirements, this can have a very

detrimental impact on the solidarity of the school community, thereby creating group instability.

Interdependence. Coleman (1990) states that "like human capital and physical capital,

social capital depreciates if it is not renewed. Social relationships die out if not maintained;

expectations and obligations wither over time; and norms depend on regular communication" (p.

389). V/ithin an educational setting, constant, dependable communication between school,

parents, and community needs to be fostered on a regular, ongoing basis. Frequent Parent-

Teacher Association or Parent Advisory Council meetings, for example, which continually

revisit shared school goals, which present the latest innovations in teaching and learning, and

which allow all members to voice their concems in a safe and non-threatening environment

should, at the very least, theoretically sustain trust and interdependence of members within the

school community.

Building Social Capital

According to Coleman (1988; 1990), the four properties of social structures described

above (that is, closure, shared ideology, stability, and interdependence) assist in the development

of various types of social capital that exist as resources in social relations. More specifically,

social capital takes the form of assigned authority relationships that facilitate the achievement of

goals, the exchange of infonnation between individuals, the development of norms and sanctions
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that guide behaviour, and the shared obligations and expectations expressed between group

members. While these forms of social capital are universal, they are also manifested in unique

ways and within different social contexts such as families, communities, and schools (Coleman,

1993; Hofferth, Boisjoly, & Duncan, 1998).

Authority Relations. According to Driscoll & Kerchner (1999), one form of social capital

involves authority relationships within organizations. Coleman (1990) states that "when

individuals transfer the rights to control actions to other individuals, then the person to whom the

right is transferred has available social capital in the form of those rights of control" (p. 3 I 1).

Sometimes more than one person transfers the right to control actions to the same person. Then,

Coleman (1990) notes that "it appears...to be precisely the desire to bring into being the social

capital needed to solve common problems that leads persons under certain circumstances to vest

authority in a charismatic leader" (p. 3 1 1). Being empowered to act on behalf of others for the

perceived good of all is, therefore, an effective form of social capital. Nevertheless, vesting

authority in the hands of a group leader can also diminish the decision-making abilities of other

group members, thereby decreasing other members' personal investment in the group's

objectives.

Information Exchange. Coleman (1990) suggests a second form of social capital, the fluid

exchange of information between members in a group, which highly impacts the opportunity for

the group to meet its objectives. "lnformation is important in providing a basis for action, but

acquisition of information is costly. The minimum it requires is attention, which is always in

short supply. Thus, social relationships can also be used to augment the information any actor

needs to guide action" (p. 310). In the case of Catholic schools, for example, Coleman (1990)

argues that good information networks help to make expectations on the part of schools and
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families clear and allows parents to engage the academic institution in concrete discussions about

schooling by arming themselves with both appropriate knowledge and action.

Norms and Sanctions. According to Coleman (1990), a third form of social capital is the

existence of effective norrns and sanctions that encourage some behaviours while, at the same

time, discourage other behaviours. "When a norrn exists and is effective, it constitutes a

powerful, though sometimes fragile, form of social capital. Effective norïns that inhibit crime

make it possible to walk freely outside at night in a city and enable old persons to leave their

houses without fear for their safety. Norms in a community that support and provide effective

rewards for high achievement in school greatly facilitate the school's task" (p. 309). But, norms

and sanctions can also be considered a mixed blessing. While highly rigid rules of behaviour and

enforcement may stunt opporlunities for individuality and competitiveness, these restrictions

may also retard the group's growth and advancement.

Obligations and Expectations. Finally, Coleman (1990) suggests that "social capital is

charactenzed by the reciprocal obligations and expectations of one another held by members of a

social grouP, whereby a favour done for one member by another constitutes a kind of 'credit slip'

for a favour to be redeemed at some future time. This form is most effective when the level of

trust in the organization is such that individuals believe that obligations will be repaid and when

the nature of obligations held means that this is likely to happen" (p. 30a). It is easy to see how

the ability to give and return favours in a system over time can expand, or deplete, any one

member's resources. Moreover, as Coleman (1990) notes, "the ability to call on or repay

obligations may differ significantly according to one's place in the formal hierarchy or

commonly understood power structure of any organization" (p. 308). This implies that levels of
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trust and reciprocity expressed in the form of obligations or expectations may vary based on each

member's status in the group's power structure.

Summary

To summarize, philosophical foundations for understanding public education, educational

leadership, and social capital theory were first established. This included topics such as the

purpose of public education, definitions and models of educational leadership, and the origins,

meanings, and dimensions of social capital theory. A discussion about the use of social capital in

educational settings and its irnplications for educational leadership was then provided. This was

followed by the research of Driscoll & Kerchner (1999) who emphasized the benefits of building

social capital between school leaders and other educational stakeholders. The chapter ended with

a description of social capital within social structures and an account of the four types of social

capital, which forms the basis of this research study.

The related literature indicates that creating social capital between formal educational

leaders and their constituents is of utmost irnportance to meeting individual, provincial, and

societal aims in public education. This not to say that the theory of social capital provides all of

the answers to questions about the aims of public education or what may be wrong with public

education. However, the idea of social capital does provide a theoretical framework from which

schools may be administered. More specifically, it does encompass the fundamental aspects of

how educational leaders tnust communicate with parents, students, and teachers in their effort to

build trusting relationships to meet educational objectives. In respect to the specific research

problem, then, the literature reviewed in this chapter attempts to answer the following question:

How does the study of social capital fit into an examination of school leadership from the

perspective of principals in Overland School Division?
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CHAPTER III

METHODOLOGY

Background

The focus of this study is on the perceptions of school-based leaders in Overland School

Division on their attempts to build and sustain social capital with educational stakeholders in

their respective communities. While the perspectives of parents, students, and teachers are

significant and an integral part of the equation, the specific focus of this examination is on school

leaders' (both principals and vice-principals) efforts to create and sustain meaningful

relationships with these other members of the school community in order to achieve the

fundamental aims of public education.

Context and Subiects

The subjects chosen for this particular study work in Overland School Division, the ninth

largest school division in the province of Manitoba, which is located in the heart of the

province's "Bible Belt", an area known for its fundamental Christian values. Situated in

southeastern Manitoba (with the city of Buxton as its largest urban centre) and surrounded by

two predominantly French school divisions, Overland serves a predominantly rural Mennonite

population. Socio-economic status in these neighbourhoods ranges form lower to upper middle

class with the majority of residents coming from middle class backgrounds. While housing

ranges from local trailer courts located at town limits to middle class bungalows and newer

upscale developments located on either side of each town's main street, the majority of residents

(7 5%) live on family-run farmsteads in the outlying areas. The predorninant industries in these

comrnunities, thereforq are based on agriculture. These include wheat, dairy, beef, chicken and
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pork farming. Larger manufacturing opportunities include cheese factories, chicken hatcheries,

millwork, and boat manufacturing.

Overland School Division has an annual budget of $37,459,848 and operates 16 schools

in 9 communities serving 6,361 sfudents. It employs 378 teachers,342 support staff, and 12

clinicians and specialists. In terms of its organizational structure, Overland can be considered a

classic model of Weberian (Weber, 1947) bureaucracy because it meets the criteria for this type

of system. In terms of its division of labour and specialization, it has a provincial reputation for

being an efficient organization that fulfills its official duties, meets its instructional goals, and is

fiscally responsible. Although limited in some areas, such as educational innovation and

computer technology, the Division's expertise and technical qualifications provide a traditional

education. Professionalism exists among most employees within the educational settings located

throughout the various communities. Employees are recognized according to their status.

Decisions are based on the perceived best interests of students. Overland has a clearly delineated

hierarchy of authority that includes a well-established system of super-ordination and

subordination, guaranteeing disciplined compliance to directives from superiors. Compared to

other school divisions, Overland would be considered a more highly structured organization.

Rules and regulations provide continuity of operations when personnel changes and ensures

uniformity and stability of ernployees and their actions. In terms of career orientation, Overland

employs a system of promotion dependent on seniority, judgment of superiors, and loyalty to the

organization. There is little room for promotion within the teaching force, however, and

individual professional growth plans are not a priority. In summary, coÍtmunication in the

division is very much top-down. The chain of command is clear and consistent. The general
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perception is that most everyone knows his/her role, fulfills his/her obligations, and tries to meet

expectations effi ci ently.

In an attempt to clearly define each stakeholder's participation in school-related activities

and to provide a context for educational leadership in Overland School Division, a series of

descriptive roles and reciprocal responsibilities for members of each stakeholder gïoup will be

presented. This infonriation can be found in the Overland School Dívision Policy Manual

(2002).

Parents and Principals. Parents should expect administrators to exhibit leadership,

provide support, and monitor instruction in their schools. Furthermore, school leaders are

expected to ensure that students will receive fair and consistent treatment and that the school will

provide a conducive, learning environment. Parents are encouraged to attend their school's

events and meetings and to give positive input and support to their children and the school. They

are also expected to maintain communication with school staff.

Students and Principals. Students expect that they will be able to work in a school

atmosphere that is safe, secure, non-threatening, and conducive to learning. They also expect that

the school personnel will be accessible to them for extra help concerning courses, assignments,

remedial assistance, personal and career decisions, and other school-related matters. In turn,

administrators expect that students will attend school regularly and punctually, develop selÊ

discipline, and show courtesy for all people in school and the community. Principals also expect

that students will make the most of their educational opportunities through active classroom

participation and other school-related activities.

Teachers and Principals. Teachers in Overland School Division expect that all

disciplinary issues will be dealt with swiftly and fairly by school leaders. School administrators
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are expected to provide leadership and support to everyone associated with the school. Teachers

are expected to establish and maintain a safe, non-threatening learning environment, evaluate

student achievement, communicate information about student progress to parents, maintain open

communication between the home and the school, and to take personal responsibility for

continuous professional growth.

Overland School Division's mission is to have and preserve the democratic way of life

and to provide an opportunity for each student to develop to his or her highest potential. To this

end, schools strive to develop in children, the knowledge, skills, habits, understanding, attitudes,

and character that are essential for responsible citizenship and for participation in their chosen

vocation. Furthermore, students in Overland School Division are expected to respect duly

constituted authority, show genuine concem for the rights of others, willingly act in the best

interests of the general public, and make efforts to continually improve in these competencies.

According to its mandate, Overland School Division realizes the responsibilities of local

schools to pursue these objectives and that these goals can only be achieved with the full

cooperation and support of all school community members. Furthermore, it is the primary

responsibility of the home to ensure the general welfare of children and youth. Therefore, the

development of close relationships between the home and the school is a principal aim of schools

in Overland School Division.

There are22 school-based administrators working in Overland's 16 schools located

throughout the various communities. This group of educational leaders meets on a bi-monthly

basis as an association (i.e. The Overland Association of Principals). Although all administrators

are eligible to participate, only six of the principals and vice principals volunteered to be

involved in three 45-minute focus group discussions (Appendices B-D). In addition, these
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individuals were told that they might be invited to participate in individual follow-up interview

sessions (Appendices E-G) lasting approximately 30 minutes. The purpose of the follow-up

individual interviews was to allow the researcher to ask specific participants to elaborate on their

contributions in the previous focus group discussions.

There was no effort to screen participants on variables such as experience, gender, or age.

Having said that, the administrators who volunteered represented a wide range of levels in the

public education system (i.e., early, middle, and senior years). In particular, the 6 subjects

included two K-6 principals, two K-S1 principals, one 7-S4 principal, and one S2-S4 regional

school vice-principal. The years of administrative experience among the six participants ranged

from three to twenty-two years. The following is a brief introduction to each of the six subjects,

his or her position, name, and size of the school (including number of students and teachers) and

his or her administrative experience and training. The names of the administrators and their

schools have been fictionalized to protect their identities.

Bob 8., 53, is the vice-principal of Buxton Regional Secondary School that serves 968

S2-S4 students and employs 56 teachers. He has a total of 22 years of experience as an

educational leader, both as a principal and vice principal. He has achieved a Level 2 Principal's

Certificate and has been involved in professional development sessions at the provincial level

with The Manitoba Teachers' Society.

Peter G., 50, is in his third year as principal of Chillmont School, a K-S1 school with 502

students and 31 teachers. His previous leadership experience had been as acting principal for 8

years. Along with his Bachelor of Education, he has taken 5 professional development courses

offered by the Division in school leadership but has not completed any formal university

coursework in educational administration.
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Penny K.,45, the principal of Lawnwood K-6 Elementary School with a population of

441 students and 25 teachers, was an acting principal for two years before becoming a school

administrator for the past six years. She has her Bachelor of Education, her Level 1 School

Administrator's Certificate, has nearly completed her Level 2 Principal's Certificate, and has a

Special Education certificate.

Kate L., 42, is the principal of Valley Knoll Elementary School (K-6) which serves 372

students and employs 20 teachers. She has had 3 years of experience as acting principal and a

total of 14 years as a principal. Kate has almost completed her Level 2 School Administrator's

Certificate, has attended various professional development workshops but has not taken any

formal educational administration training at the university level.

At the time of the study, Adam R.,42, is beginning his first year as the principal at

Markland Collegiate which employs 14 teachers and serves 237 students in grades 7-S4. His

previous three-year appointment was as a vice-principal at another divisional school. He has

recently completed his Master's degree in Educational Administration and has also achieved his

Level 2 Principal's Certifi cate.

Konrad T., 51, is currently the principal of Northb erg, a K-S 1 school with 426 students

and 24 teachers. He was acting principal for 15 years and has been a principal for a total of 7

years in the Division. He has two Master's degrees, one in Music Education from Brandon

University and the other in Educational Administration from the University of Manitoba.

Research Instruments and Data Collection

The research instruments developed for this study included focus group and individual

interview protocols (Appendices B-G). Procedures used to create these protocols are consistent

with the work of Patton (1990). According to Patton (1990), the purpose of the interview,



45

whether focus group or one-to-one, is conveyed in the opening statement. Patton suggests that

statements of purpose should be simple, straightforward, and understandable. The point of the

interview or discussion is an interaction, and it is not enough just to ask the right questions; the

interviewer must listen carefully to make sure that the responses received provide answers to the

questions. Asking focused questions in an appropriate style to get answers that are useful in

understanding the interviewee's world. "Yet, maintaining focus on information that is useful,

relevant, and appropriate requires concentration, practice, and the ability to separate that which is

foolish from that which is important" (p. 333).

Furthermore, Patton (1990) states that the object of the focus group is to get high-quality

data in a social context where people can consider their own views in the context of the views of

others. Focus group discussions provide some quality controls on data collection in that

participants tend to provide "checks and balances" on each other that counteract false or extreme

views. In a focus group setting, it is fairly easy to assess whether or not there is a relatively

consistent or shared view of the subject matter. Patton (1990) suggests that individual interviews,

on the other hand, are helpful in bringing forth sincere and personally relevant responses.

Furthermore, individual interviews allow the researcher to speak to specific individuals who may

have something unique to say. Regardless of the specific format, "effective interviewing should

cause both the interviewer and the interviewee to feel a two-way flow of communication is

taking place" (p.327). The focus group questions (Appendices B-D) and individual interview

questions (Appendices E-G) for this study were developed by thoroughly examining the concept

of social capital as outlined by Coleman (1990). The four types of social capital, namely

authority relations, information exchange, nonns and sanctions, and obligations and expectations

were framed within these questions. Inquiry questions during the three focus group discussions
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and individual interviews concentrated on how educational leaders build social capital with

parents, students, and teachers in their respective schools and communities.

Authoritv Relations. Formal and informal relationships exist among individuals within

social groups. These relationships are based on group authority structures and opportunities to

show leadership. These designations can occur at the outset of group interaction or they can

develop within increasing familiarity of group members over time. These various roles also exist

between principals and other educational stakeholders. The subjects were asked to identi$r

fonnal and informal leadership roles, which develop between them, as school leaders, and the

other interested educational partners within their communities. They were also asked to explain

how these relationships developed within their own school communities.

Information Exchange. As contributing members of various social groups, we place

considerable ernphasis on the ability to communicate with other members of the group. Also, we

gain infonnation from members of the group that is not otherwise attainable. In certain

circumstances, this information may lead to short term or long term opportunities both

individually or for the group itself. The subjects were asked to explain the nature of the

communication between themselves, as school leaders, and the other stakeholders. Reciprocally,

school leaders were asked how specific lines of communication were used by members of other

stakeholder groups to convey messages to them.

Norms and Sanctions. Norms and sanctions include standard rules of behaviour and

rnethods of enforcing social conduct. More specifically, two of the many roles school leaders

have are to model professional behaviour and to encourage others to respond in socially

acceptable ways. School leaders were asked to describe the standards of behaviour that they

promote when dealing with the parents, students, and teachers in their schools. They were also
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asked to provide examples of sanctions used to promote these standards of behaviour.

Furthermore, they were asked to describe norrns and sanctions that they perceived were

important to the other stakeholder groups.

Obligations and Expectations. According to Coleman (1990), as members of society, we

accept the general principle of reciprocity. Moreover, the work that educational leaders do when

interacting with parents, students, and teachers involves certain expectations and obligations. The

research subjects were asked to identifu and explain the obligations and expectations that they

have towards parents, students, and teachers and, vice versa, the obligations and expectations

that these people have towards them as educational leaders. Also, subjects were asked to explain

how these responsibilities were communicated to them and how they, in tum, attempted to

convey their sense of duty to the other stakeholder groups.

In conclusion, the focus of this particular study is on the perspectives of school leaders in

Overland School Division regarding their attempts to build social capital with parents, students,

and teachers through authority relations, infonnation exchange, norrns and sanctions, and

obligations and expectations. While the perceptions of the other educational stakeholders are

noteworthy, the focus of this study is on school leaders' efforts to create and sustain meaningful

relationships with the other members of the school community in order to achieve the

fundamental objectives of public schooling.

Data Analysis

According to Patton (1990), the major point of data analysis is not to simply find a

concept or label to neatly tie together the data, but to understand the people participating in the

study, in this case-school administrators in Overland School Division. Once the responsibilities

of organization and description are complete, "it is then appropriate to move on to consider such
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things as causes, consequences, and relationships" (p.422). Qualitative research encompasses

both a philosophy of knowing and a number of approaches to collecting and analyzing

information. Qualitative research focuses on understanding from the perspective of whomever

and whatever is being studied. In other words, qualitative research is based on the assumption

that reality is subjective and dependent on context.

According to Berg (2001), general anal¡ical activities occur in a systematic arrangement

suggested by the following sequence (p.2aQ:

1) Data are collected and written down;

2) Codes are analytically developed or inductively identified in the data and affixed to

the transcripts;

3) Codes are transformed into themes;

4) Materials are sorted by these themes, identifzing similar phrases, patterns

relationships, and commonalities or disparities;

5) Sorted materials are examined to isolate meaningful pattems and processes; and

6) Identified patterns are considered in light ofprevious research and theories, and a

small set of generalizations is established.

The procedures suggested by Berg (2001) were used in this study. Specifically, all focus

group discussions and individual interviews were tape-recorded, transcribed, and analyzedby the

researcher. Individual interviews followed focus group discussions based on specific topics (i.e.,

parents, students, and teachers). In total, I24 pages of transcripts were obtained from 6

interviews lasting about 5 hours. The following is a list of transcriptions collected and includes

the type of interview, the subject matter, the participants involved, the length of time and the

number of transcribed pages for each session:
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The first session was a focus group discussion regarding educational leaders and

parents. All six participants \¡/ere involved. The session lasted 50 minutes and resulted

in29 pages;

The second session was an individual interview with Konrad T. regarding educational

leadership and parents. The session lasted 30 minutes and resulted in 10 pages;

The third session was a focus group discussion regarding educational leadership and

students. All six participants were involved. The session lasted 45 minutes, resulting

in 19 pages;

4) The fourth session was an individual interview with Adam R. regarding educational

leadership and students. The session lasted t hour and 15 minutes resulting in 19

pages;

5) The fifth session was a focus group discussion regarding educational leadership and

teachers. All six participants were involved. The session lasted 55 minutes and

resulted in 26 pages;

6) The sixth session was an individual interview with Penny K. regarding educational

leadership and teachers. The session lasted 45 minutes and resulted in 21 pages.

Names and identif,iing information in the transcriptions were systematically altered to

protect the confìdentiality of participants during all subsequent analysis and the presentation of

the data. All focus group discussions and interview sessions were facilitated solely by the

researcher who used the protocols for either the focus groups (Appendices B-D) or individual

interviews (Appendices E-G). The researcher decided to conduct these sessions because he felt

that the professional relationship he had with the study participants was an important factor in

terms of eliciting honest responses. Finally, since focus group discussion questions and

1)

2)

3)
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individual interview questions were designed to be open-ended, the exact wording of questions

and comments by the researcher varied slightly from one occasion to the next.
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CHAPTER 4

RESULTS

Introduction

In evaluating the claim that building social capital is irnportant in educational settings,

one must be able to identifu specific patterns in the responses that reinforce meaningful

relationships between the six school leaders and the other educational stakeholders, parents,

students, and teachers. As a result of this particular study, there were a number of themes that

surfaced from the data provided by the focus group discussions and individual interviews

involving the subjects and their daily interactions with the three stakeholder groups. These

themes will be discussed in relation to the four types of social capital, authority relations,

information exchange, norTns and sanctions, and obligations and expectations, as they relate to

the experiences of the six administrators.

Principals' Perceptions o f Authoritv Rel ations

The principals in this study were asked to identif,i formal and informal leadership roles

that develop between them, as school leaders, and the parents, students, and teachers within their

school communities. In what ways do they, as educational leaders, encourage the other

stakeholders to assume both formal and informal leadership roles in schools? Conversely, in

what ways do parents, students, and teachers encourage principals to exercise leadership in their

respective schools?

Generally speaking, the study subjects expressed a number of issues that they felt were

important to the parents, students, and teachers in their schools. In tenns of their perceptions of

authority relations, these issues dealt mainly with the creation, developrnent, and distribution of
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leadership. Also, there were several challenges related to the fostering of leadership within these

relationships.

Authoritv Relations and Parents: Creating Leadership. The principals in this study

thought that supporting unique community values gave parents the opportunity to show

leadership, although this skill may not have related directly to school initiatives or curriculum

instruction. Kate L. is the principal of Valley Knoll Elernentary School. It serves 372 students

and employs 20 teachers. She helps to facilitate the community-supported religious instruction

that her elementary students receive which is prevalent throughout Overland School Division:

Well, in my school (and its close to the same in other K-6 schools in our division)

we have "Discovery Time" once a week. In our case, it's on'Wednesdays, last

period of the day. Usually, you will get one parent call early in the fall to organize

that for that part of the community that supports religious instruction. It's the

same parent every year. She is great. Very accommodating in that it fits into our

schedule. And she's great when we have to cancel religious instruction because of

a school event like spirit week or there's a presentation we've planned or maybe a

school assembly to promote making smart choices in life, etc. The discovery time

people don't want to get in the way of teaching. I think they're grateful for the

time and space they use in the school to conduct their Christian instruction. The

parents appreciate it, I think.

Generally, there was support for the sharing of responsibilities such as this between school

leaders and parents both in the school and community setting. The subjects clearly felt that

investing in building leadership capacity among parents was a beneficial and worthwhile

investment in promoting student success.
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According to many subjects, parents appreciated that fact that school leaders participated

with them in more informal and external community events. Participation outside of school hours

was also seen as good public relations. Kate L. also believes in the benefits of school leaders

being seen in the community, outside of the school setting:

Visibility is important. I try to get out to community hockey and our school's

volleyball tournaments at least once a week. The parents like that. To see me

support the school and community in a different way, not just as the principal of

the school.

There was general consensus among the administrators that there are various, reciprocal ways in

which leadership can be developed between them and parents. As important as it is to invite

parents to be involved in school events, it appears to be just as significant for school leaders to be

visible among students.

Authoritv Relations and Students: Developing Leadership. The principals generally

agreed that they wanted to provide the opporfunity for both formal and informal student

leadership roles. Kate L. said that she takes every chance she can to publicly recognize students

for their leadership efforts:

I like to see students sign-up for patrols, intramurals, lunch hour responsibilities

such as working in the office. Students are recognizedin assemblies for their

efforts as they take initiative to help staff or other students. we call this

"Principal's Praise" time. There are always some kids who go the extra rnile to

give others a hand, or to take charge of a situation. It is fun to recognize these

students who take that kind of initiative to make a difference in our school.
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Adam R. is beginning his first year as the principal of Markland Collegiate. The school

employs 14 teachers and serves 237 students in grades 7-S4. Previously, he was the vice-

principal in another divisional school. He tries to get students to show leadership skills by getting

them involved in their own decisions about their own futures:

I expect students to contribute to the planning of their own futures. I expect

students to know that for every action, there is a reaction, hopefully a positive

one. That's why student voice is integral to a discussion about student

expectations. They must be held accountable for their educational direction and

future endeavours.

Regardless of the age or grade level of students, school leaders thought that it was their

obligation to provide students with opportunities to develop interests in school-wide initiatives

and to enhance self-directed personal leadership skills.

Authoritv Relations and Teachers: Distributing Leadership. principals in the study

expressed their belief in the value of promoting leadership from within the ranks of their

teaching staff as well. Some principals, like Adam R. of Markland Collegiate for example, see

many natural leaders on their teaching staffs:

I've got a building full of people who take on an amazing amount of leadership.

It's astounding being new in a school and in a sense being an observer of all the

things that are happening in a really small school that has only 14 staff members.

I'm seeing people that are taking leadership in sports, rnusic, drama, EBS fEarly

Behaviour Support], student council, school improvement initiatives. There's a

culture that just encourages it. It's like feeding on itself and my role has simply

been to come alongside people and offer encouragement, let them know I support
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them, try to find places where I can offer them any type of resources that is going

to facilitate where they're already headed. There's just an inherent drive for

leadership. It's very, very impressive.

Kate L., principal of Valley Knoll Elementary School, also sees natural leadership on her

staff although she has to work harder to enhance teacher-leaders. She constantly attempts to

encourage their development by offering her assistance and support:

I was thinking about how many people take leadership on different things to

support our school. They do it with very little prodding from me. I'm just so

thrilled with some of the natural leaders and I feel like if I can ask them several

questions: What do you need from me to help you with this idea? What else can I

do for you? How much more help will you need? And so they get the idea that

they're not doing it alone.

In essence, the principals in this study acknowledged that many of their teachers were natural

leaders. It was seen as part of the administrative role to share some of the authority in the

development of future leadership in their respective schools.

Challenges to Authority Relations. During the focus group discussions and individual

interviews, there appeared to be a sense that approaches to leadership development were quite

varied. While the principals truly valued the opportunity to foster positive leadership roles

among parents within the school community, some administrators, such as Bob. 8., often found

it difficult to get parents involved in school-related leadership roles. Currently, he is the vice-

principal of Buxton Regional Secondary School. The building houses 968 S2-S4 students and 56

teachers. With a Total of 22 years of experience as a school leader (both as a principal and vice-

principal), he expressed some frustration in getting parents involved in leadership roles:
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Whenever a parent agrees to be on your local council, he or she is making a

formal commitment to the school as a representative of the parents in your

community. But, sometimes, it's very hard to get people involved. At our school,

it's an ongoing annual struggle to get parents to participate on our PTA executive.

Why? I am not sure. Maybe they think things are going so smoothly or maybe it's

not in their nature to speak out about school issues.

Regardless of the reasons for a lack of formal participation on the part of some parents to be

involved in school-related leadership roles, the subjects believed in continuing to promote

opportunities for parents to participate in the decision-making process at their respective schools.

Konrad T., the principal of Northberg School with 426 sfudents and 24 teachers, supports

the development of student leadership, but said that it involves much optimism and a strong

sense of risk-taking on the part of school leaders:

I have a fairly positive attitude towards students. But, it's like balancing yourself

on a tightrope. I want to be as positive as possible, but at the same time, I want to

be firm. Gwynn Dyer [a Canadian joumalist] talks a lot about military leadership.

He says that, "If you move backwards, there is great risk. If you stay still, there is

even greater risk. But, if you move forward, there is the greatest risk and, at the

same time, the greatest chance to succeed."

Other challenges involved sharing authority with students in ways that allowed them the

opportunity to be self-directed and responsible for their own education. Bob. B. acknowledged

lirnits to developing student leadership:

In my opinion, we do not encourage enough active student participation in school

government, and we do not deal with a lot of issues that confront youth because
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they are too political, sensitive, and controversial. Students usually are not, in my

opinion, very proactive about encouraging their own educational leadership. They

are, after all, learners and usually very accepting of what is provided for them.

They do, at times, complain about the lack of facilities or equipment if they have

had some rnethod of comparing their school to other schools. But, we do not do

much in teaching students about effective leadership: what it is and how it is

accomplished within schools.

In regards to teachers, principals, like Adam R. for example, said that some schools were

more successful at developing leadership because it was an integral part of the school culture:

There's a history there of a staff that's been very stable, of excellent leadership in

the school over a long period of time and high community standards and parental

involvement and support and there's a school community that fosters that type of

involvement.

Moreover, other principals felt that they were being challenged by the notion that they

were no longer solely responsible for choosing school leaders. Penny K. is the principal of

Lawnwood Elementary School with a population of 441 students and 25 teachers. She has been a

school administrator for six years and is beginning to broaden her perspectives about who should

determine the future leadership in her school:

You see, up until this point I have always selected who the teacher leaders are in

each area. And, the big reason I did this is because I wanted to foster leadership. I

see for the most part the people who have been asked to be part of the group could

be future principals. And, I think that I want to build that so that they see a little

bit more of what's happening in this office and to get them to understand the job
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better so that perhaps in the future they could take the job. So, it's been done very

deliberately. And, I think it's my obligation, my job to do that. To single out

whom I think would work well with other adults in this chair. And you know,

some day I will want to be replaced and who better than someone who has inside

knowledge or someone whom you've fostered in your school? I think we, as

principals, need to do that. We need to use those skills. But, I don't want to be too

idealistic...I'm still not totally on board but enough to get me thinking that there

is a chance that next year, the leaders will be picked by the teachers themselves.

Furthermore, according to Bob 8., there also appears to be a lack of real support from the

more senior school division officials in the development of teacher leadership:

I think we work pretty hard at developing leadership and we can only hand out the

little rewards and perks that we're allowed to, which is to give them a little

responsibility, let them try some things, and encourage them. I know we don't

have a lot of dollars to hand out, but I guess support and those kinds of non-

financial things. But, I think, overall, the leadership development is pretty weak,

both in the school and in the division. I don't think there's enough of it; I think

there can be more of it. It can be formalized. We're trying to put in a mentorship

program, for example, in our school to help that. We have a number of teachers

developing younger teachers and those sorts of things, but there's not an overall

leadership development{ype protocol in our division, which I think we could use.

And there is limited opportunity. I mean, how many jobs are available for pending

leaders?
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In essence, teacher leadership development comes about in several ways in Overland

School Division and was not perceived as the sole responsibility of the school administrators as

seen by those participating in this study. As their comments show, the premise of leadership

development was a challenging thought to some of the school leaders.

Principal s' P erceptions o f Information Exchange

The principals in this study were asked to explain the rnethods of communication fostered

between themselves, as school leaders, and the other stakeholders within their school

communities. They were asked to describe the information channels that they used to

cotnmunicate with stakeholders and, vice versa, the infonnation charurels used by parents,

students, and teachers to communicate with them. As educational leaders, how do they try to

provide information to various stakeholders in relation to school-related matters and how do

these stakeholders try to reciprocate?

Generally speaking, the subjects in this study raised a number of issues that they thought

were important to all of the stakeholder groups. In terms of their perceptions of using

information channels, some of the issues included maintaining, planning, and managing the

exchange of information. Also, there were several challenges that limited the communication

between school leaders and the other educational stakeholders.

Information Exchange and Parents: Maintaining Communication. Principals noted the

importance of communicating with all parents of students in their schools, but questioned the

unequal access that some parents had due to their lower socio-economic status. Adam R.,

principal of Markland Collegiate, questioned the limited means of exchanging information with

the poorer families in his school community:
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I've been thinking about using the Intemet for communication and wondering if

there is information that is difficult to attain in terms of having insider

information that only a particular socio-economic group of parent has access to.

The homes that don't have computers in them find it more difficult to attain that

information than homes that do have computers in them. I've been somewhat

concemed at the inequity of distributing information in that manner.

Other leaders expressed similar concerns for those families that may have limited access

to school information due to factors such as family illiteracy and English as a second language.

Bob 8., the vice-principal of Buxton Regional Secondary, and Peter G., the principal of

Chillmont K-S1 School, agree on this point:

I just can't believe that more and more people will not have access to technology

as time goes on. But, I think right now, you're right. There are homes that don't

have computers. But then, there are illiterate homes, too. They can't read. Or they

speak English only as a second language.

While the subjects interviewed recognized the importance of communication with

parents, there appeared to be a real concem about the inability to disseminate information and to

dialogue with all parents due to various factors that resulted in unequal access to the school

system.

Information Exchange and Students: Planning Comrnunication. Undoubtedly, school

leaders believed in the importance of maintaining good lines of communication with the other

people who participate in the fonnal school setting. Some principals consciously made the effort

to connect with students for the purposes of fostering dialogue and developing positive



61

relationships. The main reason for these opporlunities is to help students focus on their future

endeavours. Adam R. is a firm believer in the significance of these "relational moments":

I believe in doing a lot of talking to students both in groups and individually. I am

talking about some big ideas, about what school means to kids and their future. I

like to spend time with each grade twelve student to discuss lhis or her] future

plans and to make the connection between school and the world of work. I think

they appreciate that time I spend with them. I look for instances where I can

fonnulate relationships with kids. When students are in the hallways or at

lunchtime, I try to free myself up for planned or unplanned crossing of paths with

them. Both are relational, I think. These occurrences are very meaningful and

important to me.

The principals in this study had a tendency to create both formal and informal opporfunities to

meet with students in an effort to develop meaningful personal relationships for the purpose of

creating a focus on students' futures. They believed this perspective to be of paramount concern.

Information Exchange and Teachers: Managing Communication. School leaders valued

close, open contact with teachers in the school setting. Some administrators, like Konrad T. for

example, also valued less formal, yet planned, opportunities to meet with teachers when they

could be available. Many of these events were for the purpose of being visible to teachers who

may need support or encouragement during particular times of the day:

I try to get into the halls as much as possible in the morning, after four and at

noon hour because that's when the kindergarten teacher needs to run to me about

somebody missing a bus or something. Those things are one-on-one and I prefer

to work that way.It's just my personal way of doing things.
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The notion of planning and managing effective communication for the purposes of assisting and

supporting teachers was very significant to all subjects. Clearly, they thought that it was their

duty to be available and supportive to their teachers during times of need. Thus, purposeful

opportunities to interact with teachers often occurred when principals perceived their teachers to

be out of their comfort zone such as in public places like hallways or on bus duty before or after

the regular school day.

Challenges to Information Exchange. The principals in this study thought it was

imperative to take advantage of opportunities that targeted certain individuals in an effort to

ensure good public relations for the school. Kate L., the principal of Valley Knoll Elementary

School, explained an incident when she sent out information to unsuspecting parents about

impending increases in classroom size:

I have a really good example of infonnal communication I used years ago at a

different school. We had huge, huge classes. We had to do some very unusual

arranging and exploring and I knew that in Septernber, when those kids walked

into school, those parents would hear about it. There would be a huge uproar. But

I knew that if I could get the information out in August already to certain key

parents and talk about how positive it was, they could get it out as well... I take

every advantage I can to say good things about my school.

Peter G., the principal of Chillmont School, also appreciated using certain individuals,

such as the parent council members and teachers, to prepare the community for potentially

negative events, such as the return of a struggling teacher to the school:

I have asked a few key people on my staff to help me keep an ear to the ground. If

they hear things that I should be aware of I would very much appreciate them
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coming to tell me, particularly if it is a criticism. Last spring, I had to do

something about a particular staff member who was coming back to school. I was

concerned that there would be a community reaction to it. In that case, I

remember talking to the chair of the parent council saying that fthe situation] was

in good hands, it would work out and that it was going to be monitored.

While it can be seen as an effective means of building social capital with parents, the implication

is that some principals tend to negotiate the flow of information as a strategy in protecting andlor

promoting school initiatives.

In relation to the distribution of school-related information, some principals confessed

that they used their "inner circle" to communicate with other stakeholders. They acknowledged

that this could cause problems with perceptions of favoritism. Kate L. verified this when she

said:

I do a lot of verbal stuff. We visit, visit, visit. At the end of the day, visiting is

good. What does that give you? It gives you about five people who are also

hanging out at the end of the day. And after a while, it got back to me in a very

kind way from one of rny teachers that, "Kate, you know, you're making your

decisions after you've had your little visit with your clutch. You think your clutch

is representative of the whole school and it's not." That was a very fair criticism

and, after a while, that one staff member's perception was that all my decisions

were being made that way. And so I took that to heart. Now I do the whole 'yes'

or'no' thing with all of the staff.
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This use of an "inner circle" was a contentious issue for some of the principals in this

study. Bob B. is wary of this perception of favouritism on the part of school administrators when

exchanging information :

You have to be very specific and clear in communicating because you can be at

the same rneeting and five people can get five different interpretations of what

you said. And then to get the honest feedback about what you are saying is also

very tricky because then people start accusing you ofhaving your favourites or

running the school by committee. You tend to talk to people you get along with

the best, too.

Peter G. explains his perception about the importance of trust and the necessary

provisions for dispersing discretionary information to teachers:

To some extent, teachers need to trust that sornething reasonable is going to be

done fin a given situation]. But, they also need to know what happened so that

they don't have to operate on incomplete knowledge.

In essence, principals found that a high degree of trust was central to the establishment and

maintenance of solid relationships with teachers, but at times this was not possible due to either

circumstances beyond their control or their own administrative decisions.

Principals' Perceptions of Norms and Sanctions

School leaders in this study were asked to explain standards of behaviour that exist

between themselves and parents, students, and teachers. They were also asked to provide

examples of the sanctions they used to promote these standards of behaviour. What standards of

behaviour do they expect from other stakeholders and how do they respond when other people

do not abide by these standards? Conversely, what standards of behaviour do other people expect
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of principals, as educational leaders, and how do these other groups respond when they do not

abide by these standards?

Generally speaking, the administrators had a number of issues that they thought were

important to the parents, students, and teachers in their school communities. These issues dealt

mainly with encouraging respectful interactions, mediating and advocating, and modeling

appropriate behaviours. Moreover, there were also several challenges to maintaining consistent

standards of behaviour.

Norms, Sanctions, and Parents: Encouraging Respectful Interactions. Generally, the

principals suggested that treating all parents with respect was considered a universal standard of

proper conduct as a school leader. Reciprocally, acceptable language of communication from

parents towards other school personnel was also very important to the subjects in this study.

Konrad T. discussed the behavioural norrns that he expected from parents in his school

community:

I expect parents to treat our staff members and myself with respect and I hold

them to that. I expect parents to not only treat our people with respect but to also

communicate in respectful ways.

Kate I,., the principal of Valley Knoll Elernentary School, cited another example of

demanding respectful behaviour from parents by expecting them to use proper channels of

communication:

I think that behaviour between parent and adrninistrator should be respectful. If a

parent comes to me with concerns about a teacher, I make it very clear that I

expect the parent to go to the teacher first. I make that expectation clear to the
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parent. I also expect that parent to speak with a normal voice. It's all about

respect.

One example of a sanction used by administrators to promote acceptable behaviour was

the identification and articulation of common goals for parents and the school. This strategy is

similar to the method used by Adam R., principal of Markland Collegiate:

There is so much common ground we can appeal to with parents that are anry

and upset. They and we are interested in the welfare of children and chances are

we are looking for the best solution to the problem. If we appeal to that, to

working towards that solution, oftentimes we can de-escalate that anger as well.

Clearly, one form of sanction used by administrators to foster good relations with parents

was to acknowledge the common objective they all had in preparing young people to become

educated citizens and contributing members of society.

Norms, Sanctions, and Students: Mediating and Advocating. School leaders generally

thought that it was imperative to have clearly stated rules of conduct for students. But,

administrators also thought that their obligations included mediating between students and

teachers and at times being advocates for students. Adarn R. is a strong believer in his role as

mediator when he said it is often necessary to intervene between students and teachers:

Students expect us to have their best interests at heart. They really do. They want

to be dealt with fairly and judiciously when it comes to decisions that influence

their lives. They expect us to mediate between themselves and other students or

their teachers. Above all else, I think they want to be treated with respect and

dignity, although they may not be able to express these principles in these terms.
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Adam R. also sees his role as advocating for students, especially those that are not

normally supported by all of their teachers:

I see myself as a student advocate. I believe that the purpose of what we do is

wrapped up in trying to provide a future, the best future possible for our students.

The challenge is to be successful and to be involved with students that

traditionally don't experience success.

According to the principals, student advocacy operates on the principle that young people do not

necessarily have the fundamental social and vocational skills to prepare them to enter the world

of work and post-secondary studies. According to some of the study participants, school leaders

must provide the guidance and support needed to foster the development of these skills.

Norms, Sanctions, and Teachers: Modeling Appropriate Behaviours. While principals

believed in professionalism in dealing with parents and students, they also saw the value of

similar relationships with their colleagues. Adam R. concurs when he states:

I think my responsibility as a school leader is to be equitable in how my

professional duties are carried out and that people are not privy to extra

information or to favours and that I continue to be as just and fair as I can be. But,

I think, in virrually all situations, the closer the relationship that I can have with

the people I'm working with [i.e. teachers], the better served we all are.

Kate L. found that drawing the line between professional and personal relationships was

often a difficult thing to do:

I find the lines for me are so hard. Now, more and more of my staff are from my

community and I know thern well outside of my school. I don't want to put on a

façade. I don't want to have airs, I don't want to have anything I say used against
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me. I don't want to walk around guarded. I was allowed to be a prankster as a

teacher. Now, as a principal, I am not allowed that. Sometimes it's not fair that

I'm not allowed to be who I am as a person, that I have to try to always guard

myself.

According to the subjects interviewed, this issue of forming various kinds of relationships with

teachers was very contentious. In fact, daily contact with teachers often made it difficult for

some administrators to draw a sharp line between personal and professional conduct, especially

if they lived and worked in the same community, which is a common occuffence in Overland

School Division.

Challenges to Norms and Sanctions. There was a general consensus among the subjects

that all administrators and teachers were obligated to maintain higher moral standards than other

citizens in their communities because of their visibility and status. Konrad T. reiterated this

point:

I think very often a school is a reflection of the community values that you have

and that public educators, especially principals, are held to a higher standard of

conduct. I think the community that I am currently in right now would probably

expect me to be a moral, law-abiding citizen not only as a member of the

community but also as a leader in that community. And, I think they would see

my job description not as simply being an educational leader of a school per se

but also as a leader in the community in terms of maintaining the moral values

that they have instructed their children in.
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Bob B. also sees a distinction between parents and school leaders in terms of expected

proper social and moral conduct. In his opinion, while principals are considered to be moral

exemplars of society, parents are not held up to the same standard:

I can assess where I see a lot of difference in expectations. We are expected to

behave in a certain way. We have a role to play. We're not to lose our temper.

We're to handle kids properly. We're professionals. But, when we expect parents

to react to us and behave towards us in the same way, that's not often the case.

There appears to be a lack of reciprocity in terms of the roles that both school leaders and parents

play in schools and their respective communities. This discrepancy was somewhat contentious

among principals in the study because they perceived that there was a double standard between

them and parents on acceptable standards ofbehaviour.

The administrators also discussed their concems about the perceived freedom that parents

felt they had when communicating with both principals and teachers. While instances of parents

contacting school leaders during their "off hours" was considered commonplace, this issue

seemed to be somewhat troublesome for many principals. Konrad T. revealed his trepidation

about receiving "business calls" at home:

I have had occasion where they will call me at home and, at that point, I ask them

if it is school-related. If the answer is 'yes', I will ask them to please call me

during my regular office hours as I am not prepared to discuss an individual case

or teacher at home. And I think part of it is that some of them see that it is quite

convenient because I am in the community and they can, you know, pick up the

phone and call me. I try to keep that separate because if I feel it is a school issue,

then we need to discuss it in school and I'd rather they not call me at home.
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As a sanction against inappropriate contact with teachers, school leaders, like Adam R.,

thought that it was their duty to protect teachers in their respective schools from aggressive

parents by limiting or restricting access:

What I've seen is the most common sanction is access. When a parent comes in

and is swearing and angr5', as school leaders we restrict access to our staff at that

point. 'You may not be in this building and come and abuse my teachers or swear

at them or yell at them and you have a choice to make as a parent. If you want to

talk to the teacher, you have to calm down and you have to address our staff

respectfully and appropriately.' I think that's the most common sanction.

Again, the issue of safety and the well being of teachers and their students seemed to be

prominent on the minds of the administrators. Unlike the general consensus about the importance

of child welfare, principals said that parents did not consider protecting the safety and well being

of school personnel as important as that of their own children.

Some administrators expressed their desire to limit interactions with teachers to

professional matters although it was common for principals to make personal connections with

some staff members over others. At least one of the subjects, Konrad T., faced this dilemma:

There are some staff members whose characters we naturally click and bond with.

The struggle for me is the need for professional distance between those staff

members and me.

At the same time, Peter G. said there is a need to balance or limit relationships with

teachers to give people the impression of fairness and professionalism:

I find that, with some relationships, you have to tone it down a little bit because

they are way too easily able to talk to you about stuff they shouldn't and with
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others, you have to try to draw it out so that you are creating the idea that

everybody has equal access. There's some balancing act to that and we probably

never do it perfectly, but we try.

The norm of professional conduct was seen as both an important and a contentious issue among

the principals and was sanctioned by limiting their discussion with their teachers about specific

professionals or school occurrences in public spaces. Principals further thought that it was in

everyone's best interest to try to limit teacher cynicism and the "open" criticism of school

initiatives or the formal leadership in their respective schools. Adam R. explained how he used

this strategy on a regular basis as a vice-principal at his previous school:

The principal and I had two adversaries that were basically against every single

initiative that we brought into that school. And I made it a point that, before every

staff meeting, those two became my sounding board before I went anywhere else

every single time. The principal and I would talk. Then I'd go to those teachers'

classes and say, "Here's what we're thinking about. What do you think?" And it

was great! I'd get all the down sides of everything we ever talked about before

we'd go into a meeting. And, we'd never get surprised in a staff meeting with a

negative reaction because we sought them out constantly for three years. I love

that as a strategy: seeking out the 'nay sayers', the adversaries and using them as

allies.

Kate L. expressed both relief and trepidation at the fact that teacher transfers had

temporarily elirninated the necessity to deal with open criticism from staff members who did not

support her initiatives:
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I'm in such a honeymoon stage right now. I have to figure out who my new 'nay-

sayers' are. Three left last year and three really positive people were hired, came

into my school. So, it's like...a honeymoon. I'm going to love it!

Generally, the principals thought that they had to be alert to the potential of not receiving support

from certain teachers. This appeared to be the nonn and was, consequently, duly sanctioned by

school leaders. Some principals responded in very positive ways while others did not.

Principals' Perceptions of Obligations and Expectations

In this study, the principals were asked to explain the reciprocal obligations they shared

with parents, students, and teachers. Similarly, the principals were asked to talk about their

expectations of the other stakeholders and what they believed was expected from them as school

leaders.

Generally speaking, the study subjects raised a number of issues that they thought were

important. Specifically, some of these issues included assuring parents about child safety,

ensuring student leaming, and supporting teachers. There were also several limits to maintaining

and fulfilling obligations and expectations as school leaders.

Obligations, Expectations. and Parents: Ensuring Safetv. All of the subjects agreed that,

as school administrators, they were obligated to parents to ensure the safety of their children. The

subjects felt strongly that the issue of child welfare was clearly expected from every parent.

Adam R. expressed his feelings about child safety in this way:

There's an obligation, a fair expectation on the part of parents that we will be

looking after the welfare of their children in all areas...to do whatever is in our

power to ensure students are safe and cared for.
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The administrators in this study believed that the safety and well being of children in

their care was fundamentally important to parents and they felt obligated to fulfill this

responsibility, regardless of the students' age or grade. The subjects also agreed that a safe,

caring learning environment was essential for the general well being and educational success of

all students. These goals appeared to be crucial in order to meet the fundamental aims of public

education.

Obligations, Expectations, and Students: Facilitating Learning. Next to their primary

responsibility of professional conduct, the administrators said that one of their most important

obligations was to ensure that the curriculum was taught to all students, regardless of their ability

level or educational aspirations. This ranged from the most basic of education programs to

providing opportunities for gifted children. Bob 8., the vice-principal of Buxton Regional

Secondary School, said that his major obligation was to provide the children with the

fundamental knowledge and skills they will need to function after high school graduation:

We have an obligation and that is in the area of curriculum. Even stronger,

maybe, than at other levels, we are training people to go further in post-secondary

or to get a job or whatever choice is theirs. So, I think we are obligated to deliver

the best possible curriculum to kids and if we're not doing that, we're not doing

our job. We're not meeting our obligation.

It was clear that these administrators thought that educating all students was their most important

role as school leaders. Whether they felt obligated to fuIfill this role or believed that it was

expected of them, providing a solid public education in preparation for graduation was seen as

one of their primary tasks. Furthennore, principals in this study believed that one of their

primary roles as school leaders was to discuss with students their educational goals.
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Obligations, Expectations, and Teachers: Supporting Teaching. Principals also believed

that their responsibilities towards teachers were based on providing professional development

opportunities and various resources in support of effective teaching. Konrad T. expressed his

professional obligation to support his teachers in this way:

I believe it's my obligation as an educational leader to provide my teachers with

time and resources, of course taking into account what is the best possible

equipment that we can at the time provide and the best possible P.D. opportunities

that time and resources can account for.

Generally, principals said that they were expected to provide the necessary tangible tools to

ensure best teaching practices in their schools. They also thought that their obligation of support

with their teachers was reciprocal.

Peter G. is in his third year as principal of Chillmont School. He believed in cultivating

mutually supportive and trusting relationships with his teachers:

I think teachers need reassurance. I think it's a little bit rnore specific than just

supporting. But, they need reassurance that you're going to be there to give them

that-whether it's being available for the parents that may get out of control at a

parent-teacher interview, or whether it's even offering your presence at a meeting

that you're going to have or where you'd like me to be in the school or something,

tell me because then I will be there, that kind of reassurance. The other word that

came to rny mind is 'trust'. I really think that it can work both ways here. I feel

many times I can't do as much communication with teachers on some issues that I

wish I would be able to do so. I need them to trust me to some extent to have done

what I thought was necessary in a certain situation.
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Kate L., principal of Valley Knoll Elementary School, also expressed her emotional

support of her teachers. She believed in the power of teacher affirmation:

I think I'm expected to affirm teachers. I think a lot of teachers want to feel that

they're doing the right thing. To just constantly remind somebody who might be

in a bit of doubt, a bit at risk, or somebody who is not always feeling self-assured

or not having a good day to say, 'You are a good teacher, you are a valued

teacher, you are important in this school.' And I think they need to hear that from

us. Even our very, very best ones who always tow the line, have been there for

years, I think I have an obligation, at least to myself, to make sure I don't forget to

affirm them and what they're doing.

Generally speaking, principals suggested that investing in supporting, trusting, and reciprocal

professional relationships with teachers was in the best interests of all the people associated with

the school, especially since their focus was to promote student success.

Challenges to Obligations and Expectations. While there was a general consensus about

the value of building social capital with parents, students, and teachers, there were also a number

of contentious issues that resulted from a discussion about obligations and expectations between

school leaders and other interested parties, specifically parents. For example, was it realistic for

administrators, especially in larger schools, to know every student's educational abilities as some

parents expected? Bob 8., the vice-principal of Buxton Regional Secondary School, explained

some of the challenges in meeting the expectations of a large number of parents:

I think my obligations in a school building or the expectations of me in the school

building are different maybe than what they are at home. I have a role, an

expected role, of a school administrator. . .that sometimes parents might think that
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their expectations may supersede mine. There's a reasonable expectation that I

know the child. But, how in-depth do I know that child? Parents sometime expect

school people to maybe know that child a little better than they actually do.

KateL, the principal of Valley Knoll Elernentary School, expressed her frustration about

where parental responsibilities end and her role as school administrator began:

My expectation is for parents to give their children everything they can to be

accepted in school. You know, poor does not need to mean dirty. That's always

been my thing. Bring them clean. Bring them fed. Bring them rested. That gives

us a good thing to start with. And if they aren't, then the expectation of us from

other parents is to make sure that child ¿s cleaned up. So, we clean them up, we

give them snacks. You know, we let them have a sleep on a bed somewhere

because that's what they need. So, you know sometimes those

expectations...almost get flopped on us.

Bob B. supported Kate L. when he questioned the degree to which principals were

responsible for the children in their care:

And with the so-called "decay of the family unit", is there more expectation on

you as the school leader to deliver some of the things that aren't being done at

home? That's what you're saying: to dress kids. Is that a fair expectation? I'm

getting back to where we get into trouble. It's on the expectation side. I think

everybody is clear about what we arc obligated to do.I'm not too sure about the

expectatíons placed on school systems.

In essence, school leaders perceived that parents' expectations ofthem far exceeded their

perceptions of their roles and responsibilities within the public school system. It appeared that
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the principals were reluctantly fulfilling some very fundamental parental duties and

responsibilities that they did want to lay claim to such as providing the basic essentials of food

and clothing.

Summarv of Findings

Although somewhat contentious, the data confirms the importance of building social

capital in an educational setting. This conclusion is drawn by pointing to specific themes and

patterns found in the evidence. Results reinforce the necessity of creating meaningful

relationships between the principals and other stakeholders. However, the focus group

discussions and individual interviews further revealed that there were many challenges for

principals in their daily interactions with parents, students, and teachers.

In terms of designating relationships based on authoritative structures, school leaders

believed in promoting formal and informal involvement of all interested parties and building

leadership among parents, students, and teachers in school-related matters. While it was difficult

at times to share in leadership, the principals perceived that flattening the hierarchal structure of

authority at the school level was beneficial for both the day-to-day operations of the school as

well as for the long-term well being of the school system. Allowing community interests such as

religious instruction during the school day was perceived as beneficial. Sharing ownership,

accountability and decision-making responsibilities among all members of the school community

was seen as a positive means of building social capital. There were also some contentious issues

involving the development of authority relationships in schools. Subjects noted indifference on

the part of parents and students to participate in formal leadership roles. Furthermore, some

school leaders were reluctant to allow students to lead themselves and to allow others to dictate



18

leadership in their respective schools. Finally, it was suggested that a lack of divisional support

in fostering teacher leadership created a lack of enthusiasm for this initiative.

In terms of the formal and informal channels of communication used, school leaders

believed in maintaining open door policies with parents, students and teachers during school

hours. Opportunities to build relationships with other stakeholders in the community outside of

the school setting was deemed as a positive means of building social capital. Contentious issues

involved the manipulation of information through parents and staff members as a way of putting

a'þositive spin" on potentially controversial issues. Perceptions of teacher favoritism and the

use of "inner circles" were also seen as troublesome to some school leaders, yet necessary to

others.

In terms of fostering proper norTns and sanctions, educational leaders believed in a

universal code of respectful behaviour among all interested parties. More specifically, the sense

of professional conduct, honesty and integrity in fulfilling the administrative role was believed to

be of utmost irnportance. Open and honest dialogue between principals and the other educational

constituents and the humane treatment of all people involved were seen as being priorities. One

contentious issue involved the pressures school leaders felt to model higher standards of morality

than parents. Sanctions were considered appropriate for aggressive parents who expect access to

school personnel either during school hours or in the evening. Furthermore, other sanctions

included limiting openly negative criticism of school initiatives and allowing publicly

disgruntled teachers to transfer out of particular schools.

In terms of expressed obligations and expectations, school leaders want to be perceived

as fulfilling their duties to promote the academic, social, and personal well being of all children

in their respective schools. Clearly, protecting the general welfare of children in their charge was
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a major expectation of them. Also, another role of administrators was to assist teachers in

preparing students to enter the world of adulthood and all of the responsibilities that accompany

this very important journey. One contentious issue included the perceived parental expectation

that school leaders know every student in their care, both socially and academically. A third

issue dealt with the burden that principals felt when there is inadequate parental care of children.

Some of the principals in this study were reluctant to assume the traditional parental roles of

guaranteeing child safety and welfare, especially if these responsibilities were not being fulfilled

by parents outside ofregular school hours.

In the final chapter, the implications of these findings will be discussed in relation to how

principals in Overland School Division perceive their efforts to build social capital with parents,

students, and teachers in their respective communities. How successful are principals when it

comes to creating and sustaining networks of relationships with other educational stakeholders

over time? Does building social capital ensure that fundamental educational aims will be

achieved?
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CHAPTER 5

CONCLUSION

Summarv of the Studv

The purpose of this study was to determine how school leaders in Overland School

Division build social capital (Coleman, 1990) with parents, students, and teachers in their

respective communities. Evidence supports the notion that social capital is an important resource

when attempting to meet individual, provincial, and societal aims in public education. It is

argued that, by involving educational partners in public schooling, the purpose of these

organizations is supported and enhanced. While it is important to consider both, relational

dimensions and institutional factors, to explain what educational leaders do, this study focuses

specifically on the development of social capital through authority relations, information

exchange, norrns and sanctions, and obligations and expectations. These types of social capital,

which are embedded in properties of social structures, such as closure, shared ideology, stability,

and interdependence, provide a theoretical framework to meet educational objectives in practical

terms. In essence, the theory suggests why it is important for school leaders to build trusting,

reciprocal relationships, which is to advance the educational opportunities and general welfare of

all children in their respective schools.

Social capital theory (Coleman, 1990) suggests that formal and informal designations of

authority exist among individuals within a social group. These status differences exist between

principals and other stakeholders as well. The subjects were asked to identifo formal and

informal leadership roles that develop between them, as school leaders, and the other interested

educational partners within their school communities.
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As contributing members of various social groups, we gain access to inside information

from members of the group that is not otherwise attainable. These occasions may also lead to

short or long-term opportunities that others may not be privileged to receive. The study

participants were asked to explain the methods of communication fostered between themselves,

as school leaders, and the other stakeholders within their school communities.

Norms and sanctions include standard rules of behaviour and methods of enforcing

appropriate social conduct. More specifically, two of the many roles school leaders have are to

model appropriate actions and to encourage other people to interact in acceptable ways. School

leaders were asked to explain norrns of behaviour that exist between themselves and the parents,

students and teachers in their school comrnunities. They were also asked to provide examples of

sanctions used to encourage these standards ofappropriate conduct.

As members of society, we recognize the obligations and expectations to reciprocate

when sotneone shares his or her resources. It is no different for educational leaders; the work

they do when interacting with parents, students and teachers includes certain responsibilities that

are of a reciprocal nature. The subjects were asked to identifu and explain the obligations and

expectations that tie school leaders to parents, students, and teachers.

The procedures used in this study included a combination of focus group discussions and

individual interviews. Each of the focus group discussions and individual interviews examined

principals' perceptions about building social capital with one group, namely parents, students,

and teachers. In total, the researcher conducted six sessions with the study participants.

All Overland School Division principals and vice-principals were eligible to participate.

There was no effort to screen volunteers on variables such as experience, gender, or age.

However, the administrators who volunteered represented all three levels in the public education
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system. In particular, the six volunteers included two K-6 principals, two K-Sl principals, oneJ-

54 principal, and one 32-54 regional school vice-principal. The administrators had between three

and twenty-two years of administrative experience.

All focus group discussions and individual interviews were tape-recorded and transcribed

by the researcher as outlined in the participant consent fonn (Appendix A). Names and

identi$ring information in the transcriptions were changed to protect the confidentiality of

participants.

All focus group discussions and interview sessions that centered on the four types of

social capital were facilitated by the researcher who used the protocols as they appear in

Appendices B-G. Since the focus group discussions and interview questions were designed to be

open-ended, the exact wording of questions and comments by the researcher varied slightly from

one session to the next.

Discussion

The analysis of the data collected in this study suggests that it is important for school

leaders to build social capital within our public education system. More specifically, the findings

reinforce how important it is for the six school leaders to develop meaningful relationships with

parents, students, and teachers. There \¡/ere a number of themes that surfaced from the data

gathered from the focus group discussions and individual interviews involving the subjects and

their daily interactions with the three stakeholder groups. These themes will be summarized in

relation to the four types of social capital--authority relations, information exchange, norms and

sanctions, and obligations and expectations--as they relate to the perceived experiences of the

study subjects.
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Authoritv Relations. Regarding the formulation of relationships based on authority

structures, the school leaders in this study believed in promoting formal and informal

involvement of all interested parties and building leadership among parents, students and

teachers in school-related matters. While it was difficult at times to share the formal

responsibility of school leadership, the principals perceived that flattening the hierarchal

structure of authority at the school level was beneficial for both the day-to-day operations of the

school as well as for the long-term goals of public education, namely to promote student

learning, citizenship, and their vocational focus for students after graduation. Accommodating

community interests such as religious instruction during the school day was perceived as

beneficial to the formation of positive relations with parents. Sharing ownership, accountability

and decision-making responsibilities among all members of the school community was seen as a

positive means of building social capital. Promoting student selÊdirection and goal setting along

with identiffing and encouraging teacher leadership were seen as priorities for these

administrators. FurtherTnore, school leaders said that the efforts they made in sharing their

perceived authority through participation and exposure during external community events were

good investments in public relations for the school.

Interestingly enough, the data also revealed a number of contentious issues involving the

development of authority relationships in schools. Subjects noted some indifference on the part

of parents and students to participate in formal leadership roles. Furthermore, some school

leaders were reluctant to allow students to lead themselves and to allow other stakeholders to

exercise leadership in their respective schools. This suggests that principals may have felt

insecure in giving decision¡naking powers to students or teachers. Finally, it was suggested that

a lack of support or indifference on the part of the division's senior administration in fostering
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teacher leadership created a lack of enthusiasm for this kind of initiative among teachers. This

brings to mind the implications of operating a Weberian (Weber, 1947) organization such as

Overland, which clearly delineates between hierarchical levels of authority and decision-making

powers.

Information Exchange. In terms of formal and informal channels of communication used

in public schools, school leaders believed in rnaintaining open door policies with parents,

students, and teachers during school hours. Making attempts to communicate and dialogue with

all stakeholders, both formally and informally, was believed to be significant, although it was

recognized that family socio-economic status, language barriers and lack of access to technology

(i.e., the Internet) made it difficult to talk with all parents. What was really significant for most

school leaders was the notion of developing "relational moments" with students, both on a

formal and informal basis. Taking opportune times to be available to teachers was also deemed

as a good investment in promoting positive principal-teacher relations.

The data also disclosed a number of somewhat contentious issues surrounding the various

means of communication between school leaders and the other stakeholders. One of these issues

involved manipulating information through parents and staff members in an effort to put a

"positive spin" on potentially controversial school-related matters. Perceptions of teacher

favoritism and consulting with one's "inner circle" to disseminate information were seen as

troublesome to some school leaders, yet necessary to others. On the one hand, communicating

with only a small group of teachers in a school could result in a lack of trust from other staff

members. On the other hand, the sharing of knowledge with a limited number of teachers could

be seen as respecting the nature of the information being transmitted.
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Norms and Sanctions. In terms of fostering acceptable noÍrns and sanctions, educational

leaders believed in a universal code of respectful behaviour among all interested parties. A sense

of professional conduct and integrity in fulfilling the administrative role was believed to be of

utmost importance. Open and honest dialogue and treating all parties humanely were also seen as

priorities. Having parents use acceptable communication methods and protocols to promote

common school goals was beneficial according to school leaders. Furthermore, being a mediator

for students and advocating for them in their interactions with teachers was viewed as a good

way to build social trust with students (Bryk & Schneider,2002). At the same time, school

leaders believed in the power of supporting their teachers in the teaching process by providing

them with the various resources needed to educate their students.

The research also brought forth some contentious issues that focused on proper social

conduct. School leaders thought that they needed to model high standards of morality, more so

than parents in their communities and teachers in their schools. Sanctions were considered

appropriate for aggressive parents who expected access to school personnel either during regular

school hours or during non-school times such as evenings or weekends. School leaders also

found it hard to draw the line between professional and personal relationships with some

members of their staff. Furtherrnore, sanctions took the form of limiting negative criticism of

school initiatives and allowing disgruntled teachers to transfer out of particular schools.

Obligations and Expectations. Regarding expressed obligations and expectations, school

leaders want to be perceived as fulfilling their duties to promote the leaming and social well

being of all children in their schools. Clearly, the expectation of protecting the safety and welfare

of children within a nurluring and productive learning environment was a priority. Another role

of administrators was to ensure that students received a solid fundamental education, the skills
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needed to enter adulthood, and the skills necessary for social responsibility that accompanies this

transition. Furthermore, school leaders were obliged to assist teachers in preparing students to

enter adulthood and all of the responsibilities that accompany this journey. Providing resources

for teachers was seen as crucial for student success. The school leaders believed in providing

physical, emotional, social support and empowering teachers by affirming their professional

commitment on a regular basis in an effort to create a positive teaching and learning

environment.

The data also uncovered some contentious issues involving obligations and expectations

between school leaders and parents. One of these included the perceived pressure that school

leaders felt to know every family's children in their care, both socially and academically. While

a number of schools were fairly small and intimate, sorne school leaders felt that it was

unrealistic in larger schools to know every student's skills and abilities. A second issue dealt

with the burden principals perceived as a result of inadequate parental care for their children. The

school leaders in this study felt overwhelmed with the presurnption that they were primarily

responsible for educating parents about their role in preparing their children to leam in school.

Implications

The results of this study suggest that principals in Overland School Division should be

generally satisfied with their attempts to strengthen links among schools, families, and

communities (Manitoba Education and Youth, 2002) by building social capital with parents,

students, and teachers. Bryk & Schneider (2002) contend that the relational trust that develops by

investing in social capital "constitutes the connective tissue that binds these individuals together

around advancing the education and welfare of children" (p.I44). Principals in this study

acknowledged that, as formal leaders in the school community, they were generally supported
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and supportive of the other stakeholders they came in contact with when attempting to meet the

fundamental aims of education.

Nevertheless, the principals may want to re-examine some of their other perceptions

involving their relationships and interactions with parents, students, and teachers when

attempting to build social capital. For example, when school leaders suggest that they are

inclined to promote the sharing of authority among all stakeholders, one wonders if they know

the realistic implications of doing this. Do school leaders in this study share the same definition

of building leadership capacity (Lambert, 2003)? Are they really willing to give up their formal

responsibilities and duties to less qualified stakeholders?

Implications of Authority Relations. Principals need to be concerned about giving away

too much authority or decision-making powers to certain parent or community organizations that

may have their own personal agendas. While parents may have a general knowledge and

understanding of the education system, the community in which the school resides may have its

own ideas about educating children, which may not necessarily complement the aims and

objectives of the administrators and teachers. As a result, school leaders should be prepared to

either align themselves or contend with these incongruent perspectives. For example, in a

community that is fundamentally Christian, a school principal may have to decide whether or not

to openly support weekly religious instruction in his or her school.

According to the principals in this study, students are either indifferent or disinterested in

participating in school governance such as student council activities. How accurate is this

perception? It may be possible that school leaders neither have the training nor the skills

necessary to promote student civic leadership or the counseling skills needed to empower

students in this way. Participating in professional development opportunities involving
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organizalions such as the Manitoba School Improvement Program (MSIP) may provide the

needed impetus to help principals foster student empowerrnent, accountability, and civic

leadership at the school level.

The data further suggests that teachers are, at times, reluctant to take on leadership roles

in their schools. Can it be that school principals are neither educating teachers about the various

types of leadership nor really encouraging them to take on leadership roles? Alternately, is it

possible that teachers are sufficiently overwhelmed with their own existing duties that they have

neither the time nor the interest in performing additional leadership roles within their respective

schools?

From another perspective, one might ask if the transference of school-level decision-

making powers to other stakeholders is realistic in such a bureaucratic organization as Overland

School Division. One might also question the benefits of sharing authority in a school division

that already operates as a very efficient Weberian (Weber, lg47) bureaucratic organization and is

not, therefore, conducive to flattening designated power structures. Since it is perceived that the

Division is somewhat indifferent or unsupportive of sharing leadership, as suggested by the

subjects in the study, it appears that school leaders cannot realistically give up their formal

designations as school leaders nor successfully promote the sharing of formal authority at the

school level. For this to occur, Overland School Division would need to re-evaluate its

organizational culture and then facilitate division-wide leadership development and mentoring

programs that would identi$ potential candidates for school-based administrative roles. In this

way, shared leadership might become more pervasive in the culture of Overland Schools.

The results of this study further suggest that evaluating the role of school leaders in the

promotion of shared leadership and empowerment may have to take place. Principals might want
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to examine if and how they encourage teachers to assume leadership roles. To this end, the

inclusion of research literature on administrative styles provides a context in which to understand

the relationships between principals and the other stakeholders and, to varying degrees, reflect

the notion of social capital. School administrators may want to examine how they use various

models of leadership (i.e., instructional, transformational, moral, participative, managerial, and

contingent) in their day-to-day practice and decide if their actions promote trusting, reciprocal

relationships, the sharing of authority or the building of leadership capacity (Lambert ,2003)

considering the school division in which they work. In spite of the various issues presented, a

creative and committed adrninistrator can overcome some hurdles and should be able to promote

both fonnal and infonnal leaders at the school level.

Implications of Information Exchange. Although school leaders perceived that open and

honest communication with parents, students, and teachers is crucial to building social capital, it

often presents some difficult dilemmas. For example, is the information that is exchanged

between parties always honest and truthful? The data suggests that, at times, it is necessary to

tailor certain information for certain stakeholders. This raises the question of whether or not talk

about honesty, integrity, and relational trust (Bryk & Schneider,2002) is more lip-service rather

than reality.

This study suggests that, by influencing certain parents as a way of filtering information

to others, school leaders can put a "positive spin" on negative incidents in their respective

schools. The reality is that there is confidential information to which parents cannot be privy. As

a result, the lack of honesty and integrity exists when school leaders knowingly manipulate

information that they perceive may be harmful to the school. The implication is that school
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leaders may not be trusted to share accurate information with all parents if it is revealed that they

are withhol ding pertinent information.

Furthermore, is it realistic to provide students with all of the information about the

workings of the school system? The subjects in this study suggest that it is not. The data reveals

that school leaders may withhold information from students due to school size or perceptions that

students are not interested in it. According to many of the principals, students should focus

primarily on their academic studies and their social behaviour.

What are the ramifications of allowing a select number of teachers to have access to

information about school initiatives or policies while others do not have such success? How

might this further marginalize some teachers who may already think that they are not part of a

principal's "inner circle"? How may this affect the reciprocal trust between principals and

teachers? The resulting perceptions of bias and favoritism when a school leader provides

information to some teachers and not to others can, in fact, be detrimental to the development of

social capital and may cause a severe decline in staff morale. Principals, therefore, need to be

wary of limiting communication to a select few teachers because they need the support of all of

them.

Fonnal training in effective communication such as cognitive coaching would seem to be

a worthwhile endeavour for school-based leaders. Not only will principals who undergo this

training have better understanding of the communication process, there is also the possibility that

these principals will be perceived more favourably by parents, students, and teachers. Allowing

all stakeholders access to information that is consistent and accurate appears to be a step in the

right direction. Also, it may be wise for principals to regularly review professional codes of

conduct with parents, teachers, and students. Overland School Division principals may be
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encouraged by senior administrators to develop protocols for proper standards of communication

with all stakeholders to build social trust (Bryk & Schneider,2002).

Implications of Norms and Sanctions. Generally, most administrators recognizedthat

they were held to higher standards of moral conduct because of their positions. Is this fair for

school leaders? While this perspective was widely accepted by the subjects, the perception was

that the pressures they felt to uphold this moral conduct resulted in some difficulty in the day-to-

day operations of the school and, more specifically, in their personal and professional

interactions they had with some of the other stakeholders.

Principals perceived a lack of reciprocity between themselves and parents with respect to

their roles as educators. Do parents and school leaders really share common interests or are their

agendas mutually exclusive? Are parents really concerned about the school or do they only care

about their own children? The participants in this study questioned why parents were not

typically held up to the same moral standards as they were. If school leaders are supposed to act

in specific ways, why aren't parents? Furthermore, school leaders questioned the assumption by

parents that they had the right to phone teachers or principals whenever they pleased and in

whatever fashion they chose.

Another implication of the study regarding norrns and sanctions involves school leaders

and students. Can principals dutifully fulfill their formally designated roles as school

administrators by implementing and supporting school-wide discipline policies while, at the

same time, claim that they are advocates for students? In other words, can school leaders be

perceived as being both student disciplinarians as well as student counselors? The participants in

the study claimed that they were advocates for their students. They believed in mediating

between students and teachers on disciplinary issues. Is there a limit to this? Can student
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advocacy work against teacher support when attempting to build trusting relationships? Do

principals tread a fine line when attempting to build social capital with both students and

teachers simultaneously?

School leaders generally believed in universal standards ofprofessional conduct on their

part and on that of their teachers. Of course, all educators are supposed to act in the best interests

of their students. Of course, teachers are to follow school and division-wide policies. What is the

role of school leaders when teachers do not act professionally in schools? For example, subjects

in this study suggested that they did not hesitate in sanctioning unacceptable conduct such as

public criticism of other colleagues. But, some leaders said that they found this difficult due to

the personal relationships they had with some of the teachers in their schools. This may suggest

that all school leaders may not be able to realistically maintain both professional and personal

relationships with some of their teachers if they are to fulfill their formally designated role as

principals.

When dealing with other stakeholders, school leaders may also find it hard to

continuously uphold the rules of proper conduct because, inevitably, personal relationships can

develop from such interactions. They suggest that they struggle when they develop friendships

with members of other stakeholder groups. They find it difficult to avoid perceptions of bias and

a lack of professionalism on their part. If this is indeed the case, it may be wise for school leaders

to review their own professional codes of conduct and to take stock of how they use

'þrofessional distance" in their interactions with teachers. In other words, principals may want to

limit the personal relationships they have with their teachers so that they can be as objective and

professional as possible.
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Implications of Obligations and Expectations. School leaders felt obligated to fulfill their

many duties, two of which included the efficient operation of their respective schools and the

meaningful support of all other stakeholders in the community. In relation to the aims of public

education, how much time can school leaders realistically focus on all of these important tasks?

The general perception was that school principals were feeling somewhat overwhelmed with the

many tasks that were expected of them.

According to the subjects in this study, parents in Overland School Division have

extremely high expectations of principals in their respective communities. In fact, parents'

demands on the public education system, generally, and on school principals, specifically, ffiây

be unrealistic. From the leaders' perspectives, parents are asking for far too much in terms of

support for the general welfare of their children. This suggests that school leaders may have to

remind parents about their obligations and educate parents about the limitations of what they can

do.

In relation to the obligations and expectations between school leaders and students,

school leaders clearly believe in preparing students for their future entry into adulthood. They

feel obligated to treat all children with respect and expect the same from their students. Instilling

a sense of social responsibility in students was extremely important to the principals. This

suggests that principals may benefit by receiving training in the development of civic leadership

and student governance as invesûnents in building social capital with students.

Can all stakeholders, including teachers, be entrusted with fulfilling their responsibilities

to develop the skills and abilities of students? Is it realistic to expect school leaders to provide all

of the supports that teachers perceive that they need? Can school leaders truthfully do more than

provide professional and moral support for their teachers? Some physical supports for teachers
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may not be feasible due to the financial restraints placed on schools. To this end, it may be

appropriate for division officials, with the participation and support of school administrators, to

periodically review the needs of each school in the Division.

Finally, what are the incentives for school leaders to fulfill their perceived obligations

and the expectations of other stakeholders? Although the participants in this study generally felt

supported in their particular roles as school leaders, at times they felt overwhelmed and reluctant

to invest in meaningful relations with others. This was due to the fact that role designations

between the various stakeholders were not clearly distinguished and traditional positions of

authority, methods of communication, and rules of behaviour were not always followed. This, in

tum, led the principals to face several challenging, contentious issues when attempting to meet

their responsibilities and to create mutually trusting relationships through the development of

social capital.

Recommendations

The findings of this study raise many possibilities for further research, four of which will

be discussed here. One recommendation would involve conducting a similar qualitative study

with the other stakeholder groups mentioned in this study, namely the parents, students, and

teachers from the various communities in Overland School Division. The purpose of this

research would be to compare principals' perceptions about building social capital with the

perceptions of the other stakeholders. A comparative study of the perceptions of these other

stakeholders, parents, students, and teachers, might be useful in better understanding the social

relationships that develop within school communities. A study of this kind could be conducted

using the two similar investigative procedures outlined in this study. Data gathered from focus
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groups and/or individual interviews with parents, students, and teachers could be compared to

the data gathered from the school leaders.

A second recommendation would involve conducting a similar qualitative study

including other administrators in Overland School Division. In this way, the perceptions of the

six participants could be compared to those of their other colleagues in the Division. In terms of

generalizability, areas of agreement and disagreement could then be identifìed and a divisional

policy for strengthening links among schools, families and communities could be developed and

eventually implemented to meet Manitoba Education and Youth's (2002) mandate as presented

inits Manitoba K-54 Education Agendafor Student Success.

A third recornmendation that might increase the generalizability of the study's findings

would involve the comparison of school leaders' perceptions in Overland to school leaders in

other rural school divisions. Similarities and differences across divisions could be identified and

suggestions for improvement could be made. A natural follow-up to this would be to compare

this data to the data one might gather in urban schools. Would there be any major differences

between rural and urban school divisions? If so, one could expand the discussion on the

applicability of social capital theory in different educational settings.

A final recommendation would be to develop a quantitative analysis of the variables

found to be significant in this study. Further research rnight involve the development of scales

designed to measure how the 4 types of social capital relate to the various educational leadership

rnodels (i.e., instructional, transfonnational, moral, participative, managerial, and contingent)

discussed in Chapter 2. One way of doing this might be to build on the work of Hasinoff &

Mandzuk (in submission) who have designed Likert-type scales to measure social capital among

undergraduate students. Furthermore, while it is acknowledged that principals use various
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administrative styles throughout their daily practice, it may be conceivable to use these models

of educational leadership instead of social capital theory as the overriding framework to explain

how school leaders form supportive relationships with parents, students, and teachers in their

respective schools.

Generally speaking, the language of social capital is not typically used in government

documents or in scholarly articles on public education. Nevertheless, much of the literature in

education relates to the concept of social capital in one shape or form. This study of Overland

School Division principals contributes in several ways to the larger body of literature that deals

with social capital theory and educational leadership. First, the significance of this study's

findings lies in the fact that it examines a crucial issue in education - namely that of building

social capital between principals and parents, students, and teachers in their respective schools.

Research done by Bryk & Schneider (2002) suggests that, "good schools are intrinsically social

enterprises that depend heavily on cooperative endeavours among the varied participants who

comprise the school community" (p. 144). Driscoll & Kerchner (1999) indicate that a principal's

ability to create and sustain social capital in the school community is crucial, not only for

ensuring the best teaching and learning, but for its direct impact on the success of students.

Greater understanding of communication skills and the development of trusting, reciprocal

relationships between principals and the other stakeholders, therefore, are essential. Second,

while social capital fosters meaningful relationships between those participating in public

schooling, it can also be seen as an opportunity for principals to invest in the human resources

needed to develop the future skills and expectations of students as they become contributing

members of society. Finally, Driscoll & Kerchner ( I 999) suggest that strengthening social capital

in schools provides the opporfunity for principals themselves to recapture a sense of calling
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associated with school leadership, the purpose of which lies in the challenge of meeting the

fundamental aims of public education.
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APPENDIX A

PARTICIPANT CONSENT FORM

Research Project Title: Building Social Capital in Overland School Division:
Perspectives of Educational Leaders

Researcher: Luis P. Reis

Dear Administrative Colleague,

This consent form, a copy of which will be left with you for your records and reference, is only
part of the process of informed consent. It should give you the basic idea of what the research is
about and what your participation will involve. If you would like rnore detail about something
mentioned here, or infonnation not included here, you should feel free to ask. Please take the
time to read this carefully and to understand any accompanying information.

In partial fulfillment of my Masters degree in Education, I am conducting a study on building
social capital. As a result of this research, I hope to gain insights about how we, as school
administrators, involve parents, students and teachers in the learning community. This letter is to
invite you to participate in this research.

Participants will be asked to share their knowledge in a series of three 45-minute focus group
discussions that will provide information about how they, as educational leaders, build social
capital among parents, students and teachers in their schools. Participants may also be asked to
participate in a 3O-minute individual follow-up interview after the completion of the focus group
sessions in order to allow for elaboration of their contributions during the group discussions.

Please be assured of the following:

o You are in no way obligated to participate in this study. You may withdraw from the
study at any time.

o Your identity and the identity of your school will be kept confidential. You will be asked
for some basic demographic information. I am interested only in making grade level
comparisons and reporting group, not individual, data so you and your school will not be
identified.

o After the study has been published, all transcribed copies of the focus group discussions
and the individual interview sessions will be destroyed.

o No participant will be identified in any research publication or report.

o Each participant in the focus group must agree to keep the content of the focus group
discussions confi dential.
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When the research is complete, I will mail to you a two-page summary of the findings for your
information. The summary will describe general trends and themes discovered as a result of the
project; it will only name individual participants or cite individuals' comments with a disguised
identity or "alias." To receive your copy of the research summary, please complete the attached
sheet, which asks for your mailing address. The address sheet will be filed separately from the
transcriptions and from this letter of consent, and will not be consulted until the study is
complete. fAttach address sheet to this consent form.]

Your signature on this form indicates that you have understood to your satisfaction the
information regarding participation in the research project and agree to participate as a subject.
In no way does this waive your legal rights nor release the researcher, sponsors, or involved
institutions from their legal and professional responsibilities. You are free to withdraw from the
study at any time, and/or refrain from answering any questions you prefer to omit, without
prejudice or consequence. Your continued participation should be as informed as your initial
consent, so you should feel free to ask for clarification or new information throughout your
participation. In doing so, please contact the following:

Luis P. Reis
Green Valley School
434-6415

This research has been approved by the Education and Nursing Research and Ethics Board of the
University of Manitoba. If you have any concerns or complaints about this project you may
contact the above¡nentioned person or the Human Ethics Secretariat at 474-7122. A copy of this
consent form has been given to you to keep for your records and reference.

Sincerely,

Luis P. Reis

Yes, I give my consent to participate in the Social Capital Study as described above.

Participant's Signature Date

Researcher's Signature Date

Please send completed consent form to Green Valley School clo L. Reis no later than November
25,2002.
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Building Social Capital in Overland School Division:
Perspectives of Educational Leaders

Summary of Findings
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Name:

Address:



106

APPENDIX B

BUILDING SOCIAL CAPITAL IN OVERLAND SCHOOL DIVISION:
PERSPECTIVES OF EDUCATIONAL LEADERS

(FOCUS GROUP QUESTTONS-PARENTS)

Background

1) How long has each of you been involved in educational leadership?
2) What kind of fonnal instructional training does each of you have in educational

leadership?

Various Form of Social Capital

Generally speaking, there are four forms of social capital. These are: 1) obligations and
expectations; 2) information exchange; 3) norrns and sanctions; and 4) authority relations.

Obligations and Expectations

As members of society, we rccognize the obligations and expectations to reciprocate when
someone shares his or her resources. In other words, the work that educational leaders do when
interacting with parents involves certain expectations and obligations.

3) What obligations do you, as educational leaders, have towards the parents in your
schools?

4) What obligations do parents towards you as educational leaders in your schools?
5) What expectations do you, as educational leaders, have of parents in your schools?
6) What expectations do parents have of you as educational leaders in your schools?

Information Exchange

As contributing members of various social groups, we gain inside information from members of
the group that is not otherwise attainable and which may lead to short or long term opportunities.
What I am interested in are the methods of communication fostered between educational leaders

and parents.

7) What information channels do you, as educational leaders, use to communicate with
parents?

8) What information channels do parents utilize to communicate with you as educational
leaders?
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Norms and Sanctions

Norms and sanctions include the standard rules of behaviour and methods of enforcement of
social conduct. In other words, what I am going to ask deals with the way you, as educational
leaders, encourage parents to behave in acceptable ways.

9) What standards of behaviour exist between you, as educational leaders, and parents?

10) What sanctions are used to promote these standards of behaviour between you, as

educational leaders, and parents?

Authority Relations

Formal and informal designations of leadership exist among individuals within a social group.
What I am interested in here is how formal and informal leadership roles develop between
parents and you as educational leaders.

11) What formal leadership roles have you seen develop between parents and yourselves
as educational leaders?

12) What informal leadership roles have you seen develop between parents and

yourselves as educational leaders?
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APPENDIX C

BUILDING SOCIAL CAPITAL IN OVERLAND SCHOOL DIVISION:
PERSPECTIVES OF EDUCATIONAL LEADERS

(FOCUS GROUP QUESTIONS-STUDENTS)

Obligations and Expectations

As members of society, wo recognize the obligations and expectations to reciprocate when

someone shares his or her resources. In other words, the work that educational leaders do when

interacting with students involves certain expectations and obligations.

1) What obligations do you, as educational leaders, have towards the students in your
schools?

2) What obligations do students towards you as educational leaders in your schools?

3) What expectations do you, as educational leaders, have of students in your schools?

4) What expectations do students have of you as educational leaders in your schools?

Information Exchange

As contributing members of various social groups, we gain inside information from members of
the group that is not otherwise attainable and which rnay lead to short or long term opporlunities.
What I am interested in are the methods of communication fostered between educational leaders

and students.

5) What information channels do you, as educational leaders, use to communicate with
students?

6) What information channels do students utilize to communicate with you as

educational leaders?

Nonns and Sanctions

Norms and sanctions include the standard rules of behaviour and methods of enforcement of
social conduct. In other words, what I am going to ask deals with the way you, as educational

leaders, encourage students to behave in acceptable ways.

7) What standards of behaviour exist between you, as educational leaders, and students?

8) What sanctions are used to promote these standards of behaviour between you, as

educational leaders, and students?
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Authority Relations

Formal and informal designations of leadership exist among individuals within a social group.

What I am interested in here is how formal and informal leadership roles develop between
students and you as educational leaders.

9) What formal leadership roles have you seen develop between students and yourselves

as educational leaders?
10) What informal leadership roles have you seen develop between students and

yourselves as educational leaders?
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APPENDIX D

BUILDING SOCIAL CAPITAL IN OVERLAND SCHOOL DIVISION:
PERSPECTIVES OF EDUCATIONAL LEADERS

(FOCUS GROUP QUESTIONS-TEACHERS)

Obligations and Expectations

As members of society, we recognize the obligations and expectations to reciprocate when

soÍteone shares his or her resources. In other words, the work that educational leaders do when

interacting with teachers involves certain expectations and obligations.

1) What obligations do you, as educational leaders, have towards the teachers in your
schools?

2) What obligations do teachers towards you as educational leaders in your schools?

3) What expectations do you, as educational leaders, have of teachers in your schools?

4) What expectations do teachers have of you as educational leaders in your schools?

Information Exchange

As contributing members of various social groups, we gain inside information from members of
the group that is not otherwise attainable and which may lead to short or long term opportunities.
What I am interested in are the methods of communication fostered between educational leaders

and teachers.

5) What information channels do you, as educational leaders, use to communicate with
teachers?

6) What information channels do teachers utilize to communicate with you as

educational leaders?

Norms and Sanctions

Norms and sanctions include the standard rules of behaviour and methods of enforcement of
social conduct. In other words, what I am going to ask deals with the way you, as educational

leaders, encourage teachers to behave in acceptable ways.

7) What standards of behaviour exist between you, as educational leaders, and teachers?

8) What sanctions are used to promote these standards of behaviour between you, as

educational leaders, and teachers?
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Authority Relations

Formal and informal designations of leadership exist among individuals within a social group.

What I am interested in here is how formal and informal leadership roles develop between

teachers and you as educational leaders.

9) What formal leadership roles have you seen develop between teachers and yourselves

as educational leaders?
10) What informal leadership roles have you seen develop between teachers and

yourselves as educational leaders?
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APPENDIX E

BUILDING SOCIAL CAPITAL IN OVERLAND SCHOOL DIVISION:
PERSPECTIVES OF EDUCATIONAL LEADERS

(INDIVIDUAL INTERVIEWS- PARENTS)

Obligations and Expectations

1) In what ways do you consciously and deliberately express your sense of obligation to

your parents?
2) In what ways have your parents expressed their sense of obligation to you as an

educational leader?
3) In what ways do you, as an educational leader, express your expectations of parents?

4) In what ways do parents express their expectations of you as an educational leader?

Information Exchange

5) As an educational leader, how do you try to provide information to parents in regards

to school-related matters?
6) How do parents try to provide information to you, as an educational leader, in regards

to school-related matters?

Norms and Sanctions

7) What standards of behaviour do you, as an educational leader, expect from parents?

Follow-up: 7) a. How do you, as an educational leader, respond when parents don't abide by
these standards of behaviour?

8) What standards of behaviour do parents expect of you as an educational leader?

Follow-up: 8) a. How do they, as parents, respond when you don't abide by these standards

ofbehaviour?

Authority Relations

9) In what ways do you, as an educational leader, encourage parents to assume formal
leadership roles in your school?

Follow-up: 9) a. In what ways do you, as an educational leader, encourage parents to assume

informal leadership roles in your school?

i0) In what ways do parents encourage you, as an educational leader, to assume a formal
leadership role in the school?

Follow-up: 10) a. In what ways do parents encourage you, as an educational leader, to assume

an informal leadership role in your school?
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APPENDIX F

BUILDING SOCIAL CAPITAL IN OVERLAND SCHOOL DIVISION:
PERSPECTIVES OF EDUCATIONAL LEADERS

(INDIVIDUAL INTERVIEV/S -STUDENTS)

Obligations and Expectations

1) In what ways do you consciously and deliberately express your sense of obligation to

your students?
2) In what ways have your students expressed their sense of obligation to you as an

educational leader?
3) In what ways do you, as an educational leader, express your expectations of students?

4) In what ways do students express their expectations of you as an educational leader?

Information Exchange

5) As an educational leader, how do you try to provide information to students in
regards to school-related matters?

6) How do students try to provide information to you, as an educational leader, in
regards to school-related matters?

Norms and Sanctions

7) What standards of behaviour do you, as an educational leader, expect from students?

Follow-up: 1) a. How do you, as an educational leader, respond when students don't abide

by these standards of behaviour?
S) What standards of behaviour do students expect of you as an educational leader?

Follow-up: 8) a. How do they, as students, respond when you don't abide by these standards

of behaviour?

Authority Relations

9) In what ways do you, as an educational leader, encourage students to assume formal
leadership roles in your school?

Follow-up: 9) a. In what ways do you, as an educational leader, encourage students to
assume informal leadership roles in your school?

10) In what ways do students encourage you, as an educational leader, to assume a formal
leadership role in the school?

Follow-up: 10) a. In what ways do students encourage you, as an educational leader, to

assume an informal leadership role in your school?
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APPENDIX G

BUILDING SOCIAL CAPITAL IN OVERLAND SCHOOL DIVISION:
PERSPECTIVES OF EDUCATIONAL LEADERS

(INDIVIDUAL INTERVIEV/S -TEACHERS)

Obligations and Expectations

1) In what ways do you consciously and deliberately express your sense of obligation to

your teachers?

2) In what ways have your teachers expressed their sense of obligation to you as an

educational leader?
3) In what ways do you, as an educational leader, express your expectations of teachers?

4) In what ways do teachers express their expectations of you as an educational leader?

Information Exchange

5) As an educational leader, how do you try to provide information to teachers in

regards to school-related matters?

6) How do teachers try to provide information to you, as an educational leader, in
regards to school-related matters?

Norms and Sanctions

7) What standards of behaviour do you, as an educational leader, expect from teachers?

Follow-up: 7) a. How do you, as an educational leader, respond when teachers don't abide

by these standards of behaviour?
8) What standards of behaviour do teachers expect of you as an educational leader?

Follow-up: 8) a. How do they, as teachers, respond when you don't abide by these standards

ofbehaviour?

Authority Relations

9) In what ways do you, as an educational leader, encourage teachers to assume formal

leadership roles in your school?
Follow-up: 9) a. In what ways do you, as an educational leader, encourage teachers to

assume informal leadership roles in your school?

10) In what ways do teachers encourage you, as an educational leader, to assume a formal

leadership role in the school?
Follow-up: 10) a. In what ways do teachers encourage you, as an educational leader, to

assume an informal leadership role in your school?
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APPENDIX H

DEFINITIONS OF SOCIAL CAPITAL

Baker "A resource that actors derive from specific social structures and

then use to pursue their interests; it is created by changes in the
relationship among actors" (1990: 619).

Belliveau, O'Reilly, & Wade

Bourdieu

Bourdieu & Wacquant

Boxman, et al.

Brehm & Rahn

Burt

Coleman

"An individual's personal network and elite institutional
affiliations" (7996: I 51 2).

"The aggregate of the actual or potential resources which are

linked to possession of a durable network of more or less

institutionalized relationships of mutual acquaintance or
recognition" (1985: 248).

Social capital is "made up of social obligations ('connections"),
which is convertible, in certain conditions, into economic capital
and may by instituti onalized in the form of a title of nobility"
(1985:243).

"The sum ofthe resources, actual or virtual, that accrue to an

individual or a group by a virtue of possessing a durable network
of more or less institutionalized relations of mutual acquaintance
and recognition" (1992: 119).

"The number of people who can be expected to provide support
and the resources those people have at their disposal" (1991:52).

"The web of cooperative relationships between citizens that
facilitate resolution of collective action problems" (1997: 999).

"Friends, colleagues, and more general contacts through whom you
receive opportunities to use financial and human capital" (1992:9).

"The brokerage opportunities in a network" (1997:355).

"Social capital is defined by its function. It is not a single entity,
but a variety of different entities having two characteristics in
common. They all consist of some aspect of social structure, and

they facilitate certain actions of individuals who are within the
structure. Like other forms of capital, social capital is productive,
making possible the achievement of certain ends that would not be
attainable in its absence" (1990: 302).
"The ability of people to work together for common purposes in
groups and organrzations" (1 995 : 1 0).

Fukuyama



Inglehart

Loury

Nahapiet & Ghoshal

Pennar

Portes

Portes & Sensenbrener

Putnam

Schiff

Thomas
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"Social capital can be defined sirnply as the existence of a certain
set of informal values or nonns shared among members of a group
that permit cooperation among them" (1997).

"A culture of trust and tolerance, in which extensive networks of
voluntary associations emerge" (1997: 188).

"Naturally occurring social relationships among persons which
promote or assist the acquisition of skills and traits valued in the
marketplace...an asset which may be as significant as financial
bequests in accounting for the maintenance of inequality in our
society" (i992: 100).

"The sum of the actual and potential resources embedded within,
available through, and derived from the network of relationships
possessed by an individual or social unit. Social capital thus
comprises both the network and the assets that my by mobilized
through that network" (1998:243).

"The web of social relationships that influence individual
behaviour and thereby affects economic growth" (1997:154).

"The ability of actors to secure benefits by virtue of membership in
social networks or other social structures" (1998: 6).

"Those expectations for action within a collectivity that affect the
economic goals and goal-seeking behaviour of its members, even if
those expectations are not oriented towards the economic sphere"
(1993: 1323).

"Features of social organization such as networks, norms, and
social trust that facilitate coordination and cooperation for mutual
benefit" (1995:67).

"The set of elements of the social structure that affects relations
among people and are inputs or arguments of the production and/or
utility function" (1992: 160).

"Those voluntary means and processes developed within civil
society which promote development for the collective whole"
(1996:11).

"The infonnation, trust, and norlns of reciprocity inhering in one's
social networks" (1998: 153).

Woolcock


