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Abstract
The book consists of presentations given at the Open Forum at the University of Oulu on March 2001.
It highlights the contextual approach in leadership in early childhood. The studies introduced in this
volume provide strong evidence that leadership is not only a leader's matter — it is a matter of concern
for the whole leadership community. Different methods, like focus group — discussion, self study
report and shared data will be introduced in the articles.
The articles are organised under three sections. "Introduction to leadership in early childhood
education" discusses the leadership issues in general. The section introduces the theoretical and the
gender perspectives of leadership in early childhood.
"Comparative perspectives to leadership" introduces culturally based differences within the work
of Finnish and Russian directors. It also argues the importance of the director's work in a child care
centre as well as the meaning of government regulations and administration.
"Leadership in the national context" points out the significance, roles and responsibilities of day
care directors in Finland. It also takes us into the middle of the dilemmas, tensions and constraints
which female early childhood leaders struggle in New Zealand. This section introduces the
communication as the basis of leadership and asks whether anyone can become a leader with training.
Finally, it challenges the managers and other practitioners of early years settings to promote a change
of the present discourse of parental involvement.
Open Forum was organised by the International Leadership Project (ILP). ILP was funded by the
Finnish Academy.

Keywords: comparative studies, cross-cultural research, day care, early childhood
education, leadership

Preface
Leadership is becoming an increasingly popular topic of research and discussion among
education professionals. The meaning of leadership is now widely accepted to be one of
the key elements in a high quality organisation.
The International Leadership Project (ILP) was established between 1998-2000
together with researchers from five countries and seven universities. The countries
involved with the project were Australia, Finland, England, Russia and the USA. The
project was co-ordinated by the University of Oulu, Finland and was partly funded by the
Finnish Academy of Science. Background material about the establishment of the ILP is
published in the Acta –series in the title “Towards understanding leadership in early
childhood context” (Acta Universitatis Ouluensis E35/ 1998).
The Open Forum in 2001 was based on the idea of sharing the experiences of the ILP
with other researchers who were also interested in leadership issues. The Open Forum
was held at the University of Oulu on the 27th and 28th of March 2001. This book consists
of presentations given at the Open Forum, and is organised under three sections.
In Introduction to leadership in early childhood education there are two articles. Veijo
Nivala discusses the theoretical perspectives of leadership in early childhood. It is indeed
important to be aware of the theories and paradigms that direct our actions within the
early childhood field. Consciousness is the key to self control. This is important both in
education (teaching) and in leadership.
Cushla Scrivens discusses gender perspecitves in leadership. In her article Scrivens
quotes Hall (1996) who stated that women favour power for rather than power over
someone. This is a paradigmatic issue, too. Awareness of theories and paradigms of
leadership allows a researcher or a leader to act more precisely in her/his sphere of
influence and justify her/his choices.
Comparative perspectives to leadership extends our understanding across cultural
contexts. Anna-Maija Puroila, Hannakaarina Sarvela-Pikkarainen and Olga Melnik
discuss many culturally based differences within the work of Finnish and Russian
directors. Catherine A. Rosemary and Anna-Maija Puroila give much evidence about how
important it is to give attention to the position of the director in a child care centre. If the
director takes care of both administrative and educational roles her/his leadership

functions can be ambivalent. Rosemary and Puroila also make an interesting discussion
about methodological issues concerned with cross-cultural studies.
Kirsti Karila argues more precisely about the meaning of government regulations and
administration in day care. Karila’s study shows that both regulation system and the
administration are a part of the cultural context of leadership and can not be rejected in
leadership discussions.
Leadership in the national context takes us on a trip around the globe. Eeva Hujala
points out her interests in understanding the significance of leadership and roles and
responsibilities of day care directors in Finland. Using the focus group method Hujala
shows how the actors in different contextual levels emphasis their own point of view in
early childhood education. In the end she asks whether there is a lack of a shared mission,
within the early childhood field.
Cushla Scrivens takes us into the middle of the dilemmas, tensions and constraints
which female early childhood leaders struggle in New Zealand. Regardless of the
powerful main stream of policy making, such as the New Public Management,
kindergarten directors want to keep their “natural” style of leadership which means
leading by consulting and power sharing.
Kenan Basaran explores the basis of leadership through communication. After
studying the listening skills of the leaders of early childhood education centres in the
Turkish Republic of Northern Cyprus, he suggests that interpersonal communication
skills should be taught both in teacher training and in in-service training throughout a
teacher's career.
Manjula Waniganayake asks whether anyone can become a leader with training. She
addresses this question by introducing her Australian study based on Focus Groups. She
highlights interesting issues concerned with perceptions of leadership among child care
centre directors, teachers, early childhood trainers, stakeholders and undergraduate
students.
Viv Moriarty challenges the managers and other practitioners of early years settings to
promote a change of the present discourse of parental involvement. Moriarty discusses
social exclusion in UK within the context of the Family Learning Programmes which
bring together parents and children in learning about literacy or numeracy.
This book highlights the contextual approach in leadership in early childhood. The
studies introduced in this volume provide strong evidence that leadership is not only a
leader’s matter – it is a matter of concern for the whole leadership community. Within
early childhood education this means that the stakeholders, including centre staff, have a
strong influence on leadership. Yet, a leader has to develop her/his leadership skills, like
interpersonal communication, in order to cope with the every day challenges of
leadership, management and administration. Although there are cultural differences in
leadership issues, we can find some process and contextual elements that can be
considered as “general” in leadership. For example, the reality of leadership depends on
the paradigms that steers the action of the leader and the staff. Yet, what these paradigms
are and how they influence leadership reality is a matter of cultural variation. These
differences seem to be both internal and cross-cultural.
Veijo Nivala
6th

Eeva Hujala

of December 2001 in Oulu, Finland
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CHILDHOOD EDUCATION
Veijo Nivala, Finland

Leadership in general, leadership in theory
Cushla Scrivens, New Zealand

Constructions of leadership: Does gender make a
difference?

Leadership in general, leadership in theory
Veijo Nivala
Abstract
Leadership has an ontological nature in an organisation. Thus, there is not an overall agreement of
how the concepts of leadership must be defined. Different leadership discourses give more
emphasis to other leadership issues than the others. The article introduces four theoretical and
research based elements of leadership reality in early childhood education. Paradigms and action
are important thinking about the different processes connected to leadership. Whereas substance of
early childhood education and environment looks to be important issues in the context of
leadership. The four discussed elements of leadership are linked to each others, although they must
be theoretically considered individually. What more the interest groups in early childhood education
share the meaning and importance of these elements, the better function the every day life in early
childhood education settings.

Keywords: leadership, leadership context, early childhood education

Many leadership studies and discourses underline the impact of leadership or
management on the quality, productivity or key output of the organisation (e.g. Schein
1991, Aaltio-Marjosola 1992, Silén 1995). We also can argue that leadership has an
ontological nature in an organisation. In my own study (Nivala 1999a) it came evident
that although a leader was replaced from his/her position in an early childhood education
setting, the leadership still exists. Also, in an early childhood education development
program (Nivala 2000) the importance of leadership was manifested when there appeared
to be problems among the staff.
Discussing leadership issues in general and/or in theory is very challenging, for at least
two reasons. Firstly, there is not an overall agreement of how the notions of leadership leadership, management and administration – should be defined. The definitions for these
concepts are complex. Secondly, different leadership discourses give more emphasis to
different issues in leadership. The critical questions here are a) how can a very complex
and incoherent phenomenon be argued in general, and b) if we argue about the theoretical
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issues of leadership, what theories do we choose? I will answer these question, firstly, by
introducing some theoretical ideas which seem to be relevant when analysing or
developing leadership in early childhood education settings. Secondly, I will introduce
results of some leadership studies. These results highlight the importance of certain
elements of leadership, at least in the Finnish context.

Leadership in theory
It has been said (Lane 1995), that in many leadership discourses we are not able to find
law-like definitions or findings which gives evidence for a scientific law. These laws are
needed if we wish to call a leadership discourse a theory. I agree with this. For instance,
in the International Leadership Project (Toward understanding leadership… 1998) we
used a contextual leadership model in defining the elements of leadership that should be
studied. A contextual model must and cannot be called a leadership theory, as I will argue
later.
Here I introduce four issues which are connected to leadership. These issues are based
both on leadership discourses and on the findings in leadership studies, such as the
International Leadership Project as well as my own studies. The introduced topics will be
paradigms, action, the meaning of the substance of an organisation and environment.
Before that I will argue two issues, which have an input to our leadership thinking. The
first one is called “leadership confusion” and the other one is a short review to the
contextual leadership model.

Leadership confusion
According to Sergiovanni (1994) leadership in education does not have its own identity.
The leadership models used in educational settings are mostly adopted and/or adapted
from the leadership models appropriate in the business world. This can be very confusing
for the people working in the field of education. This is because the adopted models may
not answer the questions which arise from the reality in which both the director and staff
in an educational organisation work.
In addition, the variety of leadership discourses is huge. There are several hundreds of
leadership theories (Nikkilä 1994). This is the kind of "leadership confusion" or jungle,
the reader will face in entering the variation of leadership discourses. The more you read,
the more it is difficult to build a clear picture of what is a good leadership or what skills
you need or you have to develop to call yourself a good leader.
In talking about the leadership confusion, we have to take into consideration the
dilemma of theory and practice. This is a very common concern in the field of education
and also a concern of some educational administration theorists (see e.g. Evers &
Lakomski 1992). The question is, how can a working community find its way in this
leadership confusion? On what leadership model should they lean to get the most benefit
from leadership?
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In my study (Nivala 2000) a team of people working together in an early childhood
education setting, managed to create a joint ideology as a base of the work, by sharing
their basic thoughts and values openly. It was a long and difficult process because the
team members had diverse ideas concerning the children's basic care and learning. In the
end the team was able to communicate openly no matter what the issues were. It even
happened that some occasional workers, like substitutes, had difficulties to accommodate
themselves to working with the group, because they were not used to this type of
openness.
The above described "open book" -ideology can be seen as a tool for reaching a shared
idea on leadership issues. In many, mostly sociological, theories where the nature of
reality has been theorised, the importance of communication is an basic element defining
the every day life (e.g. Berger & Luckmann 1995, Giddens 1984). The idea of the open
book -ideology is that, through open communication people acquire shared perspectives
concerning which leadership expectations are relevant in the organisation or work place.
These shared perspectives are needed in organising the co-operation between the staff as
well as between the staff and the director. I would like to argue that the harmony in an
organisational culture is less dependent on the content or quality of the present leadership
ideology than on the fact that everybody is familiar with and committed to the basic ideas
of the present leadership model. What goals the organisation adopt are largely dependent
on the leadership ideology used.

Contextuality and leadership
The significance of context in leadership is not very often theorised (Gronn & Ribbins
1996). However, in the International Leadership Project, ILP, (Towards Understanding…
1998) the leadership in early childhood education was studied in a very broad context.
One aim of the project was to try to understand and describe the leadership phenomenon
in the context. It can be said that the contextual model of leadership in early childhood
education is a theoretical model of leadership which defines the structural framework of
the factors and actors related to leadership and leading.
In ILP and is his own studies Nivala (1998, 1999a) has formulated the contextual
leadership model. The model is a kind of frame to consider leadership. In itself it poses
more questions than answers. The model shows the elements or components which are
connected to leadership. Yet, it does not answer in which way or with what strength the
elements of leadership link to each other.
The theory of contextual growth, adapted by Hujala (1996, 1999), is the framework of
the contextual model of leadership. Hujala’s theory is based on Bronfenbrenner's (1979,
1989) ecological theory. The theory of contextual growth serves a theoretical foundation
for the integration of leadership and education.
A contextual analysis of leadership in ECE draws attention to the operating
environments of leadership which range from the circle closest to the leader - the
microlevel - to the societal values and institutional structures that define leadership - the
macrolevel. Between these extremes, we have the meso- and exolevels. The mesolevel
consists of the interaction or cooperation between the microlevels, while the exolevel falls

16
between the micro- and macrolevels and has an indirect effect on leadership (more
detailed in Hujala-Huttunen & Nivala 1996, Hujala et al. 1998).
The children and the parents are an integral part of educare practices. Without them,
the whole organisation could be closed down. Customer status would seem to be an issue
that unites the children, the parents and the director. The children utilise the educational
and care-giving expertise available in the setting. The parents utilise the setting as a
source of day care for their children and as a source of educational or upbringing support.
The core of the contextual model of leadership in is the substance of early childhood
education. The reason for this is that leadership is always related, in one way or another,
to substance. Despite its central position, however, substance cannot be considered a
subject. It is not an independent actor. Substance is defined in terms of the related actors,
mutual communication and action.

Fig. 1. The contextual model of leadership.

The aim of this article is to further develop the contextual leadership model which was
introduced here previously. I will present some contextual elements which seem to be
important for an effective or successful leadership in the early childhood education. The
four elements presented are paradigms, action, education in the substance meaning of
early childhood education setting and the environment.
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Paradigms
Now-a-days more and more of the debate concerning educational administration
emphasises paradigms as a foundation for different leadership approaches. Especially in
Australia these paradigm discourses are very common (see Educational Administration
1995). In terms of paradigms we can argue that there has been a change both in the
conceptualisation of leadership and in the research methodological approaches.
Nowadays leadership is considered more holistic than previously. It is studied in the
context of the organisational and societal culture. (Slater 1995.) The interpretative or
cultural approaches have become more and more important (Juuti 1996, Gronn &
Ribbins 1996, Mitchell 1990). The contextual point of view in leadership in early
childhood education can be considered as a part of this tradition.
A paradigm is a kind of model or pattern of values which steers our action. Usually
paradigms are linked to the scientific research, mainly to methodological issues. Thus,
they give a model of action also in relation to art, ideologue/religion and every day life.
These can be called as macro paradigms. (Venkula 1993.)
Macro paradigms include an articulation of 1) the nature of reality, 2) the impression
of competent knowledge concerning the nature of reality, 3) the way to receive
knowledge and 4) the way to describe knowledge. This means that each paradigm has its
own ontology, epistemology, methodology and a symbolic system. (Ibid.) The elements
of macro paradigms are not changeable.
In the field of education it is very common to talk about two different or even
competitive paradigms: the positivistic or empiristic paradigm and the interpretative or
hermeneutic paradigm (e.g. Evers 1995, Mitchell 1990, Lane 1995, Venkula 1993). Lane
calls the interpretative paradigm as a cultural paradigm.
There are at least two cases in which the paradigms seem to get into conflict within
early childhood education settings. Firstly, the staff and the directors in Finnish early
childhood education settings are struggling with the behaviourist versus constructivist
approach in their work with children. There have been situations (Nivala 1997) where the
director is not satisfied with how a teacher demonstrates her working skills. Yet, the
teacher just works with a way which does not look appropriate for the director. The
director and the teacher base their work with children on different educational paradigms.
The director, who has the same educational background in a pre-primary teacher college
as the teacher is not in a position which gives the authority to demand the teacher to
change or develop her working skills. Here the question is, how can people with different
educational paradigms work together when the patterns of their basic values differ? The
short answer is, by sharing their basic value system in open communication. They must
find at least something to share with each other. In fact, following the ideas of Schein
(1992) they should share the vision and goals of their work as well as the methods they
use for getting into the goals.
The other area where paradigms seem to cause problems concerns people's thinking
about leadership. It can happen that a director wants to support the staff's empowerment
but the staff wait for the director's orders. In Finland early childhood educators seem to
agree that as a last resort the director of the setting makes all the decisions (Nivala 1997).
This thinking might lend on an expectation of an authoritarian leadership. Yet, there has
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been a change in leadership thinking in Finnish early childhood settings (Nivala 1999a).
A leader is no more thought of as a person on a pedestal as (s)he was 10 to 20 years ago.

Action
If we accept the theoretical claim that reality is socially constructed (Berger & Luckman
1995), we should also consider the concepts of consciousness and intention important in
the construction process. Consciousness is intentional. Learning (development) in an
organisation becomes possible through the changes in peoples’ consciousness. This
happens through interaction and unconstrained (natural) communication. (See Järvilehto
1996.) Educare directors who are conscious of their leadership, management and/or
administration role as well as of the aims of the substance - e.g. the aims of the work in
early childhood education settings - are potentially able to manage their work as leaders.
Whether this is enough to make their leadership work successfully depends largely also
on some of their competencies and on contextual elements in the leadership field.
Leadership in an early childhood education setting is an integral part of other social
systems operating in the unit. This view enables us to see leadership as a holistic system
that consists of many different (f)actors. When these parts of the system operate in mutual
harmony, the leadership is balanced. If, however, there is a conflict between these
subsystems, i.e. within the mesosystem, problems also occur in the implementation of
leadership. Ultimately, the balance of leadership is regulated by the general administrative
and cultural tenets of society, which indirectly influence leadership.
The concept of intention is often connected to action - action is considered to be
intentional. Intentional action is closely connected to the concept of consciousness. There
are some conclusions that we could derive from this argument. Firstly, owing to the
intentional nature of consciousness, pedagogical leadership can only be actualised within
the limits of the leader's pedagogic consciousness. This assumption underlines the leader's
own action in view of her/his pedagogic goals and/or in relation to the pedagogic
principles applied by the staff, i.e. direct pedagogic control.
Another important hypothesis concerning the intentional nature of consciousness is
related to a director's consciousness of her/his own leadership. The goals of leadership
that are actually attainable for a leader are defined through consciousness. Consciousness
in itself probably does not guarantee success, but it implies the potential attainable
through leadership.
Through the ideas of meaning and meaning making, which are connected to action, we
can conclude the following. The educational principles that are integrated into an
educational philosophy shared by the working community should be relevant to each
worker's own views of education. The shared educational philosophy should correspond
to the personal objectives that each worker has set for her/his work. We could say that the
emergence of a shared educational philosophy requires a functional, pedagogically
oriented communication network, such as pedagogic meetings where all participants can
contribute to the shared reality.
The educational philosophy of each educator develops through a long process of
development and cannot be learnt by rote. The personal educational philosophy
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represents the way in which the worker assigns internal meaning and hence governs her/
his actions. Conversely, we can draw the following conclusion. Commitment, which is
frequently utilised in discussing education and organisational development, requires that
the issue to which the workers should become committed should first become meaningful
for each worker. Commitment is thus clearly a more profound experience than an external
promise given to the working community or a social sanction imposed by the
organisation.

Substance
There is one element in early childhood settings that might give special character to
leadership. According to Nivala's study (1999a), there is, in the thinking of staff and
directors a demand of an unique community in the centre. This is because people working
in the settings have to share their educational thinking, their values etc. We could say that
the closer people come to each others in terms of educational thinking or paradigms the
better they work together. In leadership this means that the director must be competent to
work with groups. That is, to create and to support peoples’ teambuilding. This is, what
Schein (1991) calls a director’s social competence.
The educational co-operation between different ‘actors’ in early childhood education
can be considered as a mesosystem. The idea of a mesosystem in the contextual model of
leadership means that the educational co-operation is a part of the organisational culture.
We can view the interaction within an early childhood education setting as a specific,
intracultural field. The concept underlines the profound meaning of these relations as
determinants of the everyday reality and of the discourse of the settings, because of the
relative model of reality, the (inter)action base on communication. This emphasises the
importance of organising communication, like meetings and joint planning, as an
meaningful leadership task.
There is an other specific issue, that makes leadership in early childhood education
settings special. Because of the socially constructed reality, the interpretation becomes a
foundation for the reality. This is, both the workers and customers – parents and children make interpretations concerning what happens in the setting. This stresses the importance
of empowerment in the intracultural field as a basic strategy for both the work and
leading.
Biologically or psychologically speaking we can argue that to take care of children is a
basic interest. This means that childcare and early childhood education have an
ontological nature, there will always be a need for early childhood education. Yet, we can
argue that different societies emphasise different values concerning early childhood
education. In the Scandinavian countries early childhood education is seen as a public
interest. Most of the centres are public funded. In stead, in the USA most of the early
childhood education settings are private. The output of the society is limited. This makes
the early childhood education look like a private interest.
According to Nivala's study (1999a), the directors in early childhood education
settings have an educator’s heart. They are trained to be teachers or educators. Their
passion is strongly for ECE and they work for the children. Yet, the status of leadership is

20
ambivalent. This is because the Finnish administration system is quite strong. The
administration system emphases educare as a place for care giving. Educare is regarded as
a social service for parents. The administration is also concerned about financial issues.
Sometimes the decisions made for economic or service purposes are against the
educational interests of a child or the setting. The centre directors, because of their
position, are expected to be loyal to the administration. They also are unsure about the
goal of their leadership work. There is not a balance between social service and pedagogy.
This creates an ambivalence between the two roles of educare leaders: administration and
pedagogical leadership. It has been interesting to see when visiting Australia and New
Zealand, that the early childhood education settings look very much like in Finland. Also
the programs have many similarities. The biggest difference is that Finland seems to be
the only country where educators consider early childhood education as a part of social
service. Is this a sign of the Finnish administrative thinking? Only in Finland early
childhood education settings work under the Ministry of Social Affairs and Health. As in
Australia and New Zealand, in Sweden, Norway and Denmark early childhood education
settings also work under the Ministry of Education.

Environment
The environment has been a much discussed element in the leadership literature at least
for the last three decades. In management by results there was an environment analysis
needed for a successful organisation (Nikkilä 1994). Here I want to consider the meaning
of environment from another perspective.
It is evident that the environment of an early childhood education setting consists of
different actors. We also can talk about interest groups (Nivala 1999b). These interest
groups are children, parents, staff, trade union, industry as well as community officers and
politicians (administration). Each of these groups have their own point of view on early
childhood education. They emphasise different characteristics in good early childhood
education. Some evidence for this is in Hujala's study (2001) which is introduced
elsewhere in this book. This also stresses the importance of interaction and co-operation.
One interest group cannot satisfactorily represent all the other groups.
I also want to discuss interest groups from another perspective. Traditionally, we can
find different characteristics of a good leader or leadership in the literature Characteristics
such as goal and task orientation, need for power etc. (e.g. Juuti 1992). Also, in many
books and studies people have been interested in the duties and responsibilities of the
leaders. If we consider leadership from the perspective of interest groups, we can
formulate the following question. Which qualifications as well as duties and
responsibilities are required for the actors in different interest groups to promote a high
quality early childhood education?
Considering the interests groups and the qualifications together, we can make
following table. The table consists of some suggestions concerning the discussed issue.
The interest groups can be divided in two groups. The qualifications can be set to service
producers, that is to leaders, workers and administrators. These groups are hired for
service production. Instead, the customers, children and parents are ‘consumers or clients’
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of the service. Their qualifications, like good customership can be expected but not asked
or demanded.
Table 1. New leadership qualifications.
Interest group
Leader

Worker(s)

Administration

Substance connected
Goal orientation
Ability to action
Democratic leadership -style
Analytical competence
Professionalism
Orientation to develop the working skills
Service ability
Democratic leadership -style
Ability to manage with different substance
areas

Other qualifications
Social competence
Emotional competence

The will and skill for teamwork

Ability to understand the meaning of the
substance issues
Service orientation

Discussion
I have discussed leadership issues from four different perspectives. Paradigms, action,
substance and environment seem to be important issues in the reality of leadership.
Paradigms guide our choices and action. They are like a foundation for action. Both
concepts are important for thinking about the different processes connected to leadership.
Substance and environment are immediate elements of leadership. They can be seen as
the context of leadership. Of course, all these concepts are linked to each other, although
they must be theoretically considered individually.

Fig. 2. Leadership reality.
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The leadership reality consists from the four discussed elements. We can argue that the
different interest groups should be conscious of these elements. The more the interest
groups in early childhood education share the meaning and importance of these elements,
the better function the every day reality in the organisations of early childhood education.
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Constructions of leadership: Does gender make a
difference? – Perspectives from an English speaking country
Cushla Scrivens
Abstract
The dominant construct of ‘leadership’ in the English speaking world is bound by a masculinist
construct associated with aggressiveness, forcefulness, competitiveness and independence.
However, there are other constructions of leadership that may legitimate the experiences and
aspirations of leaders in early childhood settings. This paper investigates constructions of leadership
that arise from research and theory into women’s preferred ways of leading. It invites early
childhood researchers and teachers to consider such alternatives in redefining leadership so that
such alternatives are regarded as legitimate and appropriate for early childhood leaders.

Keywords: leadership, early childhood, gender

For several years I have taught courses in leadership and management in early childhood.
The participants in these courses are mostly supervisors in childcare centres, head
teachers in kindergartens and family daycare co-ordinators. For many of them, there is a
tension between the way that they feel that they should lead, and the way in which they
want to lead. On one hand, their job description may be written in a way that designates
sole accountability to them, and this style of leadership may be reinforced by the
meetings with their Board of Management, and the reports of the monitoring body, the
Educational Review Office. On the other hand, their early childhood experience may
have made them feel that leaders should encourage cooperation and leadership should be
shared. This paper investigates how our ideas about leadership have been developed, and
explores an alternative framework for constructing leadership.
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Where do our ideas about leadership come from?
'Common knowledge' tells us that leaders are born rather than made; that they have a
distinct 'charismatic' or hero quality; and that they have particular attributes such as
intelligence, imagination, perseverance, emotional adjustment, self confidence, authority
and good health. It follows that if particular personalty traits showed up in effective
leaders, it would be possible to predict who would be good leaders before they began, and
time and money could be saved by appointing the right people. Yet over 600 studies, done
between 1920 and 1960, have shown no systematic relationship between personality traits
and ability in leadership (Owens 1998). The only traits that were consistently evident
were intelligence and energy. Researchers have concluded that it is impossible to predict
effective leadership from studying traits. Yet these ideas are still prevalent in leadership
theory, and we should ask why.
Theories of leadership characteristics and behaviour are historically based on a view of
organisations and relationships that originates in what Charol Shakeshaft refers to as
“male based knowledge” (Shakeshaft 1989, 147). Jill Blackmore points out that the
writers of organisational theory, whether trait theorists, behaviourists, or situational
theorists, may differ as to whether such behaviour can be learned and on the importance
of the situation, but they all describe leadership as characterised by the masculinist traits
of ‘aggressiveness, forcefulness, competitiveness and independence’ (Blackmore 1989,
100).
In her analysis of the cultural construction of gender and gender relations in
educational administration Marian Court uses the ideas of the Australian sociologist Bob
Connell (1987) to argue that
“In Western societies, … the predominant images and practices of masculinty are toughness,
power and strength associated with a competitive, confident spirit and 'an ability to dominate others and face down opponents in situations of conflict. …In commonsense beliefs
about gender, the ability to be logical and to 'figure things out in political, organisational
and financial areas - has been more closely associated with mascunlinity than femininity”
(Court 1994, 10-11.)

While she acknowledges that all male leaders do not behave like this, she argues that
these principles sustain and underpin their power within organisational theory.
Much of the material on women’s leadership focuses on similar characteristics of
aggressiveness/dominance, emotional control/sound judgment, confidence and selfesteem, and considers that women without these characteristics are not suitable to be
leaders. Penny Gosetti and Edith Rusch point out that the status gained by both men and
women who succeed under this system means that they tend not to question the
underlying assumptions, and the myth of what makes a successful administrator is
perpetuated (Gosetti & Rusch 1995, 20). In addition, the construction of leadership that is
seen as appropriate under the New Public Management (mangerialism), with its emphasis
on line management and accountability reinforces the dominant discourse of leadership.
Thus women, who are the topic of this paper, have been encouraged to model their
leadership behaviour on ideas about successful leadership that are derived from male
models and from research carried out on men in leadership principally in a business
environment, with implications of success being measured through competition, profit
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making and an ethos of competition. As I have noted at the beginning of this paper, many
women, especially in early childhood, struggle with this.
Sharon Kagan and Barbara Bowman (1997) have challenged us to look further afield
for our ideas on leadership. In the preface to Leadership in Early Education and Care
(Kagan & Bowman 1997) which endeavours to provide a forum for the discussion of
“current understandings” of leadership in early childhood, they identify as an issue in
leadership the slowness of the field in understanding and interpreting findings and theory
from other fields. While acknowledging that in the past leadership theory may not have
been appropriate to early childhood because of its hierarchical, top down orientation they
feel that the more modern leadership approaches support collaborative leadership and
respect the role of gender in leadership development; these are more in concert with early
childhood principles and practices (5- 6).
Despite this statement, the references for the articles in this book are either from the
early childhood field or from the field of management. Most often cited from
management are Warren Bennis (1993) On becoming a leader; Peter Senge (1990) The
fifth discipline; and Howard Gardner (1995a) Leading minds and On leadership (1995b).
Except for one mention of Sally Helgeson (1990) The female advantage: women’s ways of
leadership, there is no mention of the growing literature on women in leadership, either in
business or in education. The use of literature and research based on men’s experience is
still prevalent.

Research and theory on women in leadership
In describing a women's culture in educational administration in the US, Charol
Shakeshaft (1989) says that it is based on Carol Gilligan’s Ethic of Caring (Gilligan,
1982). The perspective is of the morality of response and care, which emphasises
maintaining relationships and promoting the welfare of others, whereas the male world
uses the perspective of the morality of justice which emphasises individualism, duty and
rules. Shakeshaft’s research, which was carried out on 600 administrators in schools in
the United States, reflected this. It showed that, in the world of women in administration
in schools, relationships with others were central to all actions - women communicated
more, motivated more, spent more time with marginal teachers and students: morale was
higher and relations with parents were more favourable. Teaching and learning were the
main foci: a school climate was developed that was conducive to learning, emphasising
instructional programmes and student progress. The women’s style was democratic,
participatory and encouraged inclusiveness, and they encouraged a broad view of the
curriculum and the whole child. On a more personal level, however, a feeling of
marginality overlaid their daily work life: they were always aware of the misogyny of the
male world. Further, the line separating the public from the private world was blurred.
Women, she found, behave similarly in the public and private spheres whereas men are
unlikely to do so (ibid., 197-8).
Shakeshaft points out that the characteristics of women’s ways of leadership fit in with
the ideas of how to run successful schools. She says that research shows that principals of
successful schools, whether women or men, have a clear vision that focuses on children
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and their needs, establish appropriate cultures, and monitor and intervene when necessary.
They emphasise achievement, set instructional strategies, provide an orderly atmosphere,
frequently evaluate student progress, co-ordinate instructional programmes and support
teachers. Shakeshaft alleges that women’s leadership style is conducive to promoting
good schooling: they have clear educational goals supported by a value system that
stresses service, caring and relationships; they are focussed on instructional and
educational issues and build a supportive atmosphere; and they monitor, intervene and
evaluate more than men. She is supported in this view by Tom Sergiovanni (1992). It is
interesting to note that Gosetti and Rusch feel that transformational leadership, which
emphasises participation and consensus building, is rendering these leadership
characteristics genderless so that they are merging into the male model. They argue that
men are co-opting women’s style without acknowledging its source.
Valerie Hall (1996), researching women in leadership in English schools, found that
they favoured “power for rather than power over”: that is, power to empower or shared
power, particularly with senior colleagues. Typically, they saw power as the ability to
make things happen. They also preferred development goals and aimed to create
organisational cultures characterised by trust, openness, involvement and a sense of self
worth. They showed a commitment to children as well as to education, and had made
lifestyle choices that had enabled them to combine their work and their private lives.
Nevertheless they were:
“committed to the belief that sharing leadership still required them to take the lead when
appropriate ... Their actions for these purposes were collaborative rather than directive but
... included clarifying the direction and ensuring people were reminded of where they were
going”. (Hall 1996, 192.)

These findings about women in educational leadership are supported by research in New
Zealand. From her study of 16 successful women in education, Neville (1988) has a
similar list of leadership characteristics that include power sharing and empowering
others, courage and risk taking, emphasis on the educative function, an ability to cope
with trivia and a history of capable classroom action. Court (1994) found that the group
of leading women in education whom she studied had a holistic, affiliative approach to
leadership. They emphasised building relationships, shared decision making and the
empowerment of others. They built learning environments through teamwork and open
communication, and they emphasised their role in instructional leadership.
Court also points out that women face contradictory expectations in leadership and
suggests that these may result from a stereotype of women as nurturant and relationship
oriented:
“They are surrounded by expectations that they will fill nurturant rather than authoritative
leadership roles... yet they are also expected to lead. Their leadership is expected to employ
consultation and democratic decision making strategies, yet these ways of working can
often be interpreted as the leader ‘not having a mind of her own’ - perhaps she can’t make
up her mind?” (Court 1994, 41.)

Similar findings come from research into women in women's organisations, where
findings are very relevant to early childhood, where the majority of staff (and leaders) are
women. A study in New Zealand by Judith Pringle and Sharon Collins (1996) researched
the organisational culture of 493 women's organisations. More than half of the
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respondents in business organisations and two thirds of those in voluntary organisations
described structures that were non-hierarchical, and about the same percentage described
leadership that was consultative and interactive. Many responses identified differences
from when they had worked in male-run organisations. A typical positive response was:
“…nurturing and supportive environment; warmth and understanding; women are more
emotional; problems talked about more; flexibility especially re children support and
family; can do several jobs at once; women tend to be more organised” (Pringle & Collins
1996, 417.)

While being professional, efficient and service oriented were seen as important, process
and nurturance was also emphasised, rather than the focus being entirely task oriented.
The construction of education as caring has been furthered in the United States by
several writers. In particular, Noddings (1992) has argued from a feminist perspective that
educational leaders should adopt the ethic of caring, in order to ensure that schools
become caring communities that nurture all children, regardless of race, class, gender,
ability. She epitomises these as Connections, Context and Concern. Following Noddings,
Catherine Marshall et al. suggest that an ethic of caring
“should emphasise connections through responsibility to others rather than rights and rules.
It involves fidelity to relationships with others that is based on more than just personal
liking or regard. An ethic if caring does not establish a list of guiding principles to blindly
follow but rather a moral touchstone for decision making” (Marshall et al. 1996, 277-8.)

Marshall and her associates investigated the ways in which school administrators
operating from a perspective of an ethic of caring conducted their daily practice. These
administrators were men as well as women; the use of a model derived from women's
theory is not, as we have seen, limited to women. She found that the administrators took
pride in their ability to form connections, not only with students, but also with parents,
community members and teachers. They tended to put people first and in their response
to situations they considered everyone's perspective. They cared about the well being of
the people around them and were sensitive to individual circumstances, even when this
perspective was opposed to the bureaucratic emphasis on universal rules and uniformity.
But they were strong, assertive, confident people. Marshall quotes Noddings in saying
that 'there is nothing mushy about caring. It is the strong resilient backbone of human life'
(Noddings 1992, 195).

Feminism and critical theory
Early childhood writers on leadership have also been influenced by some of the ideas of
critical theory. For critical theorists, discussions of leadership imply concerns about
power. Important concepts and considerations in such leadership theory are the
relationship between leadership and the culture of the institution and the importance of an
educational vision in transformative leadership.
Shirley Grundy (1993), theorising about women’s leadership from a critical theory
viewpoint, divides leadership practices into technical action, practical action and
emancipatory praxis. The differences between these practices are typified by the way in
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which power is regarded. Technical action uses the bureaucratic language of outcomes,
goals, implementation strategies and skills development. Principal interest is however, in
‘control and the unequal distribution of power within the institutional setting’ (ibid., p
168). Practical action is exemplified by staff involvement, long term goals, shared
leadership and facilitation. Grundy says that
“The educational leader will, therefore, become a facilitator of the deliberating process rather than a designer of plans... The division of labour between the developer of action plans
and the practitioner who enacts the plans will not be as distinct.” (ibid., 169.)

In other words, 'power over' has been replaced by 'power for'.
In examining the meaning of emancipatory praxis, Grundy says that the ideas for
practical action will still hold, but ‘judgment’ and decisions about what is appropriate will
be looked at within a’ socially critical framework’. She provides ideas that are useful in a
discussion of power relations, asserting that ‘symmetrical communication’ is essential to
the equalisation of such relations. She suggests that symmetrical communication can be
promoted by the development of group processes, including acknowledging unequal
patterns of communication particularly those based on gender and status; developing a
common group language based on shared meanings; and by sharing the responsibility for
group organisation.
Grundy points out that addressing power relations within a framework of socially
critical practice is not an easy option. Yet is it is possible. In a recent study of coprincipalship in primary schools (ages 5-13) Marian Court has investigated shared
leadership in a school culture based on collaboration and consultation. In this school, the
principalship was shared. She points out that shared leadership is not a soft option, where
little progress is made because it is difficult to make decisions:
“Shared leadership is not about sharing out the workload or disabling the principal by
enforcing 'management by consensus'. Shared leadership is not easier, but the combined
effort makes it easier to focus on professional goals and not on personal agendas” (Court
1998, 55.)

Thus within the feminist discourse, it is not enough to say that women will be better
leaders if they are upskilled to meet the demands of managerialism, which emphasises
competition, accountability and economic rationality. Blackmore (1999) points out that
'educational leadership' (in schools) does not just apply to principals but is being
constantly reconceptualised to include what is done by good classroom teachers, parents,
and principals. She suggests that the reluctance of many women to accept formal
leadership roles may be contingent upon their perception of 'leadership' as something
exceptional that only happens within bureaucratic structures. But as we have seen, this
need not necessarily be so.

What might this mean for early childhood?
Diane Reay and Stephen Ball say:
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“It has been suggested that women are often more able to behave in supportive, caring ways
at work because they are locked into low paid, low powered jobs. Such jobs, for example
nursing and childcare, rarely require competitive ways of operating.” (Reay & Ball 2000,
150-1.)

In the modern world this is scarcely true of childcare: many centre complexes are very
large, and in New Zealand at least shortages of staff have made some jobs very well paid.
Nor should competition be regarded as an essential part of leadership, though it is often
something that we grapple with. Instead, much of the data about the characteristics of
leadership style that early childhood practitioners aspire to speaks of a desire to share
power, to work in an affiliative way and to support and advocate for the community.
These ideas fit well with research on a preferred style that suits many women.
It is true that there has been an acknowledgment that research into women's ideas
about leadership could be useful for early childhood practitioners. For example, Rodd, in
Leadership in early childhood (1998) suggests that the ideas of Valerie Hall are useful for
early childhood leaders and Margy Whalley (1999) uses Judi Marshall's framework of
male and female values in passing in her analysis of leadership characteristics in early
childhood practitioners. Libby Henderson-Kelly and Barbara Pamphilon (2000) suggest
that women in early childhood are developing their own 'perspectives, models and
language' on leadership, based on feminist models.
But much of the research into leadership in early childhood suggests that there is still
confusion in the minds of the leaders, particularly at centre level, about how they should
construct leadership. Jillian Rodd (1997), writing about her research with early childhood
professionals in Britain' describes their perceptions of leadership as 'bolted on' to their
daily work. The data from this research suggests that the participants have a fairly clear,
though rather narrow, idea of what they think leadership is within the centre, but Rodd
suggests that wider understanding of leadership in the early childhood field was not
present. Perhaps, thinking of what Jill Blackmore has to say about leadership, their
perception of 'leadership' is still bound with ideas to do with 'male-based knowledge:
aggressiveness, forcefulness, competitiveness and independence and they do not see it as
taking place at centre level.
To conclude, let us return to where this talk began: Jill Blackmore reminds us that
“The dominant definition of educational leadership has been historically constructed in a
manner which ignores, reinterprets or denigrates feminine values and experience.” (Blackmore 1989, 113.)

Leaders in early childhood, especially at centre level, need to be aware of alternative
frameworks for thinking about leadership that validate their experience and ideas. Early
childhood does not have to endlessly assert ‘we are different’. There are legitimate
alternatives to masculinist, managerialist perspectives on leadership. This paper
endeavours to suggest some such alternatives. I hope that the frameworks that we use for
research and for teaching about leadership will ensure that such alternatives are regarded
as legitimate and appropriate ways of leading.

32

References
Blackmore J (1989) Educational leadership: A feminist critique and reconstruction. In: J Smyth (ed)
Critical perspectives on educational leadership. London: The Falmer Press.
Blackmore J (1999) Troubling women: Feminism, leadership and educational change. Buckingham:
Open University Press.
Connell R (1987) Gender and power. Cambridge: Polity Press.
Court M (1994) Women transforming leadership. Palmerston North: ERDC Press.
Court M (1998) Women challenging managerialism: Devolution dilemmas in the establishment of
co-principals in primary schools in Aotearoa/New Zealand. School Leadership and Management,
Vol 18, No 1: 35-57.
Gilligan C (1982) In a different voice: Psychological theory and women's development. Cambridge
MA: Harvard University.
Gosetti P & Rusch E (1995) Re-examining educational leadership: Challenging assumptions. In D
Dunlap & PA Schmuck (eds). Women leading in education. New York: State University of New
York Press.
Grace G (1995) School leadership: beyond educational management. London: Falmer Press.
Grundy S (1993) Educational leadership as emancipatory praxis. In: J Blackmore & J Kenway (eds).
Gender matters in educational administration and policy, p 165-177. London: Falmer Press.
Henderson-Kelly L & Pamphilon B (2000) Women's models of leadership in the childcare sector.
Australian Journal of Early Childhood, Vol 21, (1) March: 8-12.
Kagan S & Bowman B (1997) Leadership in early care and education: Issues and challenges. In S
Kagan & B Bowman (eds). Leadership in early care and education. Pp. 3-8. Washington DC:
NAEYC.
Marshall C, Patterson J, Roogers D & Steele J (1996) Caring as a career: An alternative perspective
for educational administration. Educational Administration Quarterly, 32 (2): 271-294.
Neville M (1998) Promoting women: Successful women in educational management. Auckland:
Longman Paul.
Noddings N (1992) The challenge to care in schools: An alternative approach to education. New
York: Teachers College Press.
Owens R (1998) Organisational behaviour in education. Boston: Allyn & Bacon.
Pringle J & Collins S (1996) Pakeha women run organisations: Glimpses of form and style. In S Olsson & N Stirton (eds). Women and leadership: Power and practice. Conference proceedings, p
407-424. Massey University, Palmerston North.
Reay D & Ball S (2000) Essentials of female management: Women’s ways of working in the education market place? Educational Management & Administration, Vol. 28 (2): 145 - 159.
Rodd J (1997) Learning to be leaders: Perceptions of early childhood professionals about leadership
roles and responsibilities. Early Years, Vol. 18, No 1, Autumn: 40-45.
Rodd J (1998) Leadership in early childhood. St Leonards, NSW: Allen & Unwin.
Shakeshaft C (1989) Women in educational administration. Beverley Hills, California: Sage Publications.
Sergiovanni T (1992) Why we should seek substitutes for leadership. Educational Leadership, February: 165-169.
Whalley M (1999) Women leaders in early childhood settings: A dialogue in the 1990s. Unpublished
PHD thesis, University of Wolverhampton.

COMPARATIVE PERSPECTIVES TO LEADERSHIP
Olga Melnik, Russia, Anna-Maija Puroila, Finland & Hannakaarina
Sarvela-Pikkarainen, Finland

Day care centre director's work in Finland and Russia: A
comparative analysis
Anna-Maija Puroila, Finland & Cathy Rosemary, USA

Leadership potential in day care settings: Using dual
analytical methods to explore directors' work in Finland
and the USA
Kirsti Karila, Finland

How does society regulate work in early childhood and what
impacts do regulations have on leadership in day care
centres?

Day care centre directors’ work in Finland and Russia: A
comparative analysis1
Anna-Maija Puroila, Hannakaarina Sarvela-Pikkarainen &
Olga Melnik
Abstract
In this paper, we present a study focusing on child care centre directors’ work in Finland and
Russia. With the aim of developing an understanding of the nature of directors’ work in the two
societies, we collected data using a self-study report method. The analysis proceeded in four phases:
(1) tentative undertaking of an analytical framework developed by Melnik and Sizova (1998), (2)
categorising directors’ daily activities according to the framework, (3) implementing a frequency
analysis, and (4) examining cross-cultural variations within the activity profiles. The findings of the
study indicated both similar and different features in Finnish and Russian directors’ work. We use
the findings to discuss two aspects in early childhood leadership: role differentiation among the
centre staff and evaluative orientation in day care centre directors’ work.

Keywords: child care centre, director, cross-cultural research, Finland, Russia

1. The study has connections to two larger projects. Firstly, University of Oulu and the Karelian State
Pedagogical University undersigned a mutual collaboration contract which led to the University Cooperation project between the Early Education Faculties in the universities (Sarvela 2000). Secondly, both of
the universities have been participating in an international project focusing on leadership in day care settings
referred as International Leadership Project or ILP (Hujala & Puroila 1998). The present study is a sub-study
of ILP.
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Introduction
In this article, we examine the work of child care centre2 directors in two societies Finland and Russia. There are many arguments which emphasise the importance of this
kind of study. Firstly, interest in early childhood leadership has increased along with the
growing recognition that leader qualities influence the quality of early childhood
education. In the 1990s several authors have addressed a need to analyse and describe
directors’ role in guiding educational work in early childhood settings (e.g., Bloom &
Sheerer 1992, Hujala & Puroila 1998, Kagan & Bowman 1997, Nivala 1999, Rodd 1994,
1996). Secondly, recent leadership studies stress a necessity to examine leadership as a
phenomenon which is closely tied to context and culture (Gronn & Ribbins 1996, Hayden
1996, Hujala & Puroila 1998). The cross-cultural design of the present study allows us to
analyse how two different societies and cultures shape early childhood leadership.
According to Triandis (1994), we are not aware of our own culture unless we come in
contact with another one. From this point of view, cross-cultural and comparative
orientation provides us with an opportunity to broaden and deepen our understanding not
only about a foreign culture but also our own culture. Thirdly, although Finland and
Russia are neighbour countries, we have not had much knowledge about each others’
educational systems. Hujala-Huttunen’s (1996) study is one of the few comparative
studies which has focused on early education in both Finland and Russia. According to
Tomiak (1992), creating a co-operative connection between the Western and Eastern
countries is of great importance, as we have much to learn from each other.
”If progress is to be made, close co-operation between the West and the new countries in
Eastern Europe is of greatest importance. This applies to all fields, including education.
Teachers and pedagogues from the West and the East must meet together to discuss common
problems and their solutions. Today this can be done without ideological constraints getting
in the way of an honest exchange of views. For this reason such meetings are likely to be
much more productive now than they have ever been in the past. There is much to exchange
in respect of educational aims and objectives; the outcomes of alternative educational strategies; proposals for the improvement of schools; evaluation of educational policies; the
formulation of plans for the future, and many other topics. Encounters of this kind should
become commonplace…” (Tomiak 1992,42).

In this study, our purpose is to create a basis for understanding directors’ work as part
of the Finnish and Russian early educational systems. We begin by reviewing historical
trends of early childhood education in both countries. After that we present an empirical
study which focused on child care centre directors’ daily activities in the two societies. As
our premise is that the implementation of the directors’ work reflects their historical and
cultural context, we aim to link the findings to the early education systems in Finnish and
Russian society.

2. In this article, the concept of ‘day care centre’ refers to publicly funded child care institutions for children
under compulsory school age (0-6 years in both countries).

37

From the past to the present
The history of Finnish and Russian education presents a series of events which reflect the
changes in both societies (Figure 3). It is only seldom acknowledged that Finland and
Russia have common historical roots in the field of early education which go back to the
19th century. At the time, Finland was an autonomous part of the Russian empire. The
settlement of the Finnish day care system was influenced by Eastern, European and
Nordic reflections. Fröbel’s ideas concerning early education spread to Finland and were
also applied to the Russian system of early education. (Kuikka 1997, Nurmi 1988,
Paramonova, Sych, Anosova, Pavlova & Ivanova 1992).
A distinct separation in the development of the two countries occurred in 1917, which
was the time of independence in Finland and the Bolshevik Revolution in Russia. In
Russia (the Soviet Union), this led to a great expansion of the day care system. Day care
made it possible for women to attend the workforce and also to transmit an ideological
education to the children of the Soviet Union (Paramonova et al. 1992). In Finland, the
expansion of day care appeared after the Second World War, and in particular, after the
Day Care Act (1973).
Glasnost in the middle of the 1980s created a more open atmosphere within the Soviet
Union and at the same time it enabled closer co-operation between the West and the new
countries in Eastern Europe. The latest period in early education history in the two
countries has been a time of renewals. Russia has experienced major economic and
societal changes. The citizens of Russia have lived under conditions brought about by the
country’s transition to a market economy, its continuing economic crisis, and rapid
stratification of the population into rich and poor. This has also been reflected in the early
education system (Kieger 1999, Rybinskii 1996).
Finland has developed from a predominantly agrarian society into a technological
society within a short period of time. In Finland, day care centres are part of the social
service system, although there is a continuing debate on whether early education should
be part of the school system. The 1990s has been a time of major changes in the Finnish
day care system, including the transition of kindergarten teacher training to the
universities in 1995. Another major change was the subjective right of each child to day
care, which has made it possible for all parents to choose either a day care centre or
publicly funded family day care for their children. Furthermore, implementation of free
preschool education for six-year olds began in 2000, and it became an obligation in 2001
(Early Childhood …. 2000).
In Russia, the role and the position of directors have been emphasised from the
beginning of the early education system. Getting a director’s position in a day care centre
requires a five-year university degree, while the minimum qualification for a teacher’s
position is three-year college-level training. In Finland, specific courses for a day care
centre director’s position began as early as 1896 (Lujala 2000). However, after two years
of experimentation this specific directors’ training ended. At that point, some of the
administrative subjects were included in kindergarten teacher training. Nowadays, the
requirements for a day care director’s position are the same as a kindergarten teacher’s
requirements. Most day care centre directors have kindergarten teachers’ or social
educators’ college-level training. We suppose, however, that in the near future day care
directors will increasingly have university-level degrees.
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Fig. 3. Views of the development of early education systems in Finland and Russia.

Design of the study
Method
With the aim of developing an understanding of the nature of early childhood work in
Finland and Russia, we implemented a study focusing on the daily activities of
professionals in day care centres. We collected data through a self-study report method,
which has been widely used in educational research in order to understand the complex
social enterprise (Säljö 1997). The self-study report data consists of people’s accounts of
their own behaviour and thinking. In this study, we used a form developed by Huttunen
(1977). We asked three3 professional groups of day care centre staff to describe in detail
the activities they carried out each half-hour of their working day. Firstly, the Finnish and
Russian data were analysed and reported separately (see Melnik & Sizova 1998, Hujala,
Karila, Nivala & Puroila 1998). These analyses offered us a broad basis for understanding the context of directors’ work in both societies. In the present study, we used the
same database as in our earlier study, but focused on the directors only. We adopted a
comparative orientation to examine the inter-cultural similarities and differences between
the work of Finnish and Russian directors.

3. In Finland, data collection focused on directors, preschool teachers, and day care nurses. In Russia, directors,
assistants of directors, and preschool teachers participated in the study.
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Sample
Data collection occurred in 1996-1997. In Finland we mailed forms to different parts of
the country, while data collection in Russia focused on centres in the Karelian Republic
only. Using quite a small sample – 40 forms were mailed in both countries – we did not
aim for statistical generalisability. The form was returned by 43 out of 80 respondents
(Table 2).
Table 2. Response rates.
Forms mailed

Forms returned

qty

Qty

%

Finland

40

22

55.0

Russia

40

21

52.5

Total

80

43

53.75

The qualifications of the respondents in Finland and in Russia were different. According
to the present requirements, the directors in Russia had five years of academic training. In
Finland, the directors had two or three years of college-level training. In both countries,
the directors were the oldest and most experienced group within the day care centre staff
(Hujala et al. 1998, Melnik & Sizova 1998). Both in Finland and Russia, the average age
of the directors was over 40 years, and they had more than 15 years of experience in the
early childhood field (Table 3). The fact that all of the respondents were women is
parallel with the worldwide notion of early childhood education being mostly a female
profession.
Table 3. Background characteristics.

Finland

Age

Working experience

Average
years

Average
years

Female
%

Gender
Male
%

42.2

18.4

100

0

Russia

47.3

24.3

100

0

Total

44.75

21.35

100

0

Analytical process
In analysing the data we shared a framework which was based on Kuzimina's and
Yakunin’s categories of leadership activities and further developed by Melnik and Sizova
(1998). Melnik and Sizova (1998) argue that modification of proper categories is a
critical part of the research process, as the categories should meet the following
requirements:
– be exhaustive, i.e., cover all parts of the contents of the data
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– be mutually exclusive, i.e., the same parts should not belong to different categories
– be reliable, i.e., different researchers should have a high degree of agreement in categorising the data
Melnik and Sizova (1998) also recognised that day care centre directors have two basic
functions. Partly, directors' work is related to the pedagogical processes of the
organisation. However, administrative tasks are also time-consuming. To show the
difference between these orientations, Melnik and Sizova (ibid.) regarded it important to
divide each task category into administrative and pedagogical sub-categories. On this
basis, they developed the framework presented in Table 4.
Table 4. Leadership activities.
Category

Administrational

Pedagogical

Organisation (O)

- here and now orientation
- informing
- organising shifts for the staff
- organising substitutes
- organising meetings

- here and now orientation
- organising pedagogical material
- organising in-service training and parent
education

Regulation (R)

- everyday routines
- going through mail, e-mail, economy, arranging vacancies for children, contacts with parents
concerning everyday routines

- supporting the staff’s daily pedagogical
work
- organising daily care and education of children with special needs (arranging specialists,

Planning (P)

- future orientation
- setting economic goals (marketing)
- setting practical goals (e.g., concerning space, equipment)

- future orientation
- setting pedagogical goals for children, parents, and staff

Control (C)

- documenting pedagogical work
- statistical documentation (concerning the number of children and - observing the staff’s pedagogical work
staff)
- controlling the budget

Analysis (A)

- recommendations for improving
working conditions (fire-protection, menu-planning)

- evaluating the quality of the pedagogical
work and its values

Correction (Cr)

- correcting mistakes made in the
day care centre’s work

- correcting mistakes in the pedagogical work
of the day care centre

Other Categories
Direct work with children (DC)

Teaching and caring for the children

Professional development (PD)

Attending in-service training, reading pedagogical literature, etc.

Other activities (OA)

Activities which are hard to place under any other categories.

In Finland, the first phase of the analysis process was a tentative undertaking of the
analytical categories. At that stage the key question was: is an analytical framework
developed in a different culture adaptable to an analysis of the Finnish situation? In order
to confirm the applicability of the framework, two Finnish researchers working separately
coded the data according to the analytical frame. After that the researchers shared their
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categorisations and noticed that there was a high degree of agreement about how to code
each activity. In our preliminary analyses, we could not find any activities related to the
categories ‘control’ and ‘correction’. We interpreted, however, that this was a cultural
issue, i.e., the lack of these types of activities was more because of Finnish culture than
the inapplicability of the analytical frame. We even thought that perhaps applying a
framework developed in another country could be a means to find out cultural differences
in cross-cultural research. This encouraged us to continue the process.
The analysis proceeded in three phases. Firstly, two researchers4 in both countries
categorised the data according to the analytical framework. In order to achieve and
maintain inter-coder reliability, the coding was checked and discussed together between
the researchers in each country. At the second stage, we implemented a frequency
analysis and e-mailed the findings to each other. It emerged that the frequencies were not
comparable because the methods of calculation differed. In Finland, the researchers had
counted the total percentages, which showed how different activities were emphasised
within the whole sample. This measurement offered an overview of directors’ work in
general, but it did not provide evidence about variation in the sample. In Russia, the
researchers had adopted a different strategy of using each activity category, not the whole
sample, as a measuring unit. They had calculated the number of directors reporting
activities concerning particular categories and average scores within each category. This
way they could achieve a more accurate picture of variation in the sample. Recognising
the advantages of both measuring methods, we decided to adopt each of these in our
research. In practice, this meant double-analysing the data by exchanging the analysing
procedures. At the third level, we examined the cross-cultural variations in the activity
profiles.

Findings
The study revealed that directors’ activities in both countries were varied. In Fig. 4. we
present an example of a Finnish director’s tasks during a half-hour period of time. The
example illustrates the directors’ fragmentary activities and highlights the need for day
care directors to be able to be adaptable and versatile in dealing with the flow of each day.
9.3010.00

Telephone call to the social service bureau.
I continued the discussion with the family day care nurse who had arrived earlier for a
surprise visit.
I wrote a bulletin for the weekly staff meeting. A mother called, she had received a
studying place.
I arranged a day care place for her child.
I informed the bureau about this.
I organised a substitute for a staff member´s vacation.
Because of the substitute, I have to reorganise and negotiate the shifts of the staff with
them.
Coffee break: discussions with the other staff members.

4. In Russia, the initial categorising was implemented by Melnik and Sizova (1998).
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Fig. 4. Example of a half hour period of a Finnish director’s self-study report.

Because a relatively small sample was used as a database, the results of the analysis are
only indicative of the work of directors in Finland and Russia. Although the results are
only suggestive, we could find some quite clear differences and similarities in the work of
Finnish and Russian day care centre directors. Table 5 shows both the average scores and
the total frequencies of each activity category.
Table 5. Average scores and total frequencies of activity categories.
Activity categories

Average scores

Total frequencies

Finland

Russia

Finland

Russia

Organisation (O)/ad

24.2% (n=21)

23.9% (n=21)

20.3

23.6

Organisation (O)/ped

6.4 % (n=15)

9.4 % (n=16)

3.9

7.1

Regulation (R) / ad

13.5% (n=21)

10.8 % (n=16)

10.9

8.4

Regulation (R) / ped

1.9% (n=3)

11.7% (n=13)

0.7

7.1

Planning (P) / ad

6.7% (n=13)

6.6 % (n=12)

3.4

3.9

Planning (P) / ped

9.1% (n=15)

5.6 % (n=9)

5.1

2.5

Control (C)/ ad

0 % (n=0)

13.7 % (n=21)

0

14.0

Control (C)/ ped

0% (n=0)

15.1% (n=16)

0

11.2

Analysis (A)/ ad

3.2 % (n=1)

7.7% (n=9)

0.1

3.0

Analysis (A)/ ped

2.6 % (n=4)

11.1 %(n=16)

0.4

8.7

Correction (Cr)/ ad

0% (n=0)

6.3 % (n=1)

0

0.3

Correction (Cr)/ ped

0% (n=0)

0% (n=0)

0

0

26.1% (n=9)

12.3 % (n=8)

9.7

4.7

43.7 % (n=19)

0% (n=0)

36.5

0

Professional development (PD)
Direct child work (DC)
Other activities (OA)

9.0

5.5

100

100

Among the Finnish directors, the most dominating activity category was direct child work
(Figure 5). More than one third of the directors’ activities were devoted to this category.
Direct child work included basic care and other educational and pedagogical tasks. In
Russia, there were no activities related to direct child work, since teaching a group of
children is not part of directors’ work in Russia. The administrative role of Russian
directors was evident in the category of control. In the Finnish sample, we could not code
any tasks into that particular category.
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Fig. 5. Activity profiles of Finnish and Russian directors5.

The greatest similarities between the countries were the high frequencies of the directors’
organisation and regulation tasks, which include different day-to-day operations. In both
countries, organisational activities took over 20 % of the working day and were
performed by all the directors in Russia and all but one in Finland. It appeared that future
orientated planning activities took only a small part of directors’ work in our data.
Moreover, the findings showed that activities concerning analyses, e.g., evaluating the
work in a day care centre, seemed to be more frequent in Russia than in Finland.

Discussion
In this study, we aimed to develop cross-cultural perspectives on the nature of child care
centre directors’ work in two societies, Finland and Russia. It is important to notice that
Russia is a large country, and the data collected in the Karelian Republic only does not
allow us to generalise the findings for Russian society as a whole. In this paper, ‘Russia’
and ‘Russian’ refer mainly to the Karelian situation. Moreover, it has to be acknowledged
that we collected the data already in 1996-1997. Since then there have been major
changes in the early childhood field in both countries, which might also have effected
directors’ work. We more closely examine two main aspects in our findings and their
connection to the cultural context of Finnish and Russian early education: (1) role
5. In this figure, we have combined the total frequencies of administrative and pedagogical sub-categories.
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differentiation among child care centre staff, and (2) evaluative orientation in directors’
work.
The findings indicated that the profiles of Finnish and Russian child care centre
directors’ activities differed in some respects. Whereas the Russian directors had a clear
director’s role among the centre staff, directors’ work in the Finnish context was twofold
by nature. Most of the Finnish directors worked as pre-school teachers along with their
administrative duties, for in the Finnish sample only six of the twenty-two directors were
administrative directors. Despite the different responsibilities between the administrative
directors and the directors working in a child group, also some administrative directors
engaged in activities related to direct child work. Thus, the data revealed that among
Finnish directors there is an emphasis on child-related activities. Furthermore, an earlier
study on Finnish day care centre directors showed that directors who are working in a
child group regard the tasks with the children as the most important part of their work
(Hujala et al. 1998). Focusing on direct child work is not, however, only typical in the
Finnish early childhood context. Previous studies showed that day care centre directors in
Australia and the USA also adopt a tendency to define their work primarily as childrelated work (Kagan & Bowman 1997, Rodd 1996).
On the basis of these findings, it seems that there is less differentiation of roles among
centre staff in the Finnish than in the Russian day care context. We suggest that these
differences are rooted in the situational, cultural, and historical circumstances of the two
societies. Following Gronn’s and Ribbin’s (1996) argument, we view the context of
directors’ work as a vehicle through which the agency of particular directors may be
empirically understood. In the Russian historical and cultural context, two explanatory
views of role differentiation among child care staff are evident. Reflecting the historical
development of Russian early childhood system shows that directors’ role and position
have been emphasised by higher education. Earlier leadership research has indicated the
significance of training for directors’ work (Bloom & Sheerer 1992, Rodd 1994). Another
view of role differentiation in Russia concerns the hierarchical structure of the
educational system. According to Melnik and Sizova (1998), within this system a child
care centre director has a power status in their relation to the other staff, parents, and
children.
Compared to the Russian case, in Finland the educational system has undergone a
different development towards low administrative structures. At a societal level, the trend
has been to move away from centralised regulations to increasing decision-making at
local and operative levels, ie., in municipalities and day care centres (Hujala et al. 1998,
Ståhlberg 1994). Within day care centres, the trend to create lower organisational
hierarchies was evident in the 1980s and 1990s. ‘Everybody does everything’ regardless
of their educational background and position was a principle which was widely debated.
A study which focused on the daily tasks of Finnish day care centre staff showed that in a
period of twenty years (1977-1997), conformity of the tasks between different
occupational groups had increased (Hujala et al. 1998). Another reason for the lack of
role differentiation might be the fact that in Finland there is no particular training for
directors’ administrative functions. In the late 1990s, strong emphasis on pre-school
education arose in Finnish society, which may have changed the situation towards more
differentiated roles among child care staff. Research evidence about the latest situation is,
however, not available.
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Another interesting detail in our findings concerned directors’ activities which were
connected to the day-to-day-operations of the centre compared to the activities which
went beyond these operations. In our analytical framework, the categories ‘organisation’
and ‘regulation’ referred primarily to practical daily routines, while the categories
‘planning’, ‘analysis’, ‘control’, and ‘correction’ went beyond the daily operations,
having essentially a broader temporal or evaluative basis. Whereas ‘planning’ means
orientating purposefully to the future, ‘analysis’, ‘control’, and ‘correction’ are tied to the
evaluative purposes of activities.
The findings indicated that both Finnish and Russian directors’ work includes a lot of
practical tasks, like paperwork and organising and arranging things. From this point of
view, directors’ work was tightly tied to the day-to-day-operations of the centre.
However, the Finnish and Russian directors seemed to weight the activities which went
beyond the daily operations differently. Evaluative orientation was quite clear among the
Russian directors, as they engaged in activities concerned with analysing and controlling
the educational work. The data revealed that the Finnish directors planned the future, but
their evaluative activities were rare or even lacking. Actually, in the Finnish context the
categories ‘control’ and especially ‘correction’ sounded strange.
This difference may also have a cultural basis. In Russian society and culture, there are at
least three perspectives which explain directors’ frequent analysing, controlling and
correcting activities. Firstly, analysis and control are functional duties of day care centre
directors nowadays. Earlier, many analytical and controlling activities were conducted by
stakeholders at the municipal level. The processes of democratisation of the educational
system has, however, led to the situation in which the vertical connections have become
more weak and inspectors exhibit less control of the work carried out in day care settings.
Secondly, the present situation is very pressing for the Russian directors. The salaries of
teaching staff are low, causing a lack of motivation and dissatisfaction with the situation.
At the same time, directors are struggling for the existence and survival of their centres.
For example, there is a debate over closing five centres in Petrozavodsk at the moment. In
this kind of situation, directors have to work in order to get parents to bring their children
to their centres. The problem of funding is also very significant: if there are no children,
there is no funding. In this context, directors have to pay a lot of attention to analysing
and controlling activities in order to compel teachers to work in a more intensive and
qualitative way. Thirdly, the analysing and controlling activities also have very deep roots
in the ideology of authoritarianism, as these activities are symbols of director’s power
status, reflecting the hierarchical system in Russian society.
In the Finnish early childhood context, funding or existence of the centres have not been
tied to any quality assessment or accreditation system. Although the Day Care Law
(1983) defines the broad national goals of day care services in Finnish society, until
recently there has been no nation-wide system or criteria for quality assessment.
However, quality issues have been under debate in Finland since the late 1980s. Some
years ago a group of early childhood researchers initiated a project which aimed at
creating a basis and criteria for quality assessment (Hujala & Parrila-Haapakoski 1997).
The project also provided evidence about the state of assessment practices in Finnish
municipalities in the late 1990s. According to Hujala and Parrila-Haapakoski (1998),
there were differences in how systematically the municipalities had assessed the quality
of child care services. Since the project has been successful and provided widely spread
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assessment criteria in Finland (Päiväkotien laatukriteerit 2000, Perhepäivähoidon
laatukriteerit 2000), we suppose that the state of quality evaluation has changed in
Finnish day care centres.
To summarise, this study suggests some significant differences between Finnish and
Russian early childhood cultures, which are presented in Figure 4.
FINLAND
* less role differentiation among the staff
* low hierarchy
* less evaluation and control

RUSSIA
* role differentiation among the staff
* hierarchical system
* evaluation and control

Fig. 6. Main differences between Finnish and Russian day care centre cultures.

These cultural aspects show that Finnish and Russian child care centre directors work in
quite different organisational cultures. Whereas Russian organisations are based on a
bureaucratic model of organisation, organisational changes in Finland have resulted in
low organisational hierarchies and a lack of role differentiation. Moreover, within the
Finnish system, aiming for efficiency and high quality in early childhood work is not
based on the ideal of external control, but more on the ideal of trusting in professionalism
and professionals’ self-control.
Further research is needed for a better understanding of the connection between
directors’ work and the quality of early childhood programs. As it seems that assumptions
about directors’ role and quality control are quite different within different organisational
models, we should more closely examine the integration of organisational cultures,
directors’ work, and the quality of early childhood programs. Improved awareness and a
better understanding of diversity across and within societies could help to further develop
quality programs for children and families (Waniganayake 1998).
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Leadership potential in day care settings: Using dual
analytical methods to explore directors' work in Finland and
the USA
Catherine A. Rosemary & Anna-Maija Puroila
Abstract
This paper focuses on the daily work of child care center directors in Finland and the USA as it
affords leadership potential. Researchers in both countries collected data through observations of
directors’ work and shared the data. Each researcher applied their respective method of analysis to
both sets of data. The Finnish researcher used frame analysis and the USA researcher used activity
setting analysis. Drawing on their preliminary findings, the researchers discuss cross-cultural
perspectives on leadership in early childhood and methodological issues in conducting crosscultural research.

Keywords: leadership, early childhood education, cross-cultural research, frame analysis,
activity setting analysis

Introduction
In the last decade, interest in early childhood leadership and its influence on the quality of
early childhood education has increased (Bloom 1992, 1997, Rodd 1994, 1996). In 1997
a team of early childhood researchers from Australia, England, Finland, Russia and the
United States initiated a project to study leadership in day care settings, referred to as the
International Leadership Project or ILP (see Hujala & Puroila 1998). Theoretically the
project is based on the assumption that leadership is a contextual phenomenon (Gronn &
Ribbins 1996, Nivala 1998). Starting from this basis, the project has three main aims: (1)
to develop an understanding of cross-cultural perspectives on leadership in early
childhood, (2) to develop theoretical and conceptual views explaining leadership as a
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contextual phenomenon, and (3) to develop cross-cultural methodologies for exploring
leadership. The first two phases of the project aimed to construct a broad view of the
micro- and macro-level contexts of leadership in different societies. Phase I consisted of
surveying the daily activities of day care center personnel through job analyses (Hujala et
al. 1998, Melnik & Sizova 1998, Rodd 1998, Rosemary et al. 1998, Waniganayake
1998), whereas the focus of the Phase II was on the societal regulations of early
childhood education in the participating countries (Karila, in this volume). Phase III was
a close examination of the work carried out in day care by adults in various roles with
respect to child care and education—directors, teachers, and nurses or teaching assistants.
In this paper, we present one of the sub-studies of Phase III carried out in Finland and the
USA, which focused specifically on the director’s work as it affords leadership potential.

Purpose of the study
The purpose of this paper is to explain our process of conducting cross-cultural research
using shared data analysis. In accordance with the aims of the ILP, the study has
theoretical, methodological, and empirical goals. At the theoretical level, we aim to
broaden perspectives on leadership. Traditional views adhere to concepts of leadership
either as a set of desirable personal attributes of the one in charge, or as expectations
associated with positions of authority. Our purpose, on the other hand, is to explore
leadership as a potential for leading, evidenced in the everyday work of those who care
for and educate young children in day care settings. Methodologically, we purpose to
develop a cross-cultural research agenda and related methods that describe this view. In
this respect, we explore the benefits and challenges of using dual methods of analysis in
cross-cultural research. Furthermore, by establishing an empirical base that examines the
relationship between context and leadership potential, we aim to deepen understanding
about the nature of the child care center director’s work in Finland and in the USA.

Leadership as realizing leading potential
The development of leadership theory has undergone many phases and has provided
several different conceptualizations of leadership (see Gronn 1996, Slater 1995). The
traditional approach in early childhood leadership research has been to connect leadership
to the personal attributes, characteristics, traits or skills of the leader. The findings of
Rodd’s (1996) study showed that there are many different characteristics associated with
effective early childhood leaders. The leaders are expected to be kind, warm, nurturing,
goal oriented, planful, assertive, proactive, professionally confident, visionary and
influential. Espinosa (1997) also describes effective early childhood leaders by
organizing personal characteristics into three categories: moral principles that develop
strength, power, and persuasiveness; vision; and courage. Although there is research
evidence that a leader’s personal qualities are an important part of leadership
phenomenon, the traditional emphasis on attributes and skills has expanded to include
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roles and responsibilities tied to management positions (Rodd 1996). The notion of
leadership as inherent in positions of authority assumes a hierarchical relationship among
persons in an organization. With respect to child care, the person working in the position
of director assumes broad responsibilities for the other staff and over the quality of the
early childhood work. According to Rodd (1996), this type of position offers potential for
and requires effective leadership.
However, focusing on leadership solely as personal or positional qualities has
limitations that should be taken into account. Both views neglect the issue that leadership
is a social phenomenon. Slater (1995) argues that leadership is a social relationship, social
dyad, which implies followership. From this perspective, focusing on individual person as
leader is insufficient; instead, studying leadership requires studying interaction between
leader and followers. Also Gronn (1996) states that in leadership theory there is a
growing acceptance that one core element of leadership is the leader’s influence on an
individual’s or group’s well being, interests, policies or behavior. Leadership, then, can be
based on a leader’s personal attributes or skills, but it is still realized in relationships
between the leader and the followers. Rosemary et al. (1998) further argue that focusing
exclusively on individual directors or management positions limits understanding of the
connection between leadership activity and context. From this point of view, the
challenge is to examine leadership as an integration of person and context.
Starting from these critical points, we aim to go beyond the views of leadership as
personal quality or hierarchical position. Instead, we conceptualize leadership as leading
potential, afforded by social situations in which persons interact toward a common goal.
Our particular focus is on day care centers where adults are charged with the everyday
care and education of young children. Our premise is that in principle, everyone has
potential and capacity to influence and lead another. This potential can be grounded in
personal qualities or positions in day care organizations, but it is realized and manifested
in everyday situations through interactions with others and the environment. An integral
part of leading potential, then, is the human capacity to communicate using symbols
which reinforce the meaning of events and circumstances they frame (Gronn 1996). As
constructivists argue, leadership is not a set of specific behavior but more the meaning
behind the activities (Slater 1995). From these points of view, leadership is a complex and
dynamic phenomenon which involves the following elements: (1) persons and their
qualities, (2) positions and other structural arrangements, (3) contexts and situations, (4)
processes (actions and interactions), and (5) meaning. Leadership and the leading it
entails occur through integration of these elements. The most central questions are: How
are these elements integrated in the course of everyday action? and How do individuals
use their leading potential in everyday situations?

Design of the study
In our earlier ILP work, we conducted a job analysis study surveying the daily activities
of day care center staff (Hujala et al. 1998, Rosemary et al. 1998). In the present study,
our aim was to deepen our understanding about day care center directors’ work in Finland
and the USA. In order to reach this aim, we moved from exclusively surveying and
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categorizing the activities to a more detailed qualitative analysis of the nature of
directors’ actions and interactions taking place in day care settings. Keeping in mind our
theoretical assumptions about leadership as realizing leading potential, our focus was not
only what the directors were doing, but also how they accomplished their daily work in
the course of everyday actions and interactions.
Using a limited body of data is typical and even necessary in many qualitative
approaches, which aim for thick description that relies on in-depth data analysis
(Silverman 2000). In order to capture the kind of detail we were seeking, we collected
research data in two child care centers, one in Finland and the other in the USA. For the
duration of one day, we collected data through observations of the center directors1. Table
6 shows some background characteristics of the two directors and their centers.
Table 1. Background characteristics of the directors and the centers.
Director in Finland, Liisaa

Director in the USA, Sharonb

Age of the director

- 31 years

- 52 years

Educational background of
the director

- Kindergarten teacher training
(college level)
- 15 creditsc university studies in
preschool education

- Associate of Arts Degree
(approximately 65 college credits)
- 100 hours in-service training in early
childhood/child development
- 22 hours in-service training in program
administration/
management

Working experience as the
director

- 6 years

- 8 years

Total number of children in
the center

- 42 (two groups: age 3-5; age 6)

- 92 (3 groups: infant, age 6-24 months;
toddler, age 2-3; preschool, age 3-5)

Total number of staff members

-7

- 22

a.The names of the directors have been changed.
b.The names of the directors have been changed
c.One credit consists of 40 hours of studies.

The observers were assigned to shadow the directors (to keep them within viewing and
hearing range) and to write observations of their activity, objects and other persons in
their immediate setting. Although the main focus of the observations was the directors,
the other staff members, children, parents, and other persons were also observed as they
interacted with the director. In both countries, the observers recorded their observation
notes fluently and logged the time frequently in 3-5 minute intervals. In addition to the
observer writing observations throughout the whole working day, in the USA the director
carried a small tape recorder in her pocket and wore a lavaliere microphone on the lapel
of her jacket. The researcher was responsible for making sure the equipment was
operable at all times.
1. Initially, we observed 18 staff members, nine in both countries. In this paper, however, we limit our
discussion to two directors.
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The Finnish and the USA data were then transcribed and the Finnish part translated
into English. Observation notes from USA were integrated into the transcript at
appropriate places to clarify physical and social features of the environment. After that,
the data were shared, which means that both the Finnish and American researchers had
the same data to analyze. Each researcher applied their respective method of analysis to
both sets of data. That is, the Finnish researcher used frame analysis and the USA
researcher used activity setting analysis. After working separately with their respective
methods of analysis, they had an opportunity to share the analytical views they had
applied and their preliminary findings as well. Proceeding this way afforded an
opportunity to develop a shared view of the multiple interpretations of leadership in both
countries.

Fig. 7. Research design.

Dual analysis
Frame analysis focuses on social interaction and everyday life phenomena (see Goffman
1974). It allows for conceptualizations of actions tied to the context, neither as
exclusively personal matters nor as effects of social structure. The most central contextual
concepts of frame analysis are social situations and encounters (Goffman 1964, 1974). A
social situation arises whenever two or more individuals find themselves in another’s
immediate presence, and lasts until the next to last person leaves. Encounters refer to
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conditions in which two or more individuals have a joint orientation and a shared focus of
attention. Within one situation, then, there can be one or more encounters depending how
the individuals are interacting in the situation.
The frame analytical approach allows us to form a multiple-perspectives view of
directors’ everyday actions and interactions. On the other hand, it explains why directors’
actions in the social situations tend to become patterned. A frame analytical interpretation
of the regularity of social life is that individuals learn the cultural rules of how to behave
and interact in particular situations. For example, child care center directors adopt
culturally appropriate means to solve problematic situations. The concept of frame
implies the cultural rules shared by the members of the culture. The frames have many
functions in organizing social life (see Goffman 1974): (1) frames are schemes of
interpretation which constitute the basic level of meaning formation, (2) frames are not
only matters of mind, as peoples’ actions are organized according to the frames, (3)
frames are different perspectives on issues, and (4) frames determine peoples involvement
in the activities occurring in the situation. Although frames are powerful in patterning
directors’ action in social life, their power is not absolute. The versatility and complexity
of social everyday life is a consequence of many issues. For example, directors can
interpret situations through several frames or they can flexibly exchange their frames in
the situations. Moreover, directors can act against the social norms, i.e., the expectations
included in frames. From these points of view, frames do not determine how to behave in
particular situations; rather, they offer a repertoire within which directors shape their
actions. Finding out the repertoire of frames that organize and shape directors’ actions is
the primary goal of a frame analytical approach in leadership research. Within this
‘framework of frames’ we are able to interpret and understand the multiple meanings of
directors’ work.
In the present study, the theoretical assumptions of frame analysis offered a basis for
developing an analytical framework, which was applied to observations of child care
center directors’ actions in context (see Table 7.).
Table 2. Frame analytical framework.
Analytical level

Analytical question

Situations and
encounters

• What is the broader context of the situation?
• Who are present in the situation?
• What kinds of encounters occur in the situations?
² Who participates in the encounters?
• What is the shared focus of attention in the encounter?

Action and interaction

• What kind of verbal and non-verbal interaction takes place in the situation?
• Who takes the initiative in the interaction, and what kind of response does he/she
receive?
• How are the individuals involved in the ongoing activities?
• What is the topic of the interaction?
• Are there any topical changes?
• How do the interaction episodes end?

Frames and meanings

• What kind of tracks of activities can be identified?
• What is the meaning behind actions and interactions?
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When applying this framework to the analysis of the observation data, the basic
analytical unit was a social situation. The analysis proceeded, like in many other
qualitative studies, through reading, analyzing, categorizing, and interpreting the data.
The analysis began from reading the data and identifying the different ‘tracks’ of
directors’ activities, i.e., how the directors orientated to their working situations. After
that, the tracks of action were categorized for interpreting meaning behind the director’s
action. Frames were derived from these categories of meaningful actions and interactions.
Activity setting analysis is based theoretically on the idea of early education and care
as an ecocultural niche (Weisner 1984). The ecocultural niche describes the sociocultural
environment, or human scaffolding, that surrounds children and families. The niche
concept implies that the social surround has evolved over time and has adapted to
ecological constraints in the larger environmental systems, i.e., economic shifts and
political changes. Licensed day care centers, for example, are governed by state
regulations. A niche is also influenced by the more immediate relationships between its
inhabitants within a setting – people with goals, intentions, and ideas. For example, how
center directors and teaching staff interpret regulations, therefore, is also pressed into the
character of the niche. Leadership and the leading it entails are assumed to be distributed
phenomena that arise from the integration of activity and setting; the character and
strength of the leading influences the quality of early education and care. Activity setting
analysis reveals the physical (space, time, objects) and social (staff, parents, others and
their relationships) resources in the environment that afford potential for leadership.
Use of the ecocultural niche model depends on an analysis of activity settings for they
are the immediate situational circumstances that provide the social scaffold for assisting
children in their development (Weisner 1984, Tharp & Gallimore 1988). The activity
setting construct presents certain intellectual as well as methodological challenges. One
must attempt to unite the physical features of the setting and environment, objective
features of the motoric and verbal actions of the participants, with subjective features of
the participants' experiences, intentions, and meanings (Tharp & Gallimore 1988). Such
analyses help to make visible the processes that shape the day-to-day operations of the
center.
Activity setting analysis provided a systematic way of exploring the interface between
internal and external forces. The basic idea was to describe an event specifying the five
‘W’s’: Who, What, When, Where, and Why. The basic analytical unit was the director’s
actions and interactions with others in the day care setting. From the perspective of the
director, we coded the data using a four-part analytic frame (Erickson & Schultz 1977),
which is outlined in Table 8.
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Table 3. The analytical framework of activity setting analysis.
Who, What, When, Where, and Why
Phase 1

Isolate a sequence of verbal exchanges
mark each statement expressed by the director
identify sequence of verbal exchanges
bracket the beginning and end of each verbal sequence
number each sequence

Phase 2

Analyze physical features of the environment (people, location, objects)

Phase 3

Analyze the participant structure and topical focus of the verbal sequence
Interpret the purpose of each sequence from the director’s perspective

Phase 4

Derive themes to describe the meaning of each interaction drawing on literature in early childhood
leadership

First we isolated a sequence of verbal exchanges. We marked each statement expressed
by the director; reread the transcript and identified a sequence of verbal exchanges in
which the director was interacting with another person; bracketed the beginning and end
of each verbal sequence; and numbered each sequence. We defined the beginning of a
sequence from the time the director began speaking to another individual to the time the
individual left, or another person joined the conversation. Secondly, we analyzed each
sequence according to its objective features as described in the observer’s notes (e.g.
physical location, objects in the setting), talk structure (elicitations and responses), and
content. From the point of view of the director, we then interpreted the purpose of each
verbal sequence based on activity categories identified in Phase I of the study (see
Rosemary et al. 1998). Table 9 defines the activity categories identified from the previous
study. For example, the verbal exchange between the director and the teacher when they
were discussing enrollment was assigned the purpose ‘administrative’.
Table 4. Categories and descriptions of activity in USA day care settings (Rosemary et al.
1998).
Category

Description

Play

Interacting with children engaged in inside or outside play

Transitions

Moving from here to there; e.g., greeting parents and children, bringing groups of
children together

Basic Needs

Taking care of children’s basic needs; e.g., feeding, napping, washing, nursing

Maintenance

Arranging/rearranging the setting; e.g., putting away chairs, cleaning tables

Administrative

Communication with parents, staff, others outside the center; e.g., making phone
calls, writing reports, assisting staff

Teaching

Adult-led activity with children; e.g., art, music, circle time, calendar, discipline

Curriculum and
Assessment

Instructional planning and child assessment; e.g., collaborating with staff to plan lessons

Supervision

Staff supervising children; e.g., watching children during lunch, during naptime, during television viewing

Personal

Taking personal time during work day; e.g. lunch, breaks
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We then further analyzed the verbal sequences to derive themes for describing the
meaning of the director’s activity.
Comparing the methods. After working separately with our respective methods of
analysis we shared the analytical views we had applied to the research data. Although
they were based on different concepts, the methods seemed to share some basic
assumptions about social life. For example, the terms ‘social situation’ and ‘activity
setting’ both refer to the immediate ‘here and now’ context of activities and reflect a
focus on integration of activity and setting. The main objects of the analyses are also quite
the same: persons, environmental qualities, time, processes (activities, interactions, talk),
and meaning.
However, the analytical units of the analyses were different. Whereas frame analysis
focuses on the analysis of social situations, activity setting analysis focuses more
specifically on sequences of verbal interactions occurring within particular places and
time. Moreover, the activity setting analysis stresses the content and structure of verbal
interactions, which give way to participants’ purposes for action. Frame analysis focuses
on both verbal and non-verbal symbolic action. Perhaps the most evident difference,
however, is in the interpretation of meaning of directors’ activities. In activity setting
analysis, the researcher interpreted the purpose of the director’s activities from the
starting point of earlier research findings (Rosemary et al. 1998). In their earlier work,
Rosemary et al. (1998) defined day care activity categorically (what was done and by
whom). In the current study, activity setting analysis provided a way to look closely at the
social interactions (how and why) and physical aspects (when and where) of activity to
arrive at a deeper understanding of the dynamic nature of the director’s work. From the
start, the Finnish research, using frame analysis, derived meaning categories (frames)
inductively from the research data.

Constructing shared view about the multiple realizations of leadership
After analyzing the research data separately, we shared the preliminary findings of our
analyses. Proceeding this way afforded an opportunity to develop a shared view of the
multiple realizations of leadership in both countries. We concluded with the following
three perspectives on day care center directors’ work in Finland and the USA.
1. Interactive nature of directors’ work
2. Multiple meanings of directors’ activities
3. Different power structures of early childhood education
Interactive nature of directors’ work. The data revealed that both Liisa’s and Sharon’s
work was fragmentary and carried out in a highly socially interactive environment. Quite
seldom the directors were working alone, instead, they were frequently interacting with
children, staff members, parents, and other adults. When Liisa and Sharon began to do
some tasks, they were often interrupted by telephone calls or by people coming to ask
questions. However, the mobility of the two directors was quite different. Whereas Liisa
moved from one room to another inside the center (office, children’s room, other child
group) and even outside the center, Sharon stayed dominantly in her office. The partners
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with whom Liisa and Sharon were interacting were diverse, including staff members,
children, parents, and student teachers. The directors also had contacts with external
bodies, e.g., health care experts, local authorities, and other day care directors. However,
the primary partners with whom Liisa and Sharon were interacting were different. Liisa
was frequently interacting with children while Sharon’s interaction partners were mostly
staff members. An explanation for this difference is that Liisa was working as a
kindergarten teacher in a child group along with her administrative duties, and Sharon
was working as the center manager, having primarily administrative duties.
Multiple meanings of directors’ activities. In our study, we interpreted the meanings of
directors’ actions in two different ways. In frame analysis, the meaning categories were
derived inductively from the research data. In activity setting analysis, the researcher
drew on findings of Phase I of the research (see Rosemary et al. 1998) as part of the
analytical process in deriving themes. In frame analysis, identifying the tracks of
activities, categorizing, and interpreting the meaning behind the activities, resulted in the
five following meaning categories, i.e., five frames:
• Educational frame refers to the meaning of activities concerning learning and development (not only regarding children’s growth but also adults’ learning and development).
• Caring frame concerns the meaning of activities orienting towards well being, emotional security, and taking care of others.
• Managing frame refers to the meaning of activities concerning power, decisionmaking, and responsibility
• Practical frame involves the meaning of concrete, practical actions, arranging, and
organizing things as well as fulfilling daily routines.
• Personal frame concerns directors’ activities, which are connected to their own or
other people’s individual personalities, emotions, personal characteristics, private
life, and life history.
In activity setting analysis, identifying the verbal exchanges, categorizing the
participant structure and physical features of the social setting, and interpreting the
meaning of activities resulted in four themes:
• Technical refers to the meaning of activity concerning the operations of the center
that allow it to function systematically and that support everyday routines.
• Supportive refers to the meaning of activity aimed toward nurturing positive social
relationships among staff through sharing personal experiences and helping one another with tasks.
• Educational refers to the meaning of activities that support and encourage professional development, model appropriate behaviour with staff, children, and families, and
communicate essential information to the day care community.
• Connecting refers to the meaning of activities that links the internal functions of the
center with the external organizations and agencies that help to shape what goes on
inside the center.
Although we started from a different perspective, we arrived at quite similar conclusions
about the nature and emphasis of the two directors’ work. What was similar in Liisa’s and
Sharon’s work was that they both focused on technical operations of the day care center,
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i.e., they interpreted many of their working situations through a practical frame. The
activities of the directors, for example, included a lot of paper work, making
accommodations for individual children, scheduling shifts, and taking care of other
practical issues. On the other hand, Liisa and Sharon also laid stress to different frames,
different aspects of their work. In Sharon’s work, there was an emphasis on the managing
frame, while in Liisa’s work an educational frame was dominating.
Different power structures of early childhood education. The power structures in
Liisa’s and Sharon’s centers seemed to be quite different. Within the day care center
community Liisa’s managing role was most clear in her relation to children and a student
teacher, whereas her attitude towards the other staff members was more like a working
mate than a leader. Liisa strongly relied on collegial decision-making and avoided taking
a power status in her relation to other staff members.
Liisa goes back into the office to work. On her way there, she says to the male early childhood educator, who is doing woodwork with a few children:
Liisa: Would you take this Marita? (a practical nursing student scheduled for a training
period).
Male early childhood educator: Who, me? Could Anne (another teacher) take her?
Liisa: Should we draw lots?
Liisa and the early childhood educator decide to draw lots about who will supervise the student during her training period.

Within the municipal organization, however, Liisa aimed to take a leadership role
regarding early childhood issues. For example, she stated that the local authorities do not
agree with the state law, which gives ‘a subjective right’ for day care to all children under
school age (7 years). In this respect, Liisa experienced that her responsibility was to
communicate the importance of early childhood education to her supervisor and other
decision makers, too.
In her working community, Sharon seemed to have an influential status among the
center staff. For example, she guided a fire drill by preparing staff ahead of time and then
leading all the children out of the center. The staff members also maintained Sharon’s
power status by asking for Sharon’s permission and support of their decisions. Moreover,
in many interactive episodes, the staff members expected Sharon to make decisions on
many issues. In the following example, Sharon and a teacher are talking about a child’s
disease.
Sharon and Martha are talking about a child who is sick.
Martha: … now Buddy has the same thing. But the doctor said that he's not contagious. … I
don't know what you want to do about Buddy. Because technically according to that they're
not contagious once the rash is out and the fever's gone.
Sharon reads a communicable disease chart displayed on a wall in her office.
Sharon: And they say that they don't need to be eliminated from the program.
Martha: Now see this one says twenty-four hours ... f ever, let me see - if they have a fever.
Sharon: But he doesn't have one. Buddy has no temp.
Martha: Right.
Sharon: Why don't you just call his mom and let her know. And then let her know that if he
does spike a temp we'll have to give her a call. (continues)
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Although Sharon’s leadership status was quite clear in the working community, the
data revealed that Sharon’s power status in the whole system was restricted. Sharon had
to take into account many regulations when making decisions, for example, specific
regulations concerning hygiene and safety, for example, conducting monthly fire drills. A
state licensing agent visits the center twice a year to monitor its compliance with state
regulations. From this perspective, Sharon was not only a user of power but also an object
of power.

Discussion
Recent literature on early childhood leadership has addressed a challenge to understand
leadership as a set of reciprocal relationships, not as a static quality (Morgan 1997). In
this paper, we have developed ideas about leadership in early childhood education as it
affords leadership potential. Conceptualizing leadership as realizing leading potential is a
step in the development of leadership as a dynamic, contextually and situationally
determined phenomenon. It is a broad perspective that allows us to focus on multiple and
changing realizations of leadership in the everyday life of day care settings.
Our observations on leadership potential were parallel with Nivala’s (1999) findings
that showed that day care center directors demonstrate leadership differently. In our study,
manifestation of leading potential of both directors varied from situation to another.
Moreover, we found different realizations of leadership potential. In some situations,
directors demonstrated their leading potential either leading themselves or leading others.
Leading oneself was evident, for example, when the individuals took initiative to get their
tasks done. Leading others became apparent from the situations in which the individuals
guided others, made suggestions and requests. On the other hand, leading potential may
also be stifled or negated when the person is not directing her own or other’s actions. For
example, the situation in which Liisa and the other staff were drawing lots of who would
take on supervising the student teacher shows that neither was willing to take
responsibility for making a decision on that issue.
However, it would be insufficient to view leading potential exclusively within a
managing frame, i.e., as a direct use of power, since influencing another may take diverse
and also less visible forms. For example, child care center directors aimed to create a
comfortable and supporting work climate by focusing on the well being of the staff
members, listening to them, and talking about their private issues. In these situations, the
meaning of directors’ activities was to support others (caring frame) or to encounter the
staff members personally (personal frame). These observations support Sergiovanni’s
(1994) arguments that leadership can be based on different sources of authority.
Comparing Liisa’s and Sharon’s case allows us to reflect two cross-cultural
perspectives that ground leadership potential of the two directors: (1) directors’ roles
within day care center communities, and (2) regulations concerning early childhood
education in Finland and in the USA. Both of these perspectives are closely tied to
different realizations of leadership potential in day care settings.
The study revealed that Liisa’s and Sharon’s roles within the day care center
communities were different. Unlike Sharon, Liisa worked as a pre-school teacher in a
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child group along with her administrative duties. Therefore, her daily work was
fragmentary by nature including child related tasks, various administrative tasks,
paperwork, and even cleaning. Because of the two-fold nature of her work, Liisa’s
relationship with the other staff was complex. On the one hand, she was a colleague who
was fulfilling the same tasks as other teachers, and on the other hand, she was also their
superior. Across the course of her daily work, Liisa’s primary focus was on the child
related tasks while administrative tasks seemed to be secondary. Earlier studies on day
care center directors’ work have indicated that many Finnish directors function within this
kind of role definition (Hujala et al. 1998, Nivala 1999). In Sharon’s center, there was no
doubt who was the director of the center. Research on daily activities of day care center
staff in the USA has showed that there is a division between the roles of directors and
teaching staff (Rosemary et al. 1998). Although directors and teaching staff are involved
to some extent in similar types of activity across the day, directors engage in more
administrative work than teaching staff, and teaching staff are more involved in the direct
care and education of children. In Sharon’s case, there was a clear focus on administrative
tasks without much direct responsibility for child-related tasks. Our data revealed,
however, that teaching responsibility was not the only factor distinguishing Liisa’s and
Sharon’s role within their centers. The overall view about the interactions between the
directors and the staff members showed that Liisa and Sharon demonstrated their leading
potential differently. Whereas Liisa aimed for equal relationships and shared leadership
with the staff, Sharon, though interacting with the staff members in a sensitive and caring
way, maintained a clear leadership role within the center. All in all, there seemed to be
less role differentiation in the Finnish center than in the USA one.
Another interesting point in our findings was the way in which early childhood work
was regulated in the two societies, as our data revealed that societal and cultural
regulations were meaningful in shaping the conditions for realizing leadership potential in
day care settings. The regulations impacting Sharon’s center were more acute than in
Liisa’s center. In the state in which Sharon’s center was located, all day care centers are
required to follow state regulations in order to operate legally. The rules that govern the
licensed centers contain extensive guidelines to ensure healthy, safe environments for
young children, including standards on staff qualifications, group size, adult-child ratios,
space requirements, equipment, record keeping, and nutrition. In addition to meeting the
licensing standards, Sharon’s center was accredited by the National Association for the
Education of Young Children (NAEYC 1991), whose standards focus on the quality of
care and education, e.g., interactions among staff and children, and among staff and
parents; professional development; curriculum; as well as physical environment and
health and safety concerns. Although licensed, accredited centers can make many
decisions regarding programs and daily operations, they must adhere to the regulations
and standards set forth by the governing bodies or risk losing licensure and accreditation.
Licensure is tied directly to financial support from state and other agencies. Accreditation
indirectly impacts the center’s financial base; accredited centers are often considered to
be of higher quality than centers that are licensed-only, and, therefore, many charge more
for their services.
In Finnish society, there has been a trend to move away from centralized regulations to
increasing decision making at local and operative levels, i.e., in municipalities and day
care centers (Hujala et al. 1998, Karila in this volume, Puroila, Sarvela-Pikkarainen &
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Melnik in this volume, Ståhlberg 1994). Although the laws and decrees provide a
framework for early childhood education, there is a lot of autonomy in carrying out
educational work in day care centers. This gives the professionals a huge responsibility
for developing and maintaining quality working practices. Puroila, Sarvela-Pikkarainen
and Melnik (in this volume) interpret that the Finnish early education system is based
philosophically on the ideal of trusting professionalism and professionals’ self-control
more than external control. This may be an explanation for the lack of role differentiation
among Finnish day care center staff.
To finalize, we discuss some methodological issues in conducting cross-cultural
research. In our study, we aimed to construct a research design that would be useful in
developing cross-cultural perspectives and deepening understanding of leadership in
Finnish and USA early childhood contexts. In our method, three ideas are central: (1)
cooperation between researchers from two societies, (2) shared data, and (3) dual analysis
of shared data.
Most of the problems and challenges we faced were the same as in many other crosscultural studies (see Hujala 1998). The first of our problems was the research data, which
we had collected in different ways. In Finland, the researcher had recorded the
observations by writing down the events, while the researcher in the USA had both
observed the events and tape-recorded conversations of the center staff. As a result,
Finnish data included more descriptions about the situational aspects and non-verbal
interactions than the USA data. On the other hand, the USA data included rich material in
the actual talk in interactive episodes, which was lacking in the Finnish data. Our first
reaction was that we could not use the data for our shared purpose. However, reading and
rereading the data led us to an assumption that regardless of the difference in data
collection methods, we could learn something from a shared analysis of both data sets.
Though we could not make specific level comparisons, we were able to analyze each of
the data sets as such and compare our views of directors’ work expressed in the respective
data sets.
Another challenge was the issue of language difference. The ability to share data in
cross-cultural research presumes translating data, which requires resources. In our case,
the Finnish data were translated into English. This meant also a challenge for the Finnish
researcher to operate with a data set which was not written in her mother language.
Interpreting data written in a foreign language is challenging because the meanings are
not based solely on the words themselves or how they are used in context, but also on the
concepts which may or may not be accurately captured by the second language. In our
study, collaboration through email and in-person communication helped to solve the
problems with language differences.
Our method proved to be beneficial in many ways. Applying the two methods of
analysis to the shared data allowed us to obtain two sets of preliminary findings. On the
one hand the preliminary findings supported each other and were complementary, giving
impetus to further analyses. This kind of proceeding can be regarded as a way of
validating findings in cross-cultural research. Another clear advantage of our method was
that the co-operative cross-national research design offered us a rich opportunity to reflect
on our own and each other’s cultures. Since both researchers analyzed both sets of data,
we were able to reach both insider’s and outsider’s view about the two cultures. This was
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a significant step towards deepening understanding about the nature of child care center
directors’ work in Finland and the USA.
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How does society regulate work in early childhood and what
impacts do regulations have on leadership?
Kirsti Karila
Abstract
Definitions concerning work and leadership in early childhood are partly influenced by national and
local regulations. The structures, values, traditions, laws and norms which make up the macro-level
context are reflected in the regulatory system of each society. By evaluating the national context in
four countries, we aim to explore how each society regulates early childhood leadership. For this
paper, data were gathered using key regulatory documents in Australia, Finland, Russia and the
USA.

Keywords: context, contextual leadership, macro level context, regulation

Contextual leadership
The aim of the International Leadership Project -ILP- (Hujala et al. 1997, Waniganayake
et al. 1999) was to investigate leadership as a contextual phenomenon. Context is one of
the concepts that have been used to link the individual and society. The other concepts
belonging to this group are Lewin´s field, Goffmann´s frame, Bronfenbrenner´s macro,
meso and micro systems, Lave´s arena and the action used in the field of activity theory
(Engeström 1995). Context has been considered in research literature from multiple
perspectives. Culture has often been understood as similar to context (Rogoff 1984).
Context has also been defined as an abstract “situation”, as background information to
describe the context of the sampling, as socio-cultural circumstances or a certain physical
or social environment of the work task (Gronn & Ribbins 1996). In the ILP-project
(Hujala, Karila, Nivala & Puroila 1997) context has been considered broadly, both from
the macro level (society and its culture) and from the micro level (work community).
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Consequently, from the contextual viewpoint leadership is not seen as localized in the
leader but the social interaction and the day care centre community. Therefore the actions
of the leader must be examined in relation to the day care centre community and a wider
social and cultural context. Futhermore, leadership is considered a cultural phemomenon
connected with the basic function of the educational organization. (See also Nivala, in this
volume.)
Gronn & Ribbins (1996) have identified the link between human agency and social
structure as one central question in contextual leadership research. They have established
that one part of leadership studies has “psychologized” leadership and emphasized the
subjects´ role while the other part of the studies has focused on the relationship between
task stratifications, system and environmental complexity. Unfortunately such issues as
the relationship between levels of social analysis, their link with structure and agency,
structuration, cultural dynamics and analytical dualism is not very often considered in
leadership research. The need to link the issues to leadership is very clear.

Macro level context and leadership
The study described in this article is a part of the International Leadership Project (ILP).
The aim of this subproject was to investigate: How does society regulate work in early
childhood and what impacts do regulations have on leadership in day care centres?
The main idea of the so-called regulation project was to get to know the contextual
elements of early childhood leadership. The cross-cultural research design of the ILP
study was seen to give a fruitful opportunity to take the macro level context into
consideration by investigating leadership in different societies and in different macro
contexts. The macro level context consists of the structures, values, traditions, laws and
norms of society. These elements of society define also in many ways early education and
leadership in early childhood centers.
In the ILP team, we were very conscious of the multidimensionality of the societal and
cultural context. Therefore we decided in this subproject to focus on one part of the
broader context, namely the government regulations on children’s services.
Regulation has been investigated from different perspectives. Most often the regulation
has been considered from two viewpoints: Firstly, from the quality point of view
regulation has been considered as a means to guarantee high and equal quality of services.
Secondly, from the administration point of view regulation has been considered as an
issue of the division of power.
In the ILP regulation was seen to create a frame for the work in early childhood
education and to reflect the assumptions of early childhood education existing in each
society. Therefore, we were not interested in regulation itself but the relation between the
regulation system and the work in early childhood education.
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Method
The regulation of children’s services was investigated by using the content analysis
method. It was decided to use as a data source the key regulation document of the
participating countries (Australia, Finland, Russia and the USA). The decision was partly
due to reasons of language. The regulation documents from Australia and the USA were
naturally written in English, which was the working language of ILP. The Finnish and
Russian regulation documents had to be translated into English. Thus, setting limits for
the amount of documents was not only a content-based solution but also a economic
solution. In order to find the significant key regulation documents the selection was made
in each country by the local ILP researcher.
The key documents used in the project were
• in Australia/Victoria- The Children’s Services Act (1996) and The Children’s Services
Regulations (1998)
• in Finland - Law and Statute on Children’s Day Care (1973, revised several times,
recently in 1996)
• in Russia/Karelia- General Regulations on Preschool Educational Institutions (1995)
and the Model Charter of a Preschool Educational Institution
• in USA/Ohio Child Day Care Licensing Law (Chapter 5104), Administrative Rules
(Chapter 5101, Adopted in 1970, revised in 1981 and 1986).
The participating countries differ in size and in administration. In these countries,
except for Finland, there is also internal variation in regulation. In Finland the one same
national goverment regulation covers the whole country. Therefore it was decided to
concentrate the acquisition of the data on the research team members´ “own” states, in
Australia on Victoria, In USA on Ohio and in Russia on Karelia.
A set of questions dealing with the cultural nature of the macro context was also
developed. The questions were meant to clarify the government regulation and steering
systems in different societies concerning both the function of the early childhood centres
and the leaders´ work in the centres. In each country the researchers participating the
International Leadership Project (ILP) answered the questions. The set of questions was a
kind of analytical frame for the local researchers to look at the key regulation documents.
On the basis of their answers national, state level stories of the regulation and steering
system in early childhood education took shape. These national stories were compared
with each other. In this stage of analysis also the original regulation documents were
utilized.
The national (state level) stories of each country were investigated from the following
viewpoints
• What kinds of things are regulated?
• What are the levels of government involved in regulation?
• How is the implementation of regulation evaluated?
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What kinds of things are regulated?
In Australia the Act (1996) and the Regulations (1998) are the two key statutory
documents pertaining to the care and education of children under 5 years of age, using
day care and preschool services in the state of Victoria. These documents define
minimum standards and consist mainly of measurable or quantifiable dimensions of
quality service provision. In USA the legal regulations stipulate a minimum standard for
the heath and safety of children.
In Finland and in Russia the regulation documents include provision for health and
safety. In addition, the educational function of early childhood education has been defined
in the documents. The parents role is also emphasised in both countries. In Finland in the
1980´s a paragraph concerning educational goals was added to the law. This paragraph
defines the national educational goals for day care as follows:
• The goal of day care is to support the educational function of the home and to work
with the home in furthering the balanced development of the child’s personality.
• Day care should offer the child continuing, safe, and warm human relations, provide
activities supporting the child’s all-around development, and create a favourable
growth environment for the child.
• Day care should, according to the needs of the child and in keeping with the general
cultural tradition, further the child’s physical, social, and emotional development and
support the child’s aesthetic, intellectual, ethical, and religious growth. Supporting
religious growth should include respecting the convictions of the child’s parents or
guardians.
• In fostering the child’s development, day care should support the child’s growth
towards being responsible, peace-loving, and caring of the environment.
In Russia the General Regulations on the preschool Educational Institution defines the
function of child care as follows:
• to safeguard life and improve health of children,
• to provide for intellectual, personal and physical development of children, to correct
anomalies of development,
• to lead children to the generally accepted values,
• to interact with families to provide of full value development of a child.
The regulation mostly affects on the everyday work of day care centres in three aspects
of regulations, namely, staff qualifications, staff/child ratio and group size. These
elements have been shown consistently to have a significant impact on the quality of day
care.
In each country the staff qualification was regulated. In Russia and Finland the staff
members are required to have higher education than in USA and in Australia. In Australia
both qualified and unqualified staff members are allowed to work in the centre. Thus, the
centre directors´ have to run educational community in which the staff members´
knowledge of early childhood education varies more than, for example, in Finland and in
Russia. If some staff members lack professional education, the directors can be expected
to help uneducated staff members to start developing their professional skills. In the
countries, where all staff members have professional education, the directors are able to
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concentrate on supporting the further development processes of their staff. In both cases
the supporting of learning at work seem to be a significant task of directors.
In Russia and Australia group sizes are also regulated. In Finland the group formation
is in many municipalities left to the responsibility of the centre directors, which gives
them a lot of educational power. However, in establishing the groups the directors in
Finland have to take into account the regulation concerning the staff/child ratio.
Parents´ participation is somehow mentioned in the regulations of each country. The
accuracy in the ways the parents´ participation vary. In Finland there exists an overall
statement in the Day Care Law that the goal of day care is to support the educational
function of the home and to work with the home in furthering the balanced development
of the child’s personality. Instead in USA the Rules state that the centre needs to have a
written plan that encourages parental participation and keeps parents informed about the
programme and services. The situation in Russia is quite similar to USA. In Australia
parents are also involved in the management of the centre.
Different regulation and steering systems form different contexts for early childhood
leadership
The participating countries represent different models of society, which naturally
means variation in the ways the societies organize their early education and day care
services. In all participating countries the day care services are organized both in public
(or community based) and in private sector. In Australia the private sector is larger, in
Russia and Finland the public sector is larger and in the USA there are differences
between the states.
The levels of government involved in regulation also vary. In Finland and in Russia,
the regulations on children’s services are defined under state laws, while enforcement is
delegated to the municipal level government. In Australia, in contrast, each State/
Territory Government performs the dual functions of defining and enforcing the licensing
regulations. In USA, child care regulations or licensing varies from state to state. This
system driven by state mandates results in major differences in the supply, quality and
cost of child care in each of the 50 states. In each state an agency is designed to write and
enforce the rules; these rules are reviewed and revised periodically with citizen input or
overseen by a advisory committee.
In addition to the regulatory agency other state and local agencies responsible for
zoning, sanitation, fire and building safety are responsible for inspecting and regulating
child care centres resulting in a myriad of separate agencies being involved without a
coordinated, centralized system. This system operates in all participating countries.
The regulation systems have been constructed in each country in different ways. The
reasons for each country to select its own way have been many. Spedding (1993) has
stated that one reason for the present nature of the USA´s regulation system- that is the
absence of a national day care system, or single, clearly articulated federal policy
concerning child care- lies at least in part in deeply rooted belief systems dating from the
nation’s early beginning. The belief system consists, for example, of family patterns,
womens´ position in the work force and the role of private and public services in society.
According to Spedding the ideals of individual freedom, personal and family privacy,
self-sufficiency (the "work ethic") are basic to the American culture.
In rapidly changing societies the cultural belief systems are also in the process of
change. This becomes evident in Finland, where the legal right to publicly funded
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services for 0-7-year-old children was added to the law in 1996. The parents have a right
to choose whether they want a place in a day care centre or in publicly funded family day
care. They may also receive a child allowance if they prefer to care for their 0-3-year-old
child at home. The amendment of the Day Care Law in 1996 was an idealogical change in
the function of the day care system. According the new law, each child has a right to day
care and early education. Before the new law came into force, the municipalities had to
provide day care services to the extent they were needed, which referred especially to
families who needed care for their child during the parents working or studying hours.
The reneweval of the legislation reveals the cultural change, which has taken place in
Finland. Transferring the new legislation into every day practice in day care centres has
taken time. The cultural change is also demanding for staff members and their personal
belief systems. The whole situation has recently been one of the most significant
contextual elements of Finnish early childhood leadership.
The regulation systems in each country seem to develop in a dynamic interaction
between different interest groups. For example in the USA where government regulations
are mainly focused on guaranteeing the health and safety, NAYEC (National Association
for the Education of Young Children) has assumed an important role in steering and
regulation. NAYEC has formulated its own thesis of regulation from the quality
perspective. NAYEC´s work has been effective because states are beginning to reimburse
centres, which are accredited and/or have met higher standards with higher
reimbursement rates for children who receive vouchers or pay subsidised rates.
The current situation of a society as well as the cultural changes in each society are
reflected in the content of legislation. This becomes evident in the issues that are
regulated and how the regulation is implemented. For example Russia is a society in
transition, where the social, economic and political contexts are fraught with a high
degree of uncertainty. Within this context, the enforcement of health and safety
regulations appears to take on a special significance. Of course the current situation is not
the only reason for emphasising the health and safety aspect. Russian and the former
Soviet Union have a long tradition in stressing physical and health education. The current
situation only gives a new form to this tradition. Yet, educational goals are also included
in Russian regulation documents.
Some other cultural elements or changes may be seen in the regulation documents. For
example in USA/ Ohio the Administrative Rules have been revised twice, a criminal
background check and no-smoking policy have been added. In Finland the need for
criminal background check has also come under discussion, but later than in Ohio, not
until 1999.

The implementation of the regulation reveals the very expectations of
the work in early childhood education
During the project it emerged that not only the contents of the regulations but also their
implementation varied in each country. In USA, Australia and Russia there exists an
evaluation system concerning the implementation of the regulations. The data shows that
the implementation of the regulations is related to the localization of leadership. The
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regulations´ implementation partly indicates the levels on which the leadership is located.
According to the following examples leadership may be located on multiple levels and
also on different levels in different countries.
In Ohio/USA after a childcare centre is issued with a licence to operate, periodic
inspections by licensing specialists, representing the Ohio Department of Human
Services, are made to ensure that the standards are being maintained. Ohio requires one
scheduled and one unscheduled inspection per year, for full time centres, as well as
inspections based on complaints. During these inspections a Compliance Report is
completed.
In Russia the evaluation system consists of monitoring, accreditation and evaluation.
The evaluation concerning the implementation of regulation is realized every 5 years by
the state evaluation service. The aim of the evaluation is to establish the level and quality
of early childhood services. On the results of the evaluation the commission or
accreditation draws conclusions as to recommendations for a conferment of category (the
accreditation is a conferment of the state status with right to the fiscal finance).
In Russia a centre could lose its licence to operate by failing to abide by the Laws of
Russia, by not providing the appropriate material and resources, the environment,
equipment and staff appropriate for the children’s education, and for failure to provide
relevant and accurate information regarding the quality of the service. Part of the daily
operations in every day care centre is the management of the daily medical and sanitary
inspections which include the testing of food preparation, quality of room lighting and
temperature and purification of water. The responsibility for these duties is an important
part of centre directors´ work. The full responsibility for daily operations lies with the
centre director, which becomes apparent in the next example: In one case that was
reported, the director lost 33% of his salary because the floors at his centre were regarded
as being too dirty. The Russian example indicates that a large part of leadership is located
in the centre directors as well as the inspectors overseeing the centres.
Australia illustrates a different leadership example. In Australia, community based
non-profit day care centres are generally managed by a centre management committee
consisting primarily of parent volunteers whose children use the centre. The centre staff,
through the director, work under the policies and procedures defined by the centre’s
management committee. This means that the centre licence could be under the name of a
parent, usually the chairperson of the management committee. The committee appoints a
‘responsible person’ to manage or control the day-to-day work of the centre. This is
usually the centre director. Perhaps the most significant aspect of the new regulations is
that, it is now very clear that any staff member could be prosecuted for failing to comply
with the regulations. In the past, this situation was not so clear because the staff were
required to work under the direction of their employer, that is, the centre’s management
committee. The Act (1996) and the Regulations (1998) both separate and spell out two
levels of responsibility where appropriate - that of the centre proprietor (i.e., staff
employer) and that of centre staff, and each carry the same level of penalty points. On the
basis of this example, leadership and responsibility in Australia are seen to be shared
between management committees, centre directors and staff members.
In Finland, for some years now, there has been a process of change away from
centralised regulation and responsibility for the funding, management, and monitoring of
services, which has been gradually assigned to the regional and local authorities. At the
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present stage of welfare state, the municipalities are responsible for organising the day
care services. Some researchers have therefore replaced the concept “welfare state” with
the concept “welfare municipalities” (Kröger 1997). At the end of 1997 there were 455
municipalities in Finland. It is easy to understand that there exist variation in
implementation the regulation. This is possible because in Finland the implementation of
the national government regulation is not supervised by any systematic way. In Finland
there exists an assumption that good training gives staff the ability for self-regulation.
Training is seen as a means of quality supervision. However, in the recent years quality
evaluation has been taken more seriously in Finland. The information steering and
utilization of quality research have been used as means in this process.
Nowadays in Finland the final supervision of the implementation of regulations is left
to the centre directors. Their responsibilities usually comes into play in sad cases, such as
accident. Consequently, leadership in Finnish day care centres takes places in very
contradictory situations. The directors are expected to run the centres with high quality
standards including everyday situations where staff members are missing due to sick
leaves and longer opening hours. In these situations the staff/child ratio is not fulfilled,
but the activities in day care centres are expected to go on with fewer staff members.
Finland’s example shows that from the quality perspective the implementation of
regulation is more important than the existence of high standards in written documents.

Some reflections
According to Schein (1992) leadership means very much providing a setting for the
creation of a good organization culture. One element of a proper organization culture
living in time is the collective consciousness of context in which the work takes place.
This also entails the consciousness of regulation and its role in the work in early
childhood centres.
During the project we have realised that concentrating on the key document analysis
allow us to learn only one side of the regulation coin. If we want to learn more about the
societal context from the regulatory perspective we must have more data sources.
To understand the context these regulations provide for leadership, one must first
examine the level of responsibility vested in day care centre staff under government
regulations in each country. This also requires us to examine closely not only the written
content of official documents, but also the reality of implementation at the centre level,
and the level of enforcement pursued by the respective government authorities. Thus a
new research question arises What is the reality of the regulations being implemented and
enforced in each country?
The regulation document analysis does not cover the broader steering system of
society. For example in Finland for some years now, there has been a process of change
away from centralised regulation and responsibility for the funding, management, and
monitoring of services, which has been gradually assigned to the regional and local
authorities. The aim has been to strengthen the information steering that can not be
investigated analysing the key regulation documents. In USA in addition to licensing
there are also many other roles the government serves. They are funding programmes and
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supporting infrastructure, including professional development and supply-building
activities; providing financial assistance to help families with programme costs;
supporting research and development related to child development and learning and early
childhood programs as well as data gathering for community planning; and disseminating
information to inform consumers, service providers, and the public about promoting
children’s healthy development and learning, both at home and in out-of-family services
(Nayec´s Position Statement on Licensing and Public Regulation of Early Childhood
Programs, 1998). The key regulation documents only illustrate the legal steering system
of the society.
The relationship between context, communities and persons living in a certain context
can be understood in different ways. From the interpretative perspective context is a
relative phenomenon and the relationship between context and actors in context is seen as
interactive. This is how it is also related to leadership. On the one hand leadership is
practised in a frame grounded by the regulations. This frame offers either opportunities or
limitations both for the work and for the leadership carried out in centres. On the other
hand persons and organizations form their own interpretations of context, its regulations.
Centres, staff and directors are seen as active subjects acting in the context. All this means
that the individual and the social element of the world are very closely related to each
other, which also has to be taken into account in methodological decisions.
One important finding of the studies based on the theories of distributed cognition has
been that expertise is no universal phenomenon but varies from culture to culture and
from person to person (Engeström 1989). In the definitions emphasizing the contextual
nature of leadership, it is not seen as universal but defined by the cultural context and the
persons involved in the culture. Comparison between the different definitions concerning
leadership reveals some of the problems the leaders have in carrying out their tasks. The
consciousness of different kinds of definitions and expectations of leadership may help
the directors to improve their expertise.
The government regulations in each country, especially their implementation, seem to
form one cultural context for leadership in early childhood education. In this way the
leadership is culturally and contextually defined.
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Abstract
The contextual leadership theory provides a frame to investigate the leadership phenomenon in a
child care context. According to the contextual leadership theory, leadership is perceived as a
socially constructed, situational and interpretive phenomenon. The purpose of the study was to
investigate leadership in a Finnish child care context based on the views of those people who are
involved with it. The focus group method was used to gather data for the study. The results showed
that the leadership context defines the leadership language and the culture. In most focus groups
discussions leadership was described as the position of a leader. Centre directors’ were seen to have
multiple role positions. All in all it seemed that the tasks and duties connected to leadership on all
contextual levels were unclear and not clear-cut.

Keywords: leadership, early childhood education, focus group, contextual theory

Introduction
Traditionally the term ”leadership” in a Finnish child care context has been connected to
the child care centre director’s work and the position of the director. Centre leadership
has been managed mostly inside the centre. In the Finnish language, broader leadership
has been called ”guidance” or ”supervision”. Guidance outside the child care centre has
concentrated mostly on administrative business. The problem has been that these two
areas - child care centre leadership and administrative guidance - have not been seen to be
connected to each other (Hujala & Lindberg 1998).
This study is part of an international leadership project (Towards Understanding
Leadership in Early Childhood Context – Cross-cultural Perspectives 1998) that has been
implemented in Australia, Great Britain, Russia, USA and Finland. The aim of this study
is to investigate leadership and its society connections. It investigates leadership in a
Finnish context based on the views of those people who are involved with early childhood
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education in child care. The challenge is to find out the nature and significance of
leadership in the society context as well as the roles and responsibilities attached to
leadership.
In much early childhood leadership research (Rodd 1998, Jorde-Bloom 1992)
leadership is examined as micro phenomenon. Researchers have investigated leaders
themselves (Hayden 1998, Jorde-Bloom & Sheerer 1992) or the immediate environments
where the leaders are working (Hujala & Puroila 1998). This study is interested in
leadership in a broader sense. It investigates leadership as perceived by those people
involved in the early childhood ground.

Theoretical orientation
Because the goal of this study is to investigate connections between leadership and
society, the contextual leadership model is used as a theoretical orientation in this study.
The contextual leadership model is developed by Nivala (1998) in the International
Leadership Project and in his national research (1999). For this study, the contextual
leadership model provides a frame to view the leadership phenomenon in a cultural
context. The model has its structure in the theory of contextual growth in early childhood
education (Hujala 1996, 1999). The contextual theory has its foundation in
Bronfenbrenner´s (1979, 1989) ecological theory, and in system thinking (Järvilehto
1992). Ecological theory organizes the actors such as children, parents and child care
personnel into a larger social system. According to the contextual leadership model,
leadership is perceived as a socially constructed, situational and interpretive phenomenon
(Nivala 1999). Accordingly, Gidden´s (1984) structuration theory and Berger and
Luckman´s (1995) ideas about socially constructed reality will be incorporated into the
analysis to explore the dialogue between actors and structures. Based on these primary
theoretical orientations, leadership is defined as arising through the interactions between
the actors and structures of an organizational environment (Nivala 1999).
In Nivala’s (1999) study, leadership was examined from the point of view of the
subject of child care i.e. from the point of view of ‘early childhood education’.
Alternatively, in many earlier studies leadership is examined from leaders’ point of view.
In this study, leadership is examined from a leadership point of view – i.e. from the point
of view of leadership as a phenomenon and as a reality. Leadership reality is defined by
Nivala (2001) as consisting of the interaction between processes and the context of
leadership. In this leadership study interactions between processes and context of
leadership are investigated on micro, meso, exo and macro levels.

Problems of the study
The purpose of the study was to investigate leadership in a Finnish early childhood
education context based on the views of those people who are involved with child care.
The following problems are defined:
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1. What is the leadership context where people involved with child care consider early
childhood leadership?
2. What is the significance and nature of leadership and what are the leadership roles
and responsibilities on the micro, macro/exo and, meso levels of contextual
leadership?
3. Are there any differences between participants in their views about leadership and the
characteristics of the leader?

Method
Methodological triangulation was used in data collection as well as data analysis. The
focus group method (Stewart & Shamdasani 1998) was used to gather data for the study.
The focus group method means using group discussions, where people of common
interest get together to discuss the topic of research interest. In this study it gave a forum
for participants broadly representing the early childhood field to discuss leadership freely
and reflect on each others’ opinions. By allowing the participants to express their
personal views, it is assumed that the method is able to ascertain a broad coverage of
community perceptions as a whole. The focus group discussion method is a relatively
researcher free method compared e.g. to interviews or traditional surveys. It gives the
floor to the group of participants. The researcher’s intervention in the process is minimal.
The discussion topics are given by the researcher but the content of discussion is up to the
emphasis existing in the group.
The list of focus group questions was originally constructed by the Australian ILP
team who also implemented the focus group study (Waniganayake et al. 1999). The
Australian focus group questionnaire was subsequently assessed and modified to be
culturally valid in Finland. The idea in the international leadership project was that all
countries formulate their own questions according to their ideas concerning important
issues in their early childhood and society (emic-level) and then decide together the set of
questions to use in national investigation (derived etic). Using these steps to proceed
makes it possible to shift from emic level to etic level in cross-cultural research (Berry et
al. 1989, Hujala 1998). The pilot analysis of Australian and Finnish questions showed
that there were quite different orientation in those societies. Australian questions
emphasized the leaders’ personal issues and training more, while Finnish researchers
were more interested in early childhood content issues connected to leadership. The
compromise was to adapt most Finnish questions to correspond with the Australian ones
to make comparisons between countries possible.
Altogether 11 questions were formulated for data collection. The questions concerned
e.g. definition of leadership, challenges, and roles and responsibilities of leadership as
well as leadership tasks and training, and the quality of child care connected to leadership.
There were three researchers involved in the data collection. They were responsible for
running different focus group discussions. The basic roles played by researchers included
arranging and coordinating the processes of recruiting participants, facilitating the focus
group discussion and note taking and or observing focus group discussions.. The
moderator explained the goals of the study and clarified the idea of the focus group
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method. At the beginning of the discussion, the list of questions being used was given to
each participant. The moderator gave the instructions as to how to manage the group e.g.
a time limit for discussion and a recommended time to use for one single question. The
moderator emphasized that each participant’s view was unique and important and that
there were no right or wrong answers. During the discussion she kept in the background
and interfered the discussion as little as possible: only to take care that all questions were
discussed or to remind about the time limit for discussion. The length of each focus group
discussion ranged between 1 to 2 hours.
In addition to the focus group method a survey was used to collect data. In the survey
questionnaire there were questions about the participants’ background and questions
about leadership. The survey was sent by mail. The main idea of the short survey was to
ask participants’ personal opinions about leadership and also to serve as an orientation for
the coming focus group discussion.

The participants
The participants invited to be involved in the investigation were from professional people
and parents who were known by researchers. All the participants were contacted by
phone and asked if they were interested in participation. After that an invitation letter
with a questionnaire was sent to everybody.
Participants in this study broadly represented the early childhood field. The types of
focus groups used and the actual number of participants are shown in Table 10.
Table 1. Type of focus groups and number of participants in each group.
Focus groups

Participants (n)

Child care teachers

9

Centre directors

9

Trainers

6

Students

7

Stakeholders

9

Parents

10

Together

50

10 participants were invited to each group. Only parents attended 100%. Least attendance
was by trainers and students. Overall, 83% of invited people took part in discussion. This
gives a very reliable basis for analysis of the data.
The background information about the participants concerning their age and
experience in the early childhood field is shown in Table 11.
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Table 2. Participants' background.
Group

Experience in early childhood (years)

Average age range (years)

Mean

Range

Child care teachers

30-39

13

15 – 27

Centre directors

30-39

19

15 – 23

Trainers

40-49

22

13-33

Students

20-29

2

0-5

Stakeholders

40-49

17

0-25

Parents

30-39

2

0-16

In all groups there are some people experienced in the early childhood field. Most
experienced are trainers, centre directors and stake holders. The students and parents had
least experience in the early childhood field.

Data analysis
All focus group discussions were held at the early childhood research center. Each focus
group discussion was audio-taped. In addition to recording some notes of discussions
were also written. Recorded discussions were transcribed word- for-word.
Focus group analysis was based on the contextual leadership theory (Nivala 1998,
1999). The research interest was to study the leadership context, where the significance
and nature as well as roles and responsibilities were talked about and evaluated in focus
groups. In the data analysis the mixture of narrative analysis (Smith 2000) and discourse
analysis ( Jokinen et al. 1999) was used. The first step of the analysis was to assess the
contents of leadership discourses according to contextual leadership levels – micro,
macro/exo and meso level. Table 12 describes the analysing procedure.
Table 3. Leadership data analysis in Finnish context.
Context of leadership

Group 1, 2,…6

Sum (1,2,.. 6) of
Leadership

Macro/exo level

Analysis of nature and significance

Analysis of roles and
responsibilities

Leadership on macro/exo
level

Meso level

Analysis of nature and significance

Analysis of roles and
responsibilities

Leadership on meso level

Micro level

Analysis of nature and significance

Analysis of roles and
responsibilities

Leadership on micro level

Nature and significance
of leadership

Roles and responsibilities
of leadership

Leadership in a Finnish
context

Sum of Leadership
(Macro/exo, meso,
micro)

In all levels, the nature and significance as well as roles and responsibilities of leadership
were analysed for all focus groups separately. After analysing the data separately in all
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focus groups, the summary of research topics was made both horizontally and vertically.
Finally, leadership was summarized in the whole context and resulted in the profile of
Finnish leadership.
The survey data was analysed both qualitatively and quantitatively. Differences
between focus groups were analysed by using one way analysis of variance.

Results
The results include the context of Finnish early childhood leadership as well as its
significance and nature and the roles and responsibilities of leadership. The results will be
presented in the frame of contextual leadership theory.
The first research problem is to investigate the leadership context where participants in
focus groups considered the leadership. All focus group discourses were counted
according to the contextual levels. Figure 8 shows the distribution of discourses in the
focus groups as percentages in the frame of contextual leadership.
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Fig. 1. Leadership discourses in contextual levels.

Students and trainers saw leadership to be a micro level issue more than other groups.
Parents and stakeholders considered leadership to be on a micro level least. Parents saw
leadership on a meso level as interaction more than other groups, whereas trainers
considered leadership to be least on a meso level. Leadership was defined by stakeholders
most on the macro level. All in all, it seems that people whose work is directly connected
to child care centres see leadership more narrowly whereas those who look at leadership
out of the center see leadership issues more broadly. In addition, according to the findings
from students and trainers, it seems that training in early childhood education is mainly
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focused on inside center issues. The issues that regulate or are somehow connected to the
implementation of center based care are not so much focused on especially by students.

Contextual leadership
The nature and significance as well as roles and responsibilities of leadership will be
reported in the frame of contextual leadership theory, beginning from the micro level and
resulting in meso level. Meso level is seen as integrating the micro and macro levels into
a unity. Differences between groups are dealt with both on the basis of focus group
discourses and survey answers.

Leadership on micro level:
Significance and nature
The significance of leadership is seen to be formed through the context – that is, through
the basic functions of child care and through the social situation. Leadership is defined
mainly on three dimensions: 1) Development and evaluation of child care 2)
Development and well-being of the working unit and 3) Strengthening of significance and
appreciation of child care in a society.
The nature of leadership is characterized by the comprehensiveness of the task which
is seen to range from taking care and educating children to financial administration and
supporting human relations. “Child care leadership has changed from directing
educational work to administrating, even though essential in child care leadership is the
pedagogical leadership” (stakeholders).
Power and responsibility were seen to be connected with leadership. Leadership skills
were especially emphasized when the leader is forced to decide about difficult issues. “If
everything goes smooth and the working unit is good, leadership prevails within the
whole unit, but if decisions have to be made, leadership is emphasized in a different way”
(parents).
Among trainers and students the views about leadership were polarized. They
connected leadership either to the position of the leader or to the leadership of working
team. It was understood by the trainers that “the working team makes the realization of
leadership possible, the team takes care of leadership and the team has the power”. But,
at the same time, some uncertainty arose about the question of who has the final liability.
The center team was not seen to have any power position at all by some trainers. Instead
the power was seen to be on a macro level and ”the leader of the team has the task to act
as a negotiator between the team and the parents as a third party”. Whereas among
students and trainers the team was seen to have the significance and properties of
leadership, the other focus groups emphasized the special significance of a child care
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director, who was seen to take the responsibility of child care both inside the centre and
outside it. Stakeholders insisted on even more responsibility and exercising of power
from child care directors. They even doubted if “centre directors have courage enough to
take responsibility”, because they think that directors “have neither training nor rational
and purposeful action.”
The problems between power and responsibility differentiated the issues of leadership
between municipal and private child care. In private child care the director has both the
economic power and the responsibility for the content of the work. The municipal
directors themselves saw that the board of social and health care has a leadership role in
child care and so the hands of the directors are quite tied.
Keeping up to date and planning the future were seen as important factors in
leadership. In addition, the students especially emphasized the basic skills of caring and
educating children as a quality factor of leadership. They thought that directors shall be
able to cope with all practical things beginning from changing diapers. “If the director
works only with employees and parents, but not with children, he/she will have no
realistic picture about the work in reality”.

Roles and responsibilities
In this study, comprehensive responsibility is seen to be connected with leadership. It
takes shape as responsibility about personnel and administration as well as educational
leadership in child care centres. There was, in the focus group discourses, one issue about
which all groups agreed totally. All agreed that the central duty of leadership is to
supervise the education and care according to the basic purpose. Another equally
important factor in leadership was seen to be taking care of the well-being and human
relations among the child care personnel. In addition to supporting and activating the staff
and working unit the leaders were seen to be responsible for decision making and
advancing the mission of child care. Central roles and responsibilities on the micro level
for leadership are:
1. To develop and supervise the care according to the basic purpose
• to react to the new trends
• to define the new plans and guidelines, ’to lead such pedagogy how he/she feels is
right”
• to promote new projects and take responsibility about their progress
• to create plans for action in co-operation with the staff ’to create a philosophy and
pedagogy of its own for child care together with the working unit’ (students)
• ’the director leads for the best of the children’
2. To support and activate the personnel and working unit
• to take care of personnel affairs
• to create the atmosphere for the working unit, to unify and harmonize the unit
• to lead the team, make its work possible, give the employees a chance to be responsible for their actions and decide about the issues in their own working. “Leadership
is a unit’s own thing, the team decides and the individuals commit themselves to the
decisions of the team”
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•
•
•
3.
•
•
•
•
•
•
•
4.
•
•

to rely on his/her subordinates: the working unit is the tool of the director’s work
to give feedback and motivate
to delegate tasks
To be responsible of the unit and decision making
to have vision, think about strategies, supervise and control everything to go according to plans and goals
the director has the main responsibility in all directions, she holds the ropes
takes care of the fees and sees that there is not lack of personnel in a unit
answers for the in-service training
is a figurehead, motivator, leader of the team, pilots the ship ahead according to the
basic mission
responsible for the ‘products’, administration and finances
takes care of the resources
To clarify the basic mission
to believe in early childhood work and the role of leaders as child care experts
be responsible for the families and the customer service

Leadership at the macro level
In this study, leadership at the macro level was largely derived from the mission of child
care in a society. The mission was defined as producing early childhood services for
families. Participants saw that the implementation of the mission is shared
comprehensively by society through its values, municipalities, and its administrative
organization and by the parents with their demands of services. “The Parliament
legislates, in the municipalities boards and local governments make decisions. From
there leadership issues are transferred to the officials and executives. Parents as clients
are quite excluded in this process” (directors). On the macro level the function of
leadership is seen as creating frames and opportunities for implementation of the mission
of child care. This means frames concerning policy, regulations and resources.

Nature and significance
There was a very clear opinion in the focus groups that leadership on the macro level is
defined by financial issues. The representative of the trainers declared that “the financial
manager dictates the reality of child care more than Fröbel”. Focus groups agreed that
the real source of power is not in child care centre. The macro level hierarchy in
administration was seen clearly.
Although the power was seen to be at the top, everybody agreed that the responsibility
for leadership lies on all levels in a society. The parents as tax payers have the right and
responsibility to influence child care. In addition to direct actions within centres, parents
were seen to influence child care policy when they cast their vote at local elections.
Although parents saw themselves to be part of the child care system and part of its
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leadership, it was agreed by other focus groups that parents are still quite restricted in
leadership. Especially in the larger municipalities, the voices of the parents are not heard
on the macro level, even though inside the centre parents are active. Executives and
officials responsible for the services are seen to be on one side of the child care system
and the parents as the users of the services are on the other side. Parents seemed to be
subordinates to the whole decision making culture of the municipality. Stakeholders
considered this tradition to originate from the history of child care, “social service that is
humbly received.” This subordinating attitude towards parents in the macro level was
evident in the control of the information to the parents. According to the child care
personnel there are orders and instructions from the higher officials not to speak about
problems to the parents - nor to talk openly about child care policy. “There were free
places but we weren’t allowed to tell about them”. The parents’ efforts to participate in
leadership seemed to disturb the hierarchical leadership. The personnel had noticed that
“the demands and the complaints of the parents to the higher officials have caused the
centre director, who is bound to the higher decisions to be blamed”.

Roles and responsibilities
Macro level leadership delimits the responsibilities which are connected with leadership
on all levels. However, the responsibilities were experienced as unclear on all levels.
Leadership on the macro level was seen to take shape as administrative demands,
instructions and orders top to bottom. On the other hand, many directors saw that it is the
directors’ own matter as to how the resources determined by the upper level are used in
each unit. The most important areas in macro level leadership were seen to be financial
issues and controlling resources. Political decisions and legislation define the frames, the
local council accepts the budget and the local board has the total responsibility for the
child care and its quality. The executives of child care as officials transfer the board’s
policy decisions to field workers. They were seen to be responsible for the realization of
board decisions in child care. The parents asserted that “the chiefs acclimatized directors,
employees and the families into existing realities.”
“Leadership” on the macro level did not seem to listen to the child care directors. This
is how the hierarchy on the macro level subordinates the work of the director. “The
directors are in a difficult situation between the families, their own subordinates and their
managers”. The responsibility for implementation of the practical activities on the
operational level was seen to lie with the staff. The directors themselves felt that
surrender to political resolutions reduces the credibility of the director. “In the morning
the director reads at the same time as his/her clients what it was decided yesterday about
the future of the child care centres for a month, a week or for a year.”
Stakeholders saw leadership as a broader phenomenon than the other groups. They
emphasized the fact that the power and responsibility for all child care leadership is in the
municipality “as long as you obey the law”. In addition, they were quite skeptical towards
national leadership. They had a feeling that central administrative guidance is “lost”. The
parents, too, were asking for more comprehensive responsibility of leadership at the
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macro level. They demanded more discussion about children and education as well as the
values behind decision making.

Leadership on the meso level
Nature and significance
The focus groups had quite congruent understandings about the fact that leadership is an
integrity reaching from micro level to macro level.. To integrate micro and macro levels’
leadership into a unity demands a distinct definition of the functions and responsibilities
of leadership as well as co-operation between levels. Meso level action means putting the
implementation of child care practice into interaction with decision making concerning
resources and guidelines. Comprehensive leadership was not seen as a clear concept and
this was seen as a problem in leadership practice. Power connected to decision making
and responsibilities connected to leadership were realized to lie in the different places.
The director is responsible for pedagogy, but the supply of resources is decided
elsewhere. It was seen, however, very clearly that money is a facilitator of leadership.
The director of the child care centre was seen to be half inside the working unit and
half outside of it. In this meso level situation the task of the leadership is to integrate the
micro level and macro level with each other. It is important in the child care director’s
work to understand the unity concerning education and resources. “The director must
understand both the financial administration and pedagogy, because the director presents
the matters to the social board” (stakeholders). It was seen as the centre director’s task to
integrate the evaluation of micro level and macro level in child care. This means that the
director must understand the basic functions of child care in the society and at the same
time, s/he must evaluate how well the basic functions are implemented in his/her own
centre. The fact that the director keeps the ropes tight into different directions requires “a
steady theoretical expertise and practicality. The director carries the responsibility over
his/her own work. The responsibility is not the fact that a child stays a year or two at the
centre, but if something goes wrong, the whole society will later pay for this incident”
(parents).
Besides stakeholders the other focus groups considered the centre director to be
subordinate to the higher level management. The level above was seen to require certain
duties from the directors. The decisions coming from above are informational and the
directors can hardly have any influence on them. The dilemma is that the centre directors
are expected to be subordinate to their superiors in the local administration and at the
same time, the staff in the centre expect active leadership from them. The staff expect that
the director “defends their own unit” against the higher administration.
Differing from the other groups, the stakeholders strongly agreed that the centre
directors have power and are able to influence the communal organizations, but they
doubt directors’ abilities and courage to carry out leadership and influence at the macro
level. The stakeholders’ opinion was that the leaders should have more clearly defined
leadership. They should courageously demand arguments for board decisions. According
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to the stakeholders, centre directors together have strong leadership and they should use
this unity more when they articulate their demands towards the board. Stakeholders gave
an example of how directors have managed successfully in reaching their goals. “There
may be a note on the wall in the centre giving the telephone number of a board member
and information for parents about what has been planned to decide in next board
meeting. Please call the board member!, The child care directors are terribly strong”.
The directors themselves felt that their co-operative actions with the higher
administration and decision makers are regulated by resources and the demands of
effectiveness and accountability. The centre directors have a feeling that they are taken
seriously by higher administration only if they use these “hard” business concepts. “Child
care staff have to learn to discuss with higher administration by using the arguments that
they expect”.
The position of the parents in the totality of leadership was seen as marginal and
controversial. On one hand parents are seen as part of leadership. Inside the centre parents
influence day care a lot. Also the staff encourage the parents to participate and influence
the decision makers. On the other hand, the staff considered that parents should not be
used as buffers in influencing the decision makers but that the task of the child care centre
director as an official is to contact higher officials. Then again, the staff suspected
whether the parents are aware who leads the child care and the parents don’t know where
to complain. “Some countries have information centres for the parents about child care so
that if they are not happy they can consult them”. The parents saw themselves as part of
the child care system and part of leadership. Parents emphasize being able to have
discussions with the decision makers and having influence in society. They proposed for
example that ”a common forum for child care directors to put issues forward to the
administrative” should be organized. Parents saw the directors as a contact person with
them and they hoped for parent meetings to evaluate child care. They expected
information from the directors both about internal issues within the child care and about
the decisions concerning child care made by board. In leadership, co-operation in
listening to the opinions of the parents and co-operation in general were regarded as
central.

Roles and responsibilities
Leadership was seen to have a mediating task between resources and guidelines to
practice and vice versa. The child care centre director was seen as a mediator to the
municipal organizations, who in turn communicate with the board. The director was seen
to convey the decisions of the grass-root level up to the administration and especially vice
versa. “The director is a link between the working unit and outer world”. The central
issue is to keep child care up to date and inform all participants. The child care staff
expect that the higher officials have the courage to address issues and that they believe
their subordinates, directors, who contact them.
Leadership was described as image building for child care. The important task of the
centre director is to defend the early childhood education and child care and also to
defend children and families as well as protect the employees’ interests. Parents see that
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the director has the role of ”a mouthpiece together with the parents and media.” Centre
directors themselves see their task as to “keep the flag flying, advertise and represent
child care and bring it into publicity”.

Comparing focus groups
In addition to focus group discussions participants were asked to write a short narrative
about leadership in early childhood education based on his/her personal opinions of
leadership. The research question concentrated on the meaning of the leadership from the
writers’ own perspective. In narratives the discourses that writers used were analysed.
The following main categories shown in table 13 were found in narratives.
Table 4. Meaningful leadership tasks evaluated by focus group participants.
Stakeholders
(%)

Trainers
(%)

Directors
(%)

Teachers
(%)

Students
(%)

Parents
(%)

All
togethe
r

Supporting and caring for
the staff, being responsible
for human relations

18

26

10

35

38

14

22

Enhancing and developing
mission and
implementation of child
care

22

26

16

8

15

10

16

Providing visions and
strategies, taking care of
the unity

15

11

26

23

8

14

15

Decision making,
administration

11

-

6

15

8

10

8

Serving families, cooperating with
administration, families
etc.

15

5

13

8

15

29

13

Enabling staff’s working,
informing the staff about
new research, team
building

18

21

19

11

38

14

19

Advocating for children
and early education, image
building

-

11

10

-

8

10

6

Acting in children’s every
day life

-

-

-

-

8

-

1

Meaningful leadership
tasks

For these participants, leadership concentrated on supporting personnel and developing
and enhancing the mission and practices of child care, as well as directors’ activities to
provide the best working conditions for the staff are seen as most important in leadership
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in the early childhood sector. Also here, most leadership issues that are ranked as
important are connected to the position of the centre director. The differences between the
groups are interesting, showing that each focus group examines the leadership issues
from their own interests. Parents see as the most important issue of leadership serving
families and co-operation, teachers emphasize supporting and caring the staff as well as
taking care of human relations, centre directors see as most import issues of building
visions and strategies as well as taking care of the harmony and stakeholders emphasize
developing the a mission in child care and implementation of it. Trainers differed from
other groups. They didn’t see decision making and administration as part of the early
childhood leadership at all. Also leadership as early childhood image building and
advocating for children seemed to differentiate groups from each other. In addition,
students were the only group that emphasized knowing the everyday life in a centre as an
important issue in leadership.
Participants were also asked their opinions about the importance of certain leader
characteristics. The importance was evaluated by using the scale 1-5. Finally, they were
asked to assess three areas that they rank as most important. These three areas have got
one extra point in the data scoring.
Table 5. Important leader characteristics ranked by focus group participants.
Characteristic

Stakeholders

Directors

Teachers

Students

Parents

Trainers

F-ratio

Trustworthiness

5,0

5,2

5,7

5,1

5,4

5,3

0,86

Vision

5,3

5,1

4,3

5,1

3,8

4,2

3,80

.01

Tertiary qualifications

4,1

4,2

4,1

4

3,3

3,2

2,55

.05

Passion for early childhood

3,2

3,6

4,6

4,1

4,2

3

2,55

.05
.05

Decisiveness

5,9

5,6

5,4

5,1

4,8

5,3

2,43

Team builder

5,1

5,1

5,2

6

5,3

4,5

1,86

Clear communicator

4,9

4,3

4,6

4,7

4,1

4

1,13

Ambitious

3,1

2,9

2,8

2,7

2,6

2

1,23

Sensitive/caring

4,4

4,1

5,2

5,3

5,4

5

2,18

Challenging others to
achieve

5,4

4,9

3,8

4,6

4,1

4,5

3,26

p

.05

Trustworthiness and decisiveness in leaders’ work was emphasized by most groups. In
addition students emphasized most leaders as team builders. Parents described a sensitive
and caring attitude as important leader characteristics. In some leader characteristics there
were statistically significant differences between groups even though those characteristics
were not ranked as important ones by respondents. Only in decisiveness there was
significant difference between groups and it was ranked especially important by
stakeholders and directors.
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Summary and conclusions
All in all, the focus groups agreed quite a lot about issues in Finnish child care leadership.
Although in principle leadership was seen as a broad phenomenon beginning from
legislation and reaching to service for families, in discussions about concrete issues and
every day practices the leadership was focused mostly on the position and tasks of the
center director.
Table 6. Summary of early childhood leadership in Finnish context.
Contextual levels Leadership
Nature and significance
Micro level
• Comprehensiveness of the leadership tasks
o Early childhood education and care
o The staff and working unit in centres
o The status of the early childhood services
• Dilemma of power and responsibilities
• Integrated situational and visionary
leadership

Exo/Macro level

Meso level

Summary of early
childhood
leadership in
Finnish context

• Framing the implementation of the mission
of day dare
o Child care policy
o Regulations and guidelines
o Resources
• Enabling and making services possible
• Shared leadership vs. unclear definition of
duties
• Leadership as interaction
o Policy
o Regulations
o Practice
• The problem of leadership is hierarchical
power – the direction is mainly from top to
bottom

1. The frames for leadership are in the
financing policy, policy concerning personnel
and policy of children and early childhood
services
2. Focus of comprehensive leadership is in
early childhood services and in staff wellbeing
3. Leadership is made up of the interaction
between policy, politics and the service
4. Leadership dilemma is comprehensive and
integrated leadership vs. disconnected power
and responsibility

Roles and responsibilities
• To develop child care service for families
and quality of early childhood education
for children
• To be responsible of the staff and its
well-being
• To be a decision maker and responsible
of every day administration
• To clarify the idea and main functions of
child care
• To be responsible of regulating resources
for services
• To provide child care policy for early
childhood services
• To provide administrative regulations
and rules for services

• To act as an mediator between resource
policy, policy concerning regulations and
guidelines as well as between the service
implementation
• To build the image and status for early
childhood services
• To defend child care, employees,
children and families

1. Decision making of resources and
regulations/guidelines
2. Responsibility of developing the service
and taking care of the personnel’s wellbeing
3. Co-operation and networking
4. Building image for child care as early
childhood education and service families
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Although within the focus groups the participants’ opinions were quite similar there were
very different emphases by different groups concerning leadership. Teachers in child care
centres as well as students and trainers defined leadership as an issue mainly concentrated
on the child care centre. They emphasize supporting the working unit and human
relationships there. Centre directors emphasize providing visions and strategies for child
care. Parents see leadership as networking and as a challenge for co-operation among
people involved in child care. The most comprehensive view of leadership was described
by stakeholders. Stakeholders consider leadership at the municipal level as influencing to
child care policy and its implementation in child care programs.
There were some leadership discourses that arose directly or indirectly from the focus
group discussions and that seemed to have special meaning in considering and
understanding Finnish early childhood leadership

Leadership culture and language
The leadership context defines the leadership culture. The values and language of
leadership differ from each other on micro and macro levels. Leadership on the macro
level focuses on policy issues and financing. The status of leadership on macro level is
defined by “hard business concepts”. It speaks about leadership by using concepts like
effectiveness, accountability and economic policy. Micro level leadership about
education, pedagogy and supervision. The concepts of educational leadership are
developed from the mission of child care. Important concepts are caring, upbringing and
educating. One can ask if the discussion on micro and macro levels do not match to each
other. Does the contradiction between ‘hard’ and ‘soft’ leadership rise from an unclear
definition of the mission of child care for different levels of leadership? Or is the status of
children, their needs and early education too low to be dealt with on a macro level and
used as language in decision making. Do people at the macro level of leadership feel that
educational leadership is like ”talking rubbish”? Supervision of early childhood education
on macro level seems to stay be held down by financial leadership. Pedagogical issues of
child care do not define the leadership in higher administration - and not much even in
other leadership contexts. All in all, it seems that Finnish leadership is defined quite
separately by economic policy and political guidelines in municipals on the other side and
the by internal affairs of a single child care centre on the other side.

Leadership is defined as a position
In most focus groups discussions leadership was described as the position of a leader.
Leadership was seen as a business inside the centre – not so clearly as a phenomenon on a
macro or meso level. On the other side, leadership was quite invisible in the centre. When
the director is working in a child group nobody can know who is the director of the
centre.
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Centre directors’ multiple role positions
The centre director is a colleague for teachers and a person in charge for them at the same
time. This is one reason why the staff feel leadership to be unclear. Secondly, the leader is
at the same time subordinate to her manager or supervisor at the municipal level and a
colleague for them in front of parents. Directors are in an awkward position between
families, their subordinates and their bosses. Does the multiplicity of role positions show
the joint responsibility and team work in child care leadership or does it mean that the
structure of management is not clear? Also multiple leadership means being at the same
time a leader of the centre and teacher working in a child group. ”I work as teacher, and
leadership is minor point”
Inside the centre the director is seen as the team leader. Although the team makes the
decisions together, the leader is responsible for the decisions. The director as early
childhood expert and responsible for the management can be in a situation that s/he is
forced to rule against the team decisions. It seemed that the dilemma between team
leadership and leadership connected to the director still stayed unresolved. Although the
team develops the child care within the centre and its own management style, directors’
leadership is needed to support the team and especially to take care of the basic function
of child care and the image of it in a society.

Multi level leadership
Multilevel leadership is most obviously seen to be concrete in a early childhood
leadership model where power and responsibilities connected to leadership are not in
same hands. Child care centre directors have responsibility about implementation of
centre care, but decisions about resources are made elsewhere. Directors do not have
much financial power. Directors’ power is restricted to mainly personnel and children.
Responsibilities connected to joint leadership are seen as vague at all levels, which is the
reason that also leaders’ job descriptions are defined unclearly and contradictory. Often
directors do not know what issues they have the right to decide and what their
responsibilities are. Problems concerning directors’ rights and responsibilities make
leadership different in different municipalities. In big cities child care centre directors are
not able to influence child care policy but in small municipalities chances to have an
influence are better.
Inside the centre multilevel leadership does mean that directors have double
responsibility. They are both administrative leaders and educational leaders at the same
time.

Duty areas of leadership are unclear
The tasks and duties connected to leadership are unclear and not clear-cut. Although there
are certain duties from higher administration to centre directors, they feel that their tasks
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are not explicit. It is up to the director what s/he prefers in the implementation of his/her
leadership. The strongest contradiction of leadership is between the decisions made by
higher administration and the demands connected to the implementation of every day
work in child care. Although resources are controlled by higher administration the parents
are demanding quality care for their children from the centre director.
One can speculate whether the unclear and disunited leadership tells about an unclear
and disunited mission of child care among leaders at different levels. Is it so that the
different function of Finnish child care – social service, preschool and childhood
education – do not form a balanced unity among leaders, especially on the macro level?
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Tensions and constraints for professional leadership in the
kindergarten service in New Zealand1
Cushla Scrivens
Abstract
This paper reports on an exploratory qualitative study of Senior Teachers (Managers of Professional
Practice) in the kindergarten service. Participants identified a desired leadership style that
emphasised consultation and communication and encouraging empowerment. Leaders were seen as
supporters of the teaching staff, committed to teaching and to a better deal for women and children.
This sort of participatory, supportive style, however, does not sit well with the neoliberalist ideas of
competition, choice and accountability that are in vogue. Some of the tensions and constraints the
Senior Teachers found in enacting their leadership in an increasingly neoliberal environment are
investigated and their coping strategies are explored.

Keywords: early childhood, kindergarten, leadership, neoliberalism

The New Zealand kindergarten service employs registered early childhood teachers to
provide sessional (morning or afternoon) programmes for children over two and half
years of age. Kindergarten Associations are administered by voluntary Association
Boards which employ general managers who hold the licence for the kindergartens. The
associations also employ the senior teachers (more commonly now known as Managers
of Professional Practice). Each senior teacher has professional responsibility for a group
of about fifteen kindergartens and their Head Teachers and teachers. Except in very small
associations, these are non-teaching positions. Senior teachers are based at the
Kindergarten Association headquarters and travel to the kindergartens.
In 1991 the Budget brought in bulk funding of both operations and teachers’ salaries
for kindergartens. The implications of this move were that services would become selfmanaged and eventually self funded and privatised. The right of kindergartens to charge
1. This paper is a version of a paper published in the Waikato Journal of Education, Vol 6, 2000.
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fees, which was legislated for in 1992, and the devolution of responsibility to associations
meant that the government could stop funding kindergartens altogether if they wished.
These changes were presented as bringing kindergartens in line with the rest of the early
childhood services, which are bulk funded, and were justified on the grounds of equity
and ‘neutral funding’.
The advent of bulk funding and increased accountability has added to the senior
teachers’ workload with more administration and managerial work, and more time spent
advising head teachers on the management change. Anthony Wilson and Ruth Houghton
(1995) reported that senior teachers were seen as becoming more involved in association
management through increased planning and policy development. In addition, the
pressures felt by teaching staff were believed to have a flow on impact on senior teachers.
As management structures have become stronger, leaders and managers have reported
increased tensions and greatly increased workloads within all early childhood settings
(Dalli 1993, Wylie 1993, Mitchell 1995, Davidson 1997). This paper examines some of
the effects of these changes on the work of kindergarten senior teachers and explores the
difficulties for them in enacting their leadership function. It is based on a qualitative study
investigating leadership in the kindergarten service. The study was carried out in six
Kindergarten Associations in 1997. Six senior teachers, their general managers, and some
of the head teachers with whom they worked were interviewed. The data from the
interviews is the basis for the following sections.

The neoliberal context in education
In describing the New Public Management (NPM), Boston (1996) distinguishes public
choice theory and agency theory as principal influences on the reforms in education of
the 1980s and 1990s. Both of these assume that individuals are ‘rational, self interested
utility maximisers’. Particularly relevant for policy and operations in the kindergarten
service are the following beliefs underpinning these theories: a shift in accountability
from input controls and bureaucratic procedures to outcome measures and performance
targets; the devolution of management control coupled with the development of improved
reporting, monitoring and accountability; the separation of policy and operations; and the
development of strategic plans, performance agreements and mission statements, and a
concern for corporate image.
Wylie (1995, 151) identifies “the application (at school level) of the model of
separation of policy and operations” as of particular relevance to the education sector. In
kindergartens, private, non-professional management structures were already in place
before the ‘reforms’. However, Before Five (Lange 1988), the foundation policy
document for early childhood management, institutionalised this split. Successive
governments have built on this, further separating professional leadership from
management, and imposing on these structures an accountability system, based on
charters and quality funding.
Wylie (1995) also identifies a model of private sector management with devolution of
control within the framework of the New Public Management. The model of management
that the government has endorsed for kindergartens has all the characteristics of this. It is
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heavily dependent on charter mission statements, policy statements and management
plans. Documentation is continuous, with policy being constantly revised and yearly
management plans being written. Control and support at kindergarten level is the task of
the senior teachers, and there is a strong demand for accountability expressed in their
generic job description.

Kindergarten leadership in a neoliberal context
The senior teachers in this study identified the following characteristics of leadership as
important for them as being: a consultative leader; committed to power sharing; a good
communicator; a supporter of teachers and a promoter of good teaching; committed to
children and to the ethos of the service; and having a vision for the service.
The preferred characteristics of leadership style identified by these women are similar
to those noted for women in educational leadership positions by Neville (1988),
Shakeshaft (1989), Court (1994) and Hall (1996) in schools, and Rodd (1996) in early
childhood. There is an emphasis on consultation and communication, on decision making
by agreement and on fostering relationships with those they work with. Leaders are seen
as people who encourage empowerment, who understand the professional field and who
are committed to a better deal for women and children. Leadership is also seen in terms of
support for the teaching staff, in order to enable them to do their job better. An emphasis
on teaching, and on commitment to the philosophy of the organisation were more evident
in the present research than they were in Rodd’s study of directors of childcare centres
(Rodd 1996).
The question to be asked is how this desired consensual style fits in with the principles
of New Public Management that are now part of early childhood, and kindergarten,
management, systems. The sort of participatory, supportive leadership that these women
are aiming for does not sit well with the attendant ideas of competition, choice and
accountability.

Tensions and constraints
Several researchers have identified dilemmas for educational leaders arising from the
effects of neoliberalism (Grace 1995, Blackmore 1996, Woods et al. 1997, Strachan
1999). Peter Woods et al. (1997) differentiate between dilemmas, where people have
choice but the options are evenly balanced and can be resolved by professional action;
tensions, where choice is limited, the effects are often personal, and the resolution is often
strategic or political; and constraints, where the structure limits or negates choice. They
point out that the same experience may have different outcomes for different people, but
feel that there has been an increase in ‘the nature and source of dilemmas for teachers’
(Woods et al. 1997, 15). They support Hargreaves (1994) in asserting that the push to
make educational institutions more like businesses has led to dilemmas for teachers
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resulting from restructuring. Included in these are concerns about the direction that
teaching is taking, intensification of work and work overload.
Despite their commitment to leadership, the senior teachers in this research found that
there were dilemmas, tensions and constraints in enacting their leadership in the ways that
they wanted. The next section of this paper will use the definitions of tensions and
constraints as developed by Woods et al. (1997) to frame one tension and one constraint
in experiences of these women.

A tension: Support versus compliance and accountability
There has been a shift from support to compliance and accountability in senior teachers’
jobs. The Education Review Office publication What counts as quality in kindergartens
(1997) says that senior teachers fulfil two functions:
• They provide advisory support and guidance to the teaching staff…(and) they also
provide professional support and guidance to the employers.
• They report on the quality of the programmes being offered in the kindergartens…and are involved in staffing matters as the professional advisor. They help
ensure that association policy is being implemented and legal requirements and contractual undertakings are being met. Senior teachers are, therefore, delegated the responsibility for the management of the education programmes delivered by kindergartens (p 20).
The issue of support versus compliance and accountability was seen by this group of
senior teachers as a ‘tension’ as defined by Woods et al. (1997). Choice was limited by
outside factors, such as Ministry regulations, and resolution of this issue was not possible
without role tension.
Both the senior teachers and the general managers discussed this issue at length. This
is not a new discussion. The problem was identified by Anne Meade, when she reviewed
the Senior Teacher Scheme in 1985 (Meade 1985). However, the problem has become
more difficult of late, as responsibilities have been more closely defined. The senior
teachers in this group found it difficult to reconcile the roles of support to staff, and
accountability to the Kindergarten Association implicit in the ERO statement. They saw
their role of supporting teachers being undermined by the requirement that they should
report to the Kindergarten Association. Issues of confidentiality were seen as particularly
important.
The visits that the senior teachers made to kindergartens included elements of both
support and accountability. The senior teachers were also asked to monitor and report on
matters to do with compliance, with health and safety issues, with the regulations and
with follow up from Education Review Office visits. Margaret described one visit as
follows:
I visited a kindergarten yesterday. Part of what I do is observing how the children interact
and the flow and the layout and all that general stuff. How the teachers interact with each
other and the parents, and safety issues and a whole range of things. So I make a report on
that and make recommendations, perhaps on how things could be better managed… I guess
that all of that is support for the teachers and it is also feedback for them.
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Although Margaret saw this visit as support, it also had elements of compliance in the
emphasis on health and safety issues and particularly in the report that is written and filed
with the Kindergarten Association office. She has redefined ‘support’ to include elements
of compliance and accountability over which she has little control.
Her general manager, who worked closely with her in this small Association, viewed
Margaret’s visits similarly, and acknowledged that the redefinition of responsibilities was
a tension for Margaret. She saw the ongoing tension within a wider context.
The feedback I’m getting from my board is that they’re wanting more formal reports, on
each kindergarten, on the staff, as opposed to the verbal reports we have relied on…[Margaret] wears a very difficult hat, where often she’s seen as confidante of the teachers and
they see her as a sounding board and speak to her on confidential matters. And she had the
problem of, should that information be passed back to the Board because it could directly
affect that teacher’s performance, so I think that’s a very difficult line for a senior teacher to
work with.

The senior teachers in this study all asserted that the kindergarten staff saw the reports
before they went any further and that so long as they were open with staff in what they
wrote, it was legitimate to file this sort of report. However, opinions about whether they
should be involved in reporting to the general manager on compliance and accountability
matters varied. Brenda identified this as change in her role in the two years that she had
been a senior teacher. Previously she had reported solely to the K4 Senior teacher; now
she was being asked to report on these matters directly to the general manager (who was
the licensee). She felt concerned that this was an ethical dilemma for her. The general
manager acknowledged the dilemma and expressed it as she saw it:
They are trying to be supportive of their staff but we are asking them to, to take some really
firm management decisions here and they are caught between…I would like to see them still
provide professional support [but] I would like to see them reporting in detail. They report
but it is wishy washy, it’s got no substance to it.

This general manager also expressed her concern that the feedback in the written reports
from her group of senior teachers often gave very little idea about whether there were
quality programmes in the kindergartens. For some of the senior teachers in her
Kindergarten Association, it seemed that the response to a request for accountability had
been to provide general recommendations only. She maintained that the response to her
request for more detail had been to say: “you employ a senior teacher team, that is
enough“.
While it was acknowledged that there could be a tension, confidence in the
professionalism of the senior teacher was seen by the head teachers they worked with as
transcending the demands that the Kindergarten Association put on them. For example,
Jennifer’s head teachers felt that they could rely on her to support them even though they
were aware that she was reporting to the Kindergarten Association Board about them.
Again, there was transparency in the process. The head teachers confirmed that Jennifer
did not report on anything that she had not discussed with them first.
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A constraint: The source of power and authority
The senior teachers also experienced ‘constraints’, situations in which they had little or
no choice. One constraint was in the source of power and authority.
The context for the senior teachers’ relationships with the Association lies in the
designated responsibilities of the general managers. All of the general managers were the
licensees of the kindergartens, but the range of their responsibilities and accountabilities
varied. For three of the larger Kindergarten Associations, the general manager was the
representative of the Association, and the senior teacher team was responsible to that
person rather than directly to the Association. For the other Associations, the senior
teacher team were responsible directly to the Association. This devolution of control to a
manager who had the interests of the Kindergarten Association Board foremost was seen
as a constraint for the senior teachers working in these Associations.
There were differing perceptions among participants of the relationship between the
Kindergarten Association and the senior teachers. These varied according to the job
descriptions of the senior teachers and the delegated responsibilities of the general
managers as described above. Concerning the division of responsibilities between her and
the senior teacher, Margaret’s general manager said:
[Margaret] would have the responsibility or authority to deal with issues with teachers and
make recommendations…. I do have more delegated responsibility for maintenance side…I
wouldn’t see that I had more power than [Margaret] or I had power over her. I see us working in a joint relationship.

Margaret, who regularly attended Association Board meetings, was very aware of the
perceptions of the staff and the problem that she faced. She commented:
[Teachers’] perception is that I am an extension of the Board. And I have to agree that at
times, yes I am. And at times I feel very strongly that I am a teacher and I’m on their side,
but it’s very hard because I’m a party to all deliberations. I see where they’re coming from
on a financial basis. That bulk funding is difficult.

For other Kindergarten Associations, however, the role of the senior teacher was more
clearly defined, though in some cases this was taking time to establish. Christine saw the
Association as a source of conflict for her:
{Some of them} are in real conflict with the philosophy of kindergarten which, although we
have been kicked out of the State Service, is to provide this wonderful free service that is
accessible to everybody. And some of them can’t see that fee charging and things like that
are completely opposed to where we have come from.

Christine’s general manager who had been in the job since 1995, and had begun with a
large, well-established senior teacher team observed:
Senior teachers have to accept the fact that the reality of today is that they report to a manager, they don’t report to parents. And the Council had to [learn to] say no, that is a matter
for the general manager.

The head teachers, moreover, were all aware that in the final analysis the power lay with
the general manager, principally because s/he was the licensee. A typical response was:
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Even though she’s an employee, she’s the licensee. It gives her the responsibility and it certainly gives her the power…I don’t know that the senior teachers have power… Maybe they
do have… a sort of consultative power.

All of these observations highlight a philosophical divide between the teaching profession
and the Kindergarten Association Board. Both the senior teachers and the head teachers
saw a necessity for teachers to be represented before the Board, who were not, in the
main, regarded as sympathetic to the ideals of the kindergarten movement. But whether
the senior teacher had the power to represent the teachers was regarded as questionable.
While this constraint in relationships with the Board is not new, the advent of bulk
funding and the exclusion of kindergarten teachers from the State Service has given
Boards more financial responsibility and more control over staffing and job contracts,
thus weakening the senior teachers’ position.

Coping strategies: a balancing act
The effects on education of neo-liberalism and the New Public Management have been
discussed previously. Blackmore (1996) argues that for educational leaders, there is
tension between the collaborative style that is regarded as appropriate, and the climate of
competition and control that has developed. The dilemmas, tensions and constraints that
were evident for this group of senior teachers mirror this finding. The enactment of their
preferred leadership ways is thus overlain by the demands of neo-liberalism and the New
Public Management. The coping strategies that these women exercised in order to lead in
a way that fitted in with their ideas about leadership will now be examined.
Both Blackmore (1996) and Strachan (1999) have investigated the ways in which
feminist women leaders in schools cope in this kind of situation. Blackmore says that for
her group the coping mechanisms were related to managing their own and others’
emotions. She labels the reactions as resistance, controlling, distancing and exit. Strachan
describes interconnected themes of resistance, agreement and appropriation. For Strachan,
“resistance“ includes speaking out on important issues, continuing to use “inclusive
models of decision-making, despite the workload involved“ and “resisting pressure to
involve themselves in managerial task that took them away from what they personally
and professionally enjoyed doing“ (ibid., 132-3). “Agreement“ denoted agreeing with all
or some of the philosophy of the reforms and acting accordingly; and “appropriation“
conveyed the idea of using opportunities offered by the reforms to further their own
agendas. Strachan also points out that different ways of behaving may have their origins
in the women’s different philosophies and personalities. The women in her study each had
their own ways of keeping focussed on children.
All of the senior teachers in this study described their commitment to children, support
of teaching and learning, and affiliation to the kindergarten movement as important to
their leadership. In addition, they were committed to a leadership style which included
power sharing and consultative leadership. Each of them was aware that trying to fulfil
their leadership objectives meant a balancing act between their ideals and the demands of
the Kindergarten Association and the Ministry of Education as expressed through the
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general manager. They were not asked to identify themselves as feminist, but there were
elements of resistance, agreement and appropriation in their coping strategies.
Each achieved some sort of balance in coping, but in different ways. For example,
Dorothy concentrated hard on supporting staff to the best of her ability. She saw herself as
providing personal and professional support and representing the staff perspective to the
Association.
She identified difficulties concerning her responsibilities to the Kindergarten
Association and her responsibilities to the teachers, but had no doubt about where she
stood:
Making the decision to put 45 children on the roll in the kindergarten, I do not agree with
that. I opposed it at the time. I see that {the Board’s} responsibility is to make that decision
and go with it and then I have to work with it, but I’m not going to agree with it... I have
always made it clear to this Board here, ever since I have been in the job, that I’m a teacher
first. And I think for them its a bit of a dilemma because they see it as, Dorothy is going to
side with the teachers, it doesn’t matter what.

She felt that it was important to support teachers, sometimes against management:
I really value the diversity of the teachers I work with. And I think its a real privilege to get
involved with so much of their personal and private lives. They have to share things with me
that they might never choose to share, except for my position... I do get over zealous about
teachers’ issues, and I try to keep that perspective with the management. The frustration
that I sometimes feel in working with the voluntary management system means that I sometimes appear to be quite a bolshie2 leader to the Management Board.

Blackmore (1996) and Strachan (1999) would both regard her principal coping strategy as
resistance. But there were elements of appropriation in her thoughts and actions too. She
worked at understanding and acquainting herself with systems and the ways of working
in the New Public Management world.
Christine, on the other hand, put emphasis on working within the senior teacher group
where there was trust in the relationship. The strength of this group had made it possible
so far to resist the demands of the Kindergarten Association that they should write
detailed reports on kindergarten visits. Resistance was the keynote of her coping strategy.
Nevertheless she worked long hours on marketing. Her stance here included elements of
agreement with the managerial discourse.
For all of the women, their belief in their professional identity as teachers was a
determining factor. Their values and philosophy, their commitment to children and the
strengths of their various personalities influenced the ways in which they wished to lead,
and made it possible to cope with the dilemmas, tensions and constraints brought about
by a shift to a neo liberal, managerialist system. They also worked best where their
personal day-to-day culture allowed them to enact their ideas about consultation and
communication.

2. Bolshie means defiant and difficult
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Conclusion
This study places leadership in early childhood within the wider context of women in
educational leadership. These women’s ideas about the importance of leading by
consultation and power sharing, and their commitment to the promotion of good teaching
through teacher support are found also in the literature on women’s leadership in
education. In addition, some of the effects of leading in a neo-liberal environment,
already documented for women in the primary and secondary sectors, are now
documented for a group of women leaders in kindergartens. The tensions, dilemmas and
constraints and the ways in which they cope parallel findings in other educational sectors.
Further debate and research are needed within early childhood to establish whether ideas
and behaviour similar to that of these women are widely established among professional
leaders.

References
Blackmore J (1996) Doing ‘emotional labour’ in the education marketplace: stories from the field of
women in management. Discourse: studies in the cultural politics of education. 17 (3): 337-349.
Boston J, Martin J, Pallot J & Walsh P (1996) Public management: the New Zealand model. Auckland: Oxford University Press.
Court M (1994) Removing macho management: lessons from the field of education. Gender, Work
and Organisation, 1: (1): 33-49.
Dalli C (1993) Is Cinderella back among the cinders? A review of early childhood education in the
early 1990s. In: H Manson (ed) New Zealand annual review of education. Wellington: Victoria
University, p 223 -252.
Davidson C (1997) The sinking of the early childhood education flagship? Wellington: Institute for
Early Childhood Studies.
Early Childhood Education Project (1996) Future directions. Wellington: NZEI.
Education Review Office (1997) What counts as quality in kindergartens. Wellington: Education Review Office.
Grace G (1995) School leadership: beyond education management. London: The Falmer Press.
Hall V (1996) Dancing on the ceiling; A study of women managers in education. London: Paul Chapman Publishing Ltd.
Hargreaves A (1994) Changing teachers, changing times. London: Cassell.
Lange D (1988) Before five. Wellington: Government Print.
Meade A (1985) Kindergarten support scheme evaluation. Report to the Department of Education.
Wellington: NZCER.
Mitchell L (1995) Crossroads - early childhood education in the mid 1990s. In I Livingstone (ed.)
New Zealand annual review of education. Wellington: Victoria University.
Neville M (1988) Promoting women: successful women in educational management. Auckland:
Longman Paul.
Rodd J (1996) Towards a typology of leadership for the early childhood professional of the 21st century. Early Childhood Development and Care, 120: 119 -126.
Scrivens C (1999) Leadership in early childhood: the kindergarten experience. MEd Admin thesis.
Massey University College of Education.

106
Shakeshaft C (1989) Women in educational administration. Beverly Hills, Calif: Sage Books. 2nd
edition.
Strachan J (1999) Feminist educational leadership in a New Zealand neo liberal context. Journal of
Educational Administration, 37 (2): 121-138.
Wilson A & Houghton R (1995) The introduction of bulk funding, including salaries, in kindergartens: Financial and operational impacts for 1993 and 1994. Dunedin: University of Otago Consulting Group.
Woods P, Jeffrey B, Troman G & Boyle M (1997) Restructuring schools, reconstructing teachers.
Buckingham: Open University Press.
Wylie C (1995) Contrary currents: the application of the public sector reform framework in education. New Zealand Journal of Educational Studies, 30 (2): 149 - 163.
Wylie C (1993 C (1993) The impact of salary bulk funding in New Zealand kindergartens: the second
national survey. Wellington; NZCER.

Listening: An Important Interpersonal Communication
Skill for Leadership
Kenan Basaran
Abstract
This study analyses the self-perceptions of listening skills of the directors of Early Childhood
Education Centers (ECEC). Data were collected from 32 privately owned ECECs in the Turkish
Republic of Northern Cyprus (TRNC). The directors of the 32 ECECs participated in this study by
completing a ‘Listening Profile Questionnaire’ that was adapted from Brownell, 1989. The
respondents were asked to answer the questions by assessing their perceptions of their listening
behaviors. The directors of these centers were also observed in order to collect qualitative data on
their listening behaviors. Findings of listening profile questionnaire reveal that the respondents
possess almost excellent listening skills. In contrast, the data collected through observations reflect
the opposite. This study suggests that the directors of ECECs in TRNC should demonstrate
effective interpersonal communication skills not only for their own success but also for the success
and development of the children they care for. However, this study will only emphasize the
importance of listening skills that the leaders of ECECs need to improve for effective relationships
with the staff, children and their parents.

Keywords: Listening skills, Early Childhood Education Centres (ECECs), Communication skills, Interpersonal skills

Introduction
According to the statistics of the Ministry of Education and Culture, there are 46 Early
Childhood Education Centers (ECEC) in the Turkish Republic of Northern Cyprus
(TRNC). 14 of these centers are state-owned and 32 are private and family-owned
institutions. However, this study is limited to the directors of privately owned ECECs in
TRNC.
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The total 46 ECECs in TRNC cater for 2344 children in the age group 3-5 years. 14
State- owned schools cater for 1358 (58%) whereas 32 privately owned schools cater for
986 (42%) of 3 to 5 year-old-children of the country.
It is possible for any high school graduate to get a license to establish an ECEC if the
school premises meet the physical requirements. As it is the case in Australia, it is
possible for a person to hold both positions as owner and director of the center,
(Waniganayake 1998). In fact 30 of the 32 ECECs in TRNC are owned and directed by
the same person. Usually, this person is also one of the teachers of their own centers.
Two of the directors of these 32 private ECECs hold high school diplomas and the rest
are graduates of the only Teachers College of the country. The graduates of this college
do not major in one subject but they graduate as ‘class teachers’. When they start their
career, they can be assigned to teach any subject at any level, either at primary or preschools of the country. “Early childhood qualifications or experience in children’s
services are not mandatory for either positions”(Waniganayake 1998).
The findings of this study on listening skills of the leaders of ECECs reveal two
contradictory data. According to the self-assessment questionnaire results, directors of
ECECs assessed themselves as adequate/excellent listeners. Therefore, the qualitative
data, which were collected by the researcher through observations, show that most of
these directors are lacking in effective listening skill, which is a crucial aspect of
interpersonal communication skills that all ECEC leaders should possess.

Listening Phenomenon
If you investigate overall aim of Early Childhood Education and job descriptions of the
leaders of these centers, you will see a strong requirement for interpersonal
communication skills. An annual survey conducted by the National Association of
Colleges and Employers reveals that “job candidates who have good interpersonal skills
have a significant advantage over their loutish competitors.” With a rating of 4.54 on a
five-point scale (1=not important and 5=very important ), interpersonal skills topped the
list of skills employers consider important in a job candidate. In this survey, employers
were also asked to name the top 10 qualities they seek in job candidates. Communication
skills topped the list, followed by teamwork skills, academic achievement/GPA, computer
skills and technical skills
“Stephen Covey (Seven Habits of Highly Effective People) says that any job is twenty
percent knowledge and eighty percent interpersonal skills” says Marry Ellen Imbo,
principle at Westwood Elementary School in Broken Arrow, Oklahoma. However,
interpersonal skill is hard to quantify. It is certainly asked for in the career ads, and is
looked at very carefully in a job interview. But it is not something that can be qualified by
a diploma, or certificate, or a degree. And it is not something that is obvious on a CV/
resume. An internet web search in January 2001 revealed over 2000 leadership
institutions which award their graduates with a diploma or a degree, but you will not find
one institution which awards its graduates with a degree in listening skills, or a diploma in
conflict resolution, or a certificate in questioning skills.
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Listening is a crucial element of the communication process that also includes
speaking, writing, and reading. Yet, very little time (if any) is devoted to teaching people
the skills they need to become better listeners. We learn in elementary school how to
write, read and speak, but virtually no class time is spent teaching techniques to make
listening more effective. While the other three modes of communication are important,
listening deserves at least as much attention in the skill-building process Fritz at al
(1999). The table below (Nixon & West 1989) ranks the four basic communication skills
in the order in which they are learnt, used, and taught. It is clear that listening, our most
called-upon communication faculty, receives the least attention.
Table 1. Basic Communication Skills Profile.
Communication Skill

Learned

Used

Taught

Listening

First

First

Fourth

Speaking

Second

Second

Third

Reading

Third

Third

Second

Writing

Fourth

Fourth

First

How large a phenomenon is listening? In the range of communication skills, how large a
share of our time does it take? Estimates vary, but some listening researchers estimate
that the majority of people spend 60 to 70 per cent of their waking hours communicating,
and of that time the proportions of listening, speaking, reading and writing undertaken by
most people are writing (9 per cent), reading (16 per cent), speaking (30 per cent), and
listening (45 percent) (Burton & Burton 1997). According to Osborn and Osborn (1994),
most people spend 70 percent of their waking day engaged in some form of
communication. This means if you are awake for 16 hours, you are communicating in
some way during 11 of those hours, and you spend between six and seven hours listening.
Indeed, we listen more than we do any other human activity, except breathe.
Unfortunately few people are good listeners. Even at the purely informational level,
researchers claim that 75 percent of oral communication is ignored, misunderstood, or
quickly forgotten Bolton (1986).

Method
Self-Assessment Questionnaire & Observation
To gather the data, the directors of all privately owned ECECs in TRNC were visited and
requested to fill in a Listening Profile Questionnaire that was developed by Browenell
(1989).
This self-rating Listening Profile Questionnaire was used to get some qualitative data
about the listening skills of ECEC directors. The respondents were asked to respond 25
questions below by assessing their listening behaviours by using the following key: 5 –
always, 4 –usually, 3 –sometimes, 2 –infrequently, 1 –never
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_____
_____
_____
_____
_____
_____

1.
2.
3.
4.
5.
6.

_____ 7.
_____ 8.
_____ 9.
_____ 10.
_____ 11.
_____
_____
_____
_____
_____
_____
_____
_____

12.
13.
14.
15.
16.
17.
18.
19.

_____
_____
_____
_____
_____
_____

20.
21.
22.
23.
24.
25.

I weigh all evidence before making a decision.
I am sensitive to the speaker’s feeling in communication situations.
I approach task creatively.
I concentrate on what the speaker is saying.
I encourage others to express their opinions.
I am able to see how different pieces of information or ideas relate to each
other.
I listen to the entire message when someone speaks, whether I agree with
what the speaker says or not.
I let the speaker know immediately that he or she has been understood.
I remember what I am told, even in stressful situations.
I recognize the main points in a presentation and am not distracted by
supporting details.
I notice the speaker’s facial expressions, body posture, and other nonverbal
behaviours.
I hear what is said when someone speaks to me.
I give an individual my complete attention when he or she is speaking to me.
I can recall several days later the specific information someone gave me.
I respond in an appropriate and timely manner to information and requests.
I am ready to listen when approached by a speaker.
I wait until all information is presented before drawing conclusion.
I allow for the fact that people and circumstances change over time.
I overcome distractions, such as the conversations of others, background
noises, and telephones, when someone is speaking to me.
I seek information for better understanding of a situation.
I communicate clearly and directly.
I focus on the main point of a message rather than reacting to details.
I am receptive to points of view that are different from my own.
I remember the details of things that happened weeks or months ago.
I let the speaker complete his or her message without interrupting.

The specific questions that corresponded to each of the five listening components are
listed in the below chart.
Component 1: Focusing
Question 4_____12_____ 13_____16_____ 19_____ =
Total _____
Component 2: Comprehending and Interpreting
Question 2_____10_____ 11_____22_____ 25_____ =

Total _____

Component 3: Analysing and Evaluating
Question 1 _____7_____ 17_____18_____ 23_____ =

Total _____

Component 4: Responding
Question 5_____8_____ 15_____20_____ 21_____ =

Total _____

Component 5: Remembering
Question 3_____6_____ 9_____ 14_____ 24_____ =

Total _____
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The chart was used as a guide to assessing each skill area:
20 – 25 points: You see yourself as an excellent listener.
15 – 20 points : You consider your listening skills adequate.
10 – 15 points : You perceive some problems in your listening behaviour.
The completed questionnaires were evaluated by the following guideline. First, the
number (1–5) of the responses to each question was entered into the chart above. Then
the numbered question for each component on the questionnaire were found and the
number (1 – 5) of the response to each question were written in the chart. When the
scores for component 1 were entered, they were added up and the total for component 1
was found. The same procedure was followed for the other components.
While giving information on the project and how to answer the self-assessment
questionnaire, the researcher also observed the directors in order to find out how good
their listening behaviours are. During the observation, the researcher focused on the
following behaviours of the directors to get a quick snapshot of their listening
effectiveness. The observation checklist has been adapted from Lucas (1994).
Always
1. Maintaining eye contact
______
2. Focusing on what the researcher is saying and______
stopping what he/she is doing
3. Focusing on main ideas, not details
______
4. Asking for clarification in order to make sure______
of the researcher’s meaning
5. Paraphrasing the message to ensure that he/she______
understood the researcher’s meaning

Sometimes
_______
_______

Never
______
______

_______
_______

______
______

_______

______

Response Rate
Most of the directors were also the owners and one of the teachers of these institutions.
So the researcher managed to observe 30 directors of the country’s total 32 privately
owned ECECs. The other two owners/directors were not in the center either in the first or
in the second visit of the researcher, but they completed the questionnaires themselves.
One week after leaving the questionnaires to the directors, the researcher collected 26 of
them by himself and the remaining 4 questionnaires were faxed to the researcher.
A couple of days before his first visit, the researcher telephoned the centers and
managed to get an appointment with each of the directors of the ECECs. During the
meeting, the researcher observed the listening behaviors of 30 ECEC directors and
entered the data into the checklist that was adapted from Lucas (1994), as soon as he left
those centers and returned back to his car. The researcher was not able to observe 2 of the
directors as they were not in the center either at the first or at the second visit to the
center.
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Findings
Survey of Self-Assessment
The researcher visited all of the 32 privately owned ECECs in the TRNC and the
directors were asked to complete the “Listening Profile Questionnaire” Brownell (1989).
This self-rating questionnaire required them to respond to the questions by assessing their
perceptions of their listening behaviors. Each question on the questionnaire addressed one
of the five stages of the listening process:
1. focusing attention
2. comprehending and interpreting
3. analyzing and evaluating
4. responding
5. remembering
Before answering the questionnaire, respondents were asked to evaluate their own
listening behaviours and rank them. The respondents thought that their best listening
behaviour was on “focusing attention” and ranked five of the above listening
characteristics as:
1. focusing attention
2. analysing and evaluating
3. comprehending and interpreting
4. responding
5. remembering
Based on the totals, the respondents rated themselves highest (20.35 points) in
Remembering, followed by 20.10 points in Analyzing and Evaluating, 20 points in
Focusing, 19.75 points in Responding, and 19.20 points in Comprehending and
Interpreting.
1. remembering (21.35)
2. analysing and evaluating (20.25)
3. focusing (20.10)
4. responding (19.75)
5. comprehending (19.20)
When this actual ranking is compared with the earlier self-evaluation of the respondents,
it is seen that four of the listening skill areas are quite close to each other. However, the
respondents assumed that their lowest behavior in the five of these skill areas would be
Remembering, but the questionnaire results rated this listening behavior as the highest.

Observations
The researcher also observed the directors of ECECs during their first meeting while he
was giving information about the project and the self-assessment questionnaire. The
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information recorded into a checklist by the researcher right after the meeting. This
qualitative data was collected to support the information gathered from the selfassessment questionnaire.
According to the self-assessment questionnaire findings, the leaders of privately
owned ECECs perceive their own listening effectiveness as adequate/excellent. Unlike
the self-assessment questionnaire results, analysis of the observational data reveals that
the leaders of ECECs are definitely lacking in good and effective listening skills. There is
a contradiction between the questionnaire findings and the observational data. It is
believed that when the verbal message (questionnaire findings) contradict non-verbal
message (observations), “it is often wiser to believe the non-verbal message rather than
the verbal, this is because people can control what they say, but they cannot always
control what they ‘say’ non-verbally” Eunson (1995). So, we can assume that the
directors did not assess themselves based on how they actually do behave, but how they
should behave while listening to others.
During the observation, only 5 of the directors (15%) completely stopped what they
were doing and focused on what the researcher was saying. The rest of them (85%)
stopped listening to the researcher for a while by answering the telephone, opening the
front door to the parents or dealing with the children chasing in or around the room. Only
7 directors (25%) maintained undivided eye contact with the researcher, others either
preferred looking at the self-assessment questionnaire sheet that the researcher was
talking about or played with an object nearby. Almost all of the ECEC directors failed in
focusing on the main idea, instead they wanted to know how and when to return the
questionnaire or asked personal questions related with the workplace and PhD. studies of
the researcher. Only 3 directors of ECECs demonstrated good listening skills by repeating
the message in their own words and/or asked questions for clarification and checking if
they understood correctly.

Conclusion and Suggestions
Some of our personal qualities are determined by our genetic make-up, ethnic origin and
some other relatively unchangeable factors, but there are many other qualities that can be
modified by educational and other life experiences. If you follow the ten guidelines for
listening, you will be able to learn and develop your effective listening skills Sayre
(1989). But like any other skill, they require practice to be perfected.
1. Stop talking. Listen quietly until the speaker’s message is complete.
2. Avoid, reduce or eliminate distractions.
3. Expend the energy needed to give the speaker the benefit of your attention.
4. Use pauses to reflect on what the speaker is saying.
5. Identify the speaker’s main ideas and central themes.
6. Judge the content of the message, not the speaker’s delivery style.
7. Use paraphrasing, note taking and questions when appropriate to ensure
understanding.
8. Interpret loaded emotional words appropriately; don’t overreact.
9. Give useful feedback.

114
10. Listen between the lines and beyond the words: Listen for the speaker’s feelings as
well as facts.
According to the official statistics, the directors of privately owned ECECs in TRNC are
the graduates of the only Teacher’s College of this isolated small country. Observational
findings of this study reveal that almost all of the directors of these centers have poor
listening skills. Stevens (2001) suggests that interpersonal communication skills can be
taught or improved directly using classroom teaching methods. These methods are not
expensive and can be used with individuals or a group of students. So the Teacher’s
College should begin to design a new curriculum that will assure that every graduate has
a minimal level of certain skill areas deemed critical for academic, professional and life
success. Then the graduate of this school will be able to demonstrate good interpersonal
skills like an ability to listen to others effectively. But the alterations on the curriculum
can only be temporary solution to the matter. This should be supported with regular inservice training courses throughout their careers.
This study is limited to the privately owned ECECs in the TRNC. These centers cater
for 986 (42%) of 3 to 5 year-old-students. The rest of the 3 to 5 age group students (1358)
attend state-owned schools. In order to draw a better picture of the directors of ECECs, a
similar study is required to be carried out in the state-owned early childhood education
centers.
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Growth of leadership: With training, can anyone become a
leader?
Manjula Waniganayake
Abstract
Literature on leadership rarely examines the nexus between leadership growth and leadership
training. Definitions of leadership do not usually refer to training of leaders and, there is an
underlying assumption that leadership skills and qualities are acquired in other ways. Usually, this
means that leadership is perceived as an innate quality and/or it is a skill learnt by interacting with
others (see for example Hujala & Puroila 1998, McLaughlin 1990, Kagan & Bowman 1997, Sarros
& Butchatsky 1997). Accordingly, it is difficult to know how to address the question of where
leadership training fits into the debate. Yet, if one opens the newspaper or examines web-sites for
business studies, there is an abundance of leadership training programs. Does this mean that with
some training, any one could become a leader? In this paper, this question is explored in relation to
the early childhood field. Data generated from the International Leadership Project's focus group
discussions in Australia provide useful insights to support the claims being made.

Keywords: leadership training, leadership skills and qualities, International Leadership
Project, Early Childhood

Background: Current context of training in early childhood
Australia is currently experiencing a severe shortage of qualified early childhood
professionals. During the 1990s, a large number of child care centres were built resulting
in an unprecedented expansion of the early childhood services1, with consequential
augmentation of employment opportunities for staff. At the same time, reform of
1. For instance, "in 1991 there were 546 long day care centres with 20634 places. By 1996, this had increased to
871 centres, with 36616 places, an increase of 60% in the number of places." Rosier & Lloyd-Smith,
1996:55)
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regulatory requirements to work in child care and preschool settings also helped to widen
the employment base for qualified staff (Rosier & Lloyd-Smith 1996). However,
conditions of work and rates of remuneration for early childhood workers have not kept
pace with other professions (Hayden 2000). With increasing complexity and overload of
public accountability combined with funding cutbacks to community owned services,
staff morale has hit an all time low. This is showing up in attrition and turnover rates for
the field.2 In their work on child care centre staff, Rosier and Lloyd-Smith (1996)
reported a high rate of staff turnover (i.e., 40% staff changed jobs during the year), with
an attrition rate estimated at 11% for the same period. Their findings revealed that "low
pay and low status relative to high level of responsibility inherent in the job" (Rosier and
Lloyd-Smith 1996, i) was one of the key factors for staff dissatisfaction. Their findings
also reinforce patterns observed by other Australian researchers such as Hayden (1996)
and Waniganayake et al. (1998) that leadership roles and responsibilities were expected
of early childhood staff in senior positions such as centre directors and team leaders.
One of the side effects of this employment trend has been the growing demand by
undergraduate students enrolled in four year early childhood degree programs, to ensure
that their employment options include primary school teaching. Teaching at a Primary
School offered better pay, conditions and job security within a larger organisational
context. Traditionally, three year diploma or degree in early childhood which covered the
0-8 year age span, enabled graduates to teach up to Primary Grade 3, usually in
Independent or private schools. During the 1990s with increasing complexity of
workplace demands, particularly in child care settings, training programs such as the
Bachelor of Early Childhood Studies at the University of Melbourne, shifted focus to a
specialisation on ages 0-5 years. At the same time, the adoption of curriculum
frameworks in Primary Schools meant a more sophisticated approach to subject based
teaching and learning. The combined impact of these two factors have placed severe
restrictions on the employment of early childhood graduates in primary schools.
Loss of management and leadership subjects has been one of the major consequences
of the current round of training reform in early childhood in Australia. It seems that once
again, management and leadership aspects are to be relegated to postgraduate study, to be
accessed by some, and not necessarily by all early childhood graduates as an integral
component of initial degree level training. Such a view may be regarded as elitist and
short sighted. That is, leadership training in this context is perceived as a high order skill,
available only after initial training and entry into the profession. Access to postgraduate
study however, is heavily dependent on individual circumstances (including balancing
work and family responsibilities) as well as structural factors (such as income security).
For many, particularly women workers such as early childhood professionals (from now
on referred to as ECPs) these forces may act as major obstacles in pursuing further study
at university.

2. Attrition, which is defined as those who leave the sector or those who fail to start employment in the field,
following successful completion of training. Turnover, refers to the movement of staff between services or
centres, and has a direct impact on the individual service or centre. However turnover rates between services
have limited bearing on the total pool of early childhood professionals available for employment at any one
time. (Rosier & Lloyd-Smith, 1996:56)
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Employment of child care centre staff in Australia also reflect Jorde Bloom's claim that
in the USA "most directors are promoted to their positions because of exemplary
performance as teachers, not because they have expertise in program leadership." (1994,
115) Continuation of this trend undermines the importance of promoting leadership
training particularly for those occupying positions with leadership responsibilities such as
directors of preschools and child care centres. Discussions of leadership within the early
childhood field is at a disadvantage because of false views of what constitutes democratic
or community ways of operating within small organisations. As a predominately female
occupation, most ECPs have been conditioned NOT to think of themselves as having
leadership capacities, and are suspicious of any that do. Resisting published standards of
management and agreed lines of responsibility ECPs tend to work on a basis of things
'just happening'. It is a wonder anything happens and the fact that so much good does
happen is a tribute to women's conditioning to be sensitive and responsive to others'
unconscious signaling - but it does not extend our understanding of the leader - team
interactions, particularly within predominately female led organisational contexts.
There has to be a better way to recognize 'leadership potentialities' and reward
leadership practice. It is no surprise that Australian child care workers for instance, say
that they 'love their job, but…' as there is little to acknowledge the realities of these
workers meeting increasingly complex workplace demands (Rosier et al. 1996). For
many child care centre directors in Australia, the responsibilities they shoulder as the
'chief executive officer' of a small business enterprise are not reflected in their job
descriptions, wages nor conditions of employment. Observing similar trends in Europe,
those such as Oberhuemer and Ulich (1997) as well as Abbott and Pugh (1998) call for a
review of early childhood training which takes into account contemporary realities of
wider societal, economic and political contexts which require early childhood
professionals to have skills far beyond working with young children in small isolated
settings.

Findings from the ILP study
Data for the International Leadership Project (ILP) was collected through a variety of
means, and this paper will be based primarily on Focus Group discussions held with
groups of preschool and child care centre directors, teachers, early childhood trainers,
stakeholders and undergraduate students in the State of Victoria, in Australia.
There was consensus among participants of the ILP in Australia, that leaders in early
childhood required training, and that some type of additional training was perceived to be
beneficial. The Stakeholders succinctly articulated this view by commenting that training
programs on early childhood leadership should be "a top-up mechanism for those already
in leadership positions", and that "one could get the component parts to make up the
composite picture" as appropriate to meet the needs, interests and abilities of individual
leaders and/or organisations. The Students, in contrast, remarked that "untrained
individuals must also take on leadership roles". This is a remarkable comment in that it
questions the need for early childhood leaders to have a specialist core knowledge base as
a starting point to become a practitioner in the field. It supports the notion that any one in
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early childhood can be a leader not necessarily those in a position of power and/or
authority (i.e., positional leaders). It may also denote a point of reference to innate
qualities of leadership, and the importance of testing out these potentialities in every day
practice.
The Stakeholders also fuelled the debate by noting that understanding the context of
decision-making was more important in being a leader in early childhood whilst "having
early childhood qualifications have never been politically expedient". This reflects the
difficulties of gaining public acknowledgement and recognition for early childhood
professionals in general, as well as our inability to influence policy directives which have
a significant bearing on our own work environments.
There was also broad agreement between participants that training could not guarantee
that anyone could become a leader, as expressed in the following comments:
"Not everyone can become a leader. You can't teach passion and vision." (Teachers)
Leadership "depends also on individual's motivation". (Directors)
(With training,) you can develop some leadership skills; but not necessarily become a leader." (Trainers)
"Anyone who does an MBA cannot be regarded as a leader. You can't buy leadership!" (Stakeholders)
In addition to training, …." Need to have desire and drive - in born qualities are necessary"
(Students)

Accordingly early childhood leadership training was perceived as a supplementary
resource used to augment naturally occurring or innate qualities of being a leader. It was
clear that for all participants, the reasons for undertaking leadership training was
essentially linked to the development of skills which would enhance leadership
performance:
"need training for skill development" (Teachers)
"training that allows you to fulfil roles and responsibilities" (Students)
"to develop some leadership skills" (Trainers)
"Bring in training to hone in or fine-tune one's skills to become more effective as a leader"
(Stakeholders)

Participants' views differed with regards to two specific aspects. Firstly, the nature and
type of training: what sort of training was appropriate and relevant for early childhood
leaders? It was difficult to see to what extent the participants supported any type of
formal leadership training. This may be, in part, due to the relatively newness of this
concept as there are no accredited leadership training programs specifically designed for
early childhood practitioners in Australia. At best, there are single unit subjects or units
which explore leadership and management issues within either undergraduate or
postgraduate courses. The Trainers specifically mentioned an internship in leadership
being run by one of the regional universities. Leadership training in this case was based
on a mixed model of course work and field practice which involved shadowing a leading
practitioner in the field. Including leadership training within broadly based early
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childhood degrees and diplomas, however does not facilitate specialisation as there is
limited time for advanced skill development.
There was another common perception among ILP participants that informal training
provided the best way forward for early childhood leadership training. Accordingly, these
participants suggested a range of options or avenues to promote informal training for
ECPs. Directors in particular, perceived "leadership training as continuous and on-going"
, and were in agreement with Stakeholders on the belief that "working with parents"
afforded one of the best ways of gaining leadership skills as well as credibility as a leader.
Given that parents who use children's services are an important constituency base for
ECPs, their support is essential to raise the public profile and status of the profession.
Accordingly, learning to work with parents offer benefits beyond leadership skill
acquisition. Indeed, these Director - Stakeholder views represent an undervaluing of
leadership skills practiced by ECPs, for they negate a critical aspect of training. While
working with families is a taken for granted fundamental aspect of initial training, rarely
does one question the importance of having leadership skills in order to work effectively
with families.
Directors and Tertiary Trainers similarly found common ground in conceptualising
leadership development as a life-long process. The following comments from the Trainers
illustrate this point well:
"One becomes a leader through one's life experiences especially as a child. Leadership is
something that comes out of experience; it is something that is evolving."

As with the Stakeholders, therefore understanding the context of leadership growth, was
important for the Trainers. In keeping with this view, the Trainers suggested that
leadership training could be fostered informally through role modeling by those who are
"inspirational teachers" for instance. Likewise, working with colleagues in a mentoring
capacity was another option offered by ILP participants in Australia.
The second major issue requiring discussion is timing of training in leadership. There
was no agreement among the participating focus groups on when leadership training
should be undertaken during an ECP's career. On the one hand, participants appear to
agree with the views expressed by Stakeholders that "to be a credible leaders in early
childhood, to LEAD early childhood, one must have early childhood qualifications". This
view was regarded as the most fundamental basic or first step in training to become an
ECP. That is, the participants of this study believed that this initial early childhood
courses were essential in acquiring an orientation to the profession, rather than in
becoming a leader in the field. Directors comments reinforce this view in that they
believed that "soon after graduation (from an initial degree or diploma) some are not
ready , and it's not the time" for leadership training. Stakeholders also alluded to the
passage of time and changing needs when they stated that
"Due to factors such as women's employment and marriage and having children later,
people under 40 years are now not taking on additional and especially voluntary responsibilities. Because they cannot do it physically, no time or energy! So these kinds of voluntary
experiences, are not well used as learning experiences for leadership development as in the
past."

It then follows that, leadership training is perceived as additional and supplementary; and
when that training should occur is dependent on individual choice and circumstances. In
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justifying this view, the Trainers commented that " keep in mind that past leaders in early
childhood have achieved what they did WITHOUT training in leadership". Thus
suggesting a merger of context and time dimensions in relation to targeting training to
enhance leadership growth and development.
The findings of the ILP's Australian data base denote clearly that leadership training
for ECPs is a recent phenomenon and that there is a sense of ambivalence about the
nature and type of leadership training that would provide the best outcomes for
practitioners, and perhaps more importantly for the children placed in their care. Notions
of leadership as discussed by these participants reflected first and foremost their current
employment contexts as professionals in the field. Accordingly, teachers responded
essentially as classroom practitioners, directors as centre managers and administrators
and, Tertiary Trainers as those involved in running early childhood training programs etc.
All believed in leadership as a broadly based phenomenon, distant from their every day
practice and having more to do with the development of the early childhood field or
profession in Australia. For ease of discussion, participants' responses regarding specific
skills required of early childhood leaders were tabulated as follows.
Table 2. Participants' perception of skills required by early childhood leaders.
T
D
TT
S
US
Articulate a vision
♠
♠
♠
♠
4
Advocacy
♠
♠
♠
3
Analytical skills
♠
♠
3
Business & management skills
♠
♠
2
Counselling skills
♠
1
Critical reflective thinking skills
♠
♠
♠
3
Delegate, support & guide others
♠
♠
♠
♠
4
Effective communication
♠
♠
♠
♠
♠
5
Industrial relations skills (eg. negotiation)
♠
♠
2
Networking
♠
♠
♠
♠
4
Mentoring
♠
♠
♠
♠
4
Political activist skills
♠
♠
2
Research skills
♠
1
Team-building
♠
♠
♠
3
Stimulate & manage change
♠
♠
2
Strategic planning
♠
♠
♠
♠
♠
5
Notes: T = Teachers; D = Directors; TT = Tertiary Trainers; S = Stakeholders; US = Undergraduate Students

Table shows that there was unanimous agreement that early childhood leaders must have
effective communication skills as well as strategic planning skills. The ability to
articulate a vision; to delegate, support and guide others; networking; and mentoring
skills also received broad agreement within the majority of the focus group discussions.
On the other hand, counselling skills and research skills were identified in single forums,
namely, by Stakeholders and Tertiary Trainers respectively. Industrial relations skills and
change management skills may reflect differing generational experiences between
participants such as Stakeholders who were the most experienced participants and
undergraduate students, who had the least experience in working in the field.
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Participants did not debate the relative importance of any of these skills in relation to
one another. It could also be argued that there are overlaps between some of these skill
areas - for instance, team building as well as delegation, support and guidance of others
require effective communication skills. It is not intended that this list be regarded as a
comprehensive list of leadership skills appropriate for early childhood professionals. The
Trainers argued that not all leaders in early childhood needed all of the above skills. For
instance, while those in managerial positions will require business and economic skills,
and others can be effective early childhood leaders whilst their positions may not require
these skills. Understanding the broader societal context was more important and
necessary for all leaders, irrespective of their particular area of specialisation. These items
can be used as a start up list to begin the dialogue and to stimulate debate which will
ultimately clarify those skills which may be regarded as essential and necessary for early
childhood leaders.

Issues for consideration
Registration & Licensure
Professional registration may be defined as a regulatory mechanism which stipulates the
conditions of entry and performance to undertake professional practice. The agency
which implements the requirements of registration, may be described as a "registration
board", as found in professions such as medicine, architecture and psychology. One of the
key functions of a Registration Board is to define entry level qualifications (AECA 2000)
It is further argued that registration of this type, "properly balances the right of a
professional person to provide a service with minimal external interference, the
maintenance of standards and ethical behaviour and protection for those who use these
service and the confidence of the public." (ibid., 2).
Discussions have been underway in Australia (Hayden 2000) as in the USA (Johnson
& McCracken 1994), Canada (Doherty et al. 2000) and the UK (Fullan 2000) about
teacher training and licensure, and with it assessment or testing of teachers. Globally,
registration of early childhood staff, fall outside the main debate on teachers in primary
and secondary school sectors. In Australia, training and registration practices for early
childhood staff are patchy and variable across the eight states/territories. In Victoria, for
instance, trained ECPs do not require a separate registration to practice, but on-going
discussions suggest the establishment of an independent statutory agency as a registration
board. It is proposed that registration be linked to training and that re-registration be
contingent upon evidence of participation in continuing education(AECA 2000). The
inclusion and location of leadership and management training is central to this discussion.
If leadership is about another dimension or another role that all early childhood
professionals play, how will this be encapsulated in their registration to practice? In other
words, to become a leader in early childhood, should there be different standards and/or
qualifications? If yes, how far above the basic minimum entry level should these
standards be?
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In defining the standards of practice, the registration board plays a key role in
matching qualifications with levels of employment or practice. The integration of training
with employment and remuneration in early childhood has always been a complex and
contentious task. In Australia, for instance, salaries and wages paid to ECPs are highly
variable across the country, and much depends on the type of service and employer's good
will and/or ability to pay. By linking salaries to training, experience and level of
employment, industrial awards have attempted to provide some sense of equity. However,
this system has limited application. For example, preschool teachers employed by
preschools in Victoria, may be covered under a particular industrial award. However,
those preschool teachers working in child care centers within the same State, do not
necessarily get paid under the same award. Under the system of individual contracts
introduced in the mid 1990s, levels of payment may be defined individually between
employers and employees. To achieve a satisfactory contract as an employee requires
skillful negotiation skills and sound knowledge of industrial conditions. These aspects are
rarely covered adequately in undergraduate training courses for ECPs. It is therefore not
surprising that participating Stakeholders and Students identified these as an area for
leadership training. Lack of reference to industrial skills in the international literature may
also reflect cultural specificity of leadership training.

Core Knowledge
Discussions about what is considered to be essential or core knowledge of the
professionals are perennial (see for example, Abbott et al. 2000, Hayden 2000, Johnson et
al. 1994, Oberhuemer et al. 1998). In Australia, the diversity of initial training programs
that are available through universities and Technical and Further Education colleges are a
clear indication that there is limited agreement about what is considered to be "essential"
in becoming an early childhood professional. Employment of untrained workers in
countries such as Australia and the UK (Curtis & Hervey 1996), questions the necessity
to have training before commencing work in the early childhood field. Whilst one could
debate the levels of responsibility allocated to trained and untrained staff, the
employment of individuals without any formal training clearly undermines the status of
the profession as a whole.
Being a professional means that those who may be allowed to practice or work within
a particular field, are those that have acquired a specialized knowledge base that they do
not share with any other profession (Willer 1994). In describing this core body of
knowledge that "all early childhood professionals must know and be able to do", like
Willer (1994: 11), most writers do not usually refer to center administration, management
and leadership; instead, the orientation of work is primarily child centered. There is
however, acknowledgement of the importance of interactions with families and
colleagues; but this discussion is also focussed on program development for children, not
necessarily the running of the center as a business (Abbott et al. 2000, Curtis et al. 1996,
Smith & McMillan 1992). It appears that entrepreneurial aspects of professional practice,
continue to remain outside what is considered to be core practice in children's services. It
is now time to resolve whether or not leadership should be included as a core component
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of initial training for all ECPs. This discussion must proceed in order to determine the
nature and type of leadership training that is appropriate at various levels of career
advancement.

Career pathways
Is leadership a high order skill only to be performed by those already in positions of
authority? To put it another way, does it mean that being the leader translates simply to
being the centre director only and that being a leader is not something that an assistant
should expect to do? Adopting a leadership position on a temporary basis, such as during
an emergency, does not also mean that it will be rewarded in an ongoing capacity after
the event. The impact and the recognition may be there, but formal acknowledgement
with salary remuneration is a foolish dream. This therefore reinforces the positivist notion
of leadership where the leader's position is embedded within a linear and hierarchically
organized system.
There is well documented evidence to show that early childhood services in many
countries are relatively small scale enterprises, where decision-making is informal and
diffused (see Hujala & Puriola 1998). Behaviour and action are subject to rapidly
changing demands and team work is integral in managing change. All of this therefore
requires more flexibility in program administration and management. Accordingly, one
could argue that this type of organisational environment would facilitate a more broadly
based notion of leadership, manifesting at different layers of the organisation at various
times. (see Kagan & Bowman 1997) This is not possible, unless workers are set free to
realise their leadership potentialities irrespective of their positional title and expected
duties (Waniganayake et al. 2000). Within this type of distributive leadership
environment, for ECPs at differing stages of career development, their leadership
potentialities can be enhanced through the provision of appropriate training.

Public visibility & validation
With brain development research highlighting the importance of the early years of a
child's life, there is renewed public interest in what happens to children when placed in
institutional contexts such as preschools and child care centers. These developments can
be mobilised for the dual purposes of validating the significance of early childhood for
children and society, as well as in canvassing public support for the importance of placing
young children with skilled and qualified professionals during their time away from their
families. In Australia, for instance, the national government, for the first time, has
expressed an interest in setting up longitudinal research on children, and it is critical that
such large scale endeavours incorporate exploration of professional practice in early
childhood, which can then be translated into policy reform in the future.
As Willer (1994, 19) declares "there is little incentive for pursuing a system of
differentiated professional qualification unless increased qualifications are rewarded with
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improved compensation”. The NAEYC argues that there should be parity across settings,
so that the level of compensation is linked with the roles and responsibilities of the
professional, not her/his position within a particular setting. This means that an ECP in a
child care centre or a preschool, or family day care scheme, should be given the same
level of pay depending on their training and duties. That is, whilst the requisite
qualifications are the same, the actual responsibilities can vary, and these layers of
differentiation should be transparent within the position. Such a system is difficult to
establish and administer because of the huge diversity of services that exist within one
country, let alone, a single state/territory within that one country.
Those such as Willer (1994) and Smith et al. (1992) have alluded to the lack of
understanding about expected roles and responsibilities of ECPs as practitioners. Any
discussion of training reform in early childhood must be linked to an exploration of roles
and responsibilities at the point of employment. It is time to reassess "the specific
expectations of knowledge and skills needed in different roles and settings" (Willer 1994,
17) so that we can accommodate different areas of specialisation and expertise such as
management and leadership. The extent to which these variations are contextually
specific within a single country such as Australia which has 8 different legislative
systems, and between countries such as Australia and Finland, presents a major dilemma
for training institutions in each country. This calls for a radical review of initial
preparation of early childhood professionals, where traditional assumptions must be
questions and changed, so that there is a better articulation between levels of credentialing
and better match between employment contexts and training options.

Conclusion
Leading and learning go hand-in-hand. Yet, when one speaks about leadership, to what
extent do we equate learning and training? One is left to ponder not only whether with
training can anyone become a leader, but also, is leadership, a regulatory matter? By
stipulating that there are specific standards that a professional needs to achieve in order to
be recognised as a leader, it implies a level of external control or regulation. This raises
two questions: Firstly, to what extent will these regulations act as a structural impediment
to the growth and nurturance of leadership in early childhood? On the other hand, can
leadership benchmarks which are transparent and public standards act as targets to
achieve, and therefore be seen as incentives for career advancement? This discussion will
then spill onto questions such as who defines the standards, what should they be and how
will they be monitored? It is clear that given the current complexities of employment and
training, none of these are straight forward issues. With increasing professionalisation of
the early childhood field, it is imperative that issues of professional governance and
training remain at the forefront of ongoing professional conversations.
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Early years professionals and parents: challenging the
dominant discourse?
Viv Moriarty
Abstract
The paper argues that managers of early years settings are in a unique position to challenge
dominant discourses of parental involvement and participation, which recognize parents only as
consumers or clients of education. By understanding more about their own professional
responsibilities and by engaging in public debates regarding early years policy, managers and
leaders in early years settings may be enabled to form partnerships with parents and contribute to
the social inclusion agenda, which is a priority for so many European governments.

Keywords: Professionality, professionalism, parental involvement, social inclusion.

Introduction
This paper explores issues concerning concepts of professionality for early years
practitioners and managers. The term ‘professionality’ is used to define understandings,
knowledge, skills and procedures that early years educators apply in their work with
young children and their families (Hoyle 1975). This term is used in preference to
‘professionalism’ which suggests a project to improve the status, salary and conditions of
the occupational group. Whilst this may be part of individual early years educators’
ambitions, it is the argument here that a more inclusive definition needs to be adopted by
early years teachers that is not based merely on technical expertise and curriculum
knowledge.
The position argued is that early years educators need to consider their interpretation
of professionality to avoid a closed understanding being adopted, where exclusion is
implicit. It is further suggested that early years educators as a professional group have a
responsibility to engage in debates concerning the wider issues surrounding their work.
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Part of this responsibility is to include disempowered groups in decisions concerning the
education of young children in a way that recognises shared authority and power. This
notion of professionality moves away from narrow definitions towards “complex”
constructions (Hargreaves & Goodson 1996) and ideas of “democratic professionalism”
(Knight et al. 1993) that allow the participation of groups of stakeholders in decision
making processes within early years education. Further, as Barnett (1997) has recognised,
professionals must not merely engage with public debates but critique and contribute to
them. This implies the ability to develop and maintain critical thought and to deploy this
thinking into frameworks for action. This argument is developed in relation to parental
participation in early years education and the role of the early years professional in
promoting parental involvement. Currently in the UK it seems that many early years
practitioners are adopting the dominant discourse concerning parental involvement
without questioning the validity of the discourse or critically examining it.

Discourses of parental involvement
The term ‘partnership’ between home and school emerged in the UK during the 1960s
and since then parents have been encouraged to participate in many and varied homeschool initiatives. In 1985 the DES white paper Better Schools restated that parents and
schools should become partners in a shared purpose for the benefit of the child. The 1986
Education Act increased parent representation on governing school bodies and The
Education Reform Act (DES, 1988) identifies the role of parents as vital to the reform of
schools and to the process of raising educational standards through their greater
involvement in decision making and the governance of schools.
There is a growing body of research evidence that parental involvement has positive
effects on the cognitive outcomes of children. Hall, Kay and Struthers’s (1992) study
reports the success of a project established in Strathclyde to tackle issues related to
deprivation in a co-ordinated way. The findings recommended that teachers move towards
an understanding of partnership with parents that recognises the complementary
contributions made by parents. It was also considered important that parents view
themselves as participants in the educational process, as the child’s first educators.
Furthermore, research on literacy practice has identified the benefit that can be achieved
by teachers and parents working together in the development of children’s reading and
writing (Wolfendale & Topping, 1996). Findings from research into school effectiveness
indicate that active parental involvement in schools is essential for the educational
success (for example Mortimore et al. 1988).
This research evidence has partly informed the current UK government’s policy
concering “promoting pupil’s achievement and breaking cycles of disadvantage”(DfEE
2000). This statement signals the assumption that there are intergenerational effects
contributing to poor educational achievement in schools and that by promoting parental
involvement in schools and funding projects that contribute to parental learning, parents
will be enabled to support their children in their education. The individual parent is thus
viewed as being crucial to the more general project of social inclusion. It is the
responsibility of the excluded individual to engage with the objectives of the programme
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and thus become a member of the ‘included’. This individual, it is assumed, will then
influence other members of the excluded group and thus enable the inclusion of the wider
community. The underlying assumption is that excluded individuals will share the
objectives of the initiative and recognise themselves as lacking in the values shared by the
included.
The positioning of parents by educators is one of the keys to understanding their
conceptions of professionality, as the interests of educational professionals are linked to
the relationship between the state and the perceived client group (Armstrong 1995). In
England, some commentators have considered that the marketization of education has
caused power to be polarized within the system (Whitty 1997). Research evidence
(Gewirtz et al. 1995) has suggested that some parents are disadvantaged as a result of this
by being forced into adopting particular roles as either consumers or clients of education.
As consumers, Vincent (1996) argues, parents are co-opted into supporting government
policy and the role of the teachers is reduced to one of technician. As clients, parents are
viewed as deficient and in need of professional intervention, in which case the teacher’s
role becomes one of surveillance, on behalf of the state (Whitty 1997). Neither model is
satisfactory and both imply that parents need to be recruited to the educational project.
Evidence from a study conducted in Finland and England in 19991 suggested that early
years practitioners working in Finland have a different understanding of their role in
relation to parents than those practitioners working in England. The teachers working in
England in this study were fluent in the rhetoric of partnerships with parents, but were
unable to construe this in a way that would actively involve them in formulating such
things as the curriculum. When parents were spoken of by the educators working in
England, it was nearly always in terms of the parents supporting the school. Even where
parents were invited into the setting, this was carefully controlled and monitored by the
teachers and on their terms. In contrast, practitioners working in Finland who were
interviewed for the study expressed their belief in the importance of communicating with
parents, but were much more concerned that their settings reflected the values of parents.
A frequent expression by practitioners in Finland was one of support for parents in the
raising of their children, and this is considered to be an important part of being an early
years teacher. It seems from this study that early years practitioners in England are ready
to reiterate the dominant discourse concerning parents without examining this critically. It
is alarming that at this time, when early years practitioners need to consider their
professional role in a wider sense and prepare for a future of what Barnett (1997) calls
‘super-complexity’, where values are shifting and where multiple frameworks and
discourses are apparent, that such an acceptance is so apparent. An important aspect of
criticality according to Barnett (1997), is for the professional to engage with debates and
contribute to them. One of the most important debates that needs to be engaged with by
UK early years practitioners concerns the current emphasis on social exclusion and
funded programmes that aim to promote inclusion.

1. The results of which have been reported elsewhere (Moriarty 2000, Chowne & Moriarty 2000)
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Social exclusion in the UK
The UK government has made social exclusion a central issue that dominates all current
social policy. However, as represented by the policy documents of the UK government,
social exclusion is sliding signifier, although there does seem to be one common theme,
summarised by Power and Wilson (2000, 1) thus:
“Social exclusion is about the inability of our society to keep all groups and individuals within reach of what we expect as a society”

Groups and individuals that are not “within reach” are characterised as being mainly
located within urban environments, and strategies for renewing parts of cities are central
to the government’s strategy to promote social inclusion. However, within the current
rhetoric, the need for inclusion for all groups within society is to bring economic
prosperity and to ensure that all members of society have an equal opportunity to realise
their full potential (DfEE 2000, Social Exclusion Unit 1998, 1999, 2000a, 2000b). The
means to accomplish this is to revive local economies through ensuring better service
provision and by promoting leadership in communities and organisations, and businesses
and agencies working in partnership. This strategy will, in turn, revive communities, and
promote the social inclusion of individuals within those community (Social Exclusion
Unit 2000b). It is the government’s responsibility to provide the necessary national and
local frameworks for interventions and programmes but these are to be implemented
within neighbourhoods and communities. According to the documents, failures in the past
to promote inclusion and equality have been the result of structural weaknesses and the
lack of a coherent national approach, meaning that services have often worked in parallel,
not in a ‘joined-up’ way (Social Exclusion Unit 2000b). The tenets of ‘joined-up’
services and organisations, agencies and local businesses working in partnership are
central to the development of the government’s social policies. It is seen as necessary to
target very young children and their families to prevent these problems arising in the first
place. This imperative is based on a body of research evidence that suggests early
interventions are the most successful (for example Schweinhart & Weikart 1997).

Family Learning Programmes
Family Learning Programmes are interventions that takes place within maintained
primary and nursery schools in localities that are socially and economically deprived
(DETR 2000). They are twelve week programmes that either focus on literacy or
numeracy and are delivered by early years practitioners. The programmes aim to effect
family literacy or numeracy practices by working directly with both parents and children.
The intervention aims to build social inclusion and break cycles of disadvantage. These
aims are to be achieved through the following objectives:
• To develop the way schools engage in partnerships with parents
• To develop parents’ basic skills
• To encourage parents’ involvement in their children’s education
• To improve pupil achievement
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• To develop a range of training and employment progression routes for parents.
The implicit rationale behind Family Learning interventions is that there is an
intergeneration aspect to low educational attainment and there is compelling evidence to
substantiate this. A number of meta-analyses of longitudinal studies have found
correlations between home factors and literacy development. For example, in the
National Child Development Study (hereafter referred to as NCDS), Davie et al. (1972),
revealed that the incidence of poor readers was correlated to social class. Children whose
fathers were semi-skilled manual workers (social class IV) were more than twice as likely
to be poor readers than those whose fathers were in professional/technical work (social
class I). For non-readers, children in social class V were fifteen times more likely not to
have learnt to read by the age of 7 than were children in social class I. Similarly, Parsons
and Bynner (1998) review data from the British Cohort Study (hereafter referred to as
BCS) and found that poor basic skills in adulthood were often associated with childhood
deprivation. The NCDS allowed a testing of this, from the interviews that were conducted
when the participants reached 37 years old. These interviews contained information about
each participant’s experience of work, family life, health and well-being (1714 people
were interviewed). Literacy and numeracy assessments were also completed (1771 sat the
literacy assessment and 1702 took the numeracy test). The findings suggested that the
educational level of the participant’s parents was strongly related to attainment in literacy
and numeracy. When the cohort was age 7, parents with very low levels of literacy or
numeracy skills were five times as likely to report financial hardships than parents with
good literacy or numeracy skills. Children receiving free school meals at age 7 were also
more likely to have poor basic skills at age 37, and have come from overcrowded homes.
When the children were age 7, parents asked were asked about their early development.
At that stage, the differences were marginal. However, those with low literacy skills at
age 37 were least likely to have been read to by parents in childhood.
Findings by Sylva et al. (2000) from the Effective Provision of Pre-school Education
longitudinal study move beyond the purely quantitative data to consider parent and family
characteristics that relate to attainment of children when they enter pre-school education
at three years old. Children eligible for free school meals (an established measure of
family poverty) had a lower performance on all the cognitive measures used. Significant
also was mother’s education, with children whose mothers had experienced higher levels
of academic qualifications achieving better on all measures. Similarly, children with
fathers in professional occupations had higher attainment on the measures. In the USA,
Snow et al. (1991) explored the ways home and school experiences effected the literacy
achievements of primary school age children from families of low socio-economic status.
Positive correlations where found between literacy achievement and income, together
with only moderate levels of stress and low levels of family conflict. The major factors
found to have an important impact on achievement were the family’s ability to create an
organised home environment, the interpersonal relationships within the family and the
absence of external stressors. Snow et al. (1996) also focus on the mechanisms of
intergenerational transfer of literacy competency and identify a number of these that may
influence the skills and understandings of children. At the most basic level, parental
literacy skills and behaviour are transmitted. Parents may also model literacy behaviour
through participation in literacy activities. This behaviour will be situated within a set of
cultural practices. There may also be positive affect transmitted through the enjoyment of
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literacy experiences and support in the development of cognitive and linguistic skills that
are an important foundation to the learning of literacy.
One response to this body of evidence seems to be to fund interventions of the type
described here. It seems that the Family Learning Programmes represent the dominant
discourse in regard to parental participation. The programmes promote the notion that
parents are to be recruited to the educational project in order that they may support the
learning of literacy and numeracy of their young children. However, it could also be
construed that the Programmes implicitly aim to introduce a particular pedagogy into the
home and normalise parenting practices. In order to be considered ‘included’ in this
context, a parent would adopt pedagogical practices promoted by the early years setting
regardless of their own cultural and social values. As previous research has indicated, this
is highly problemmatic as it ignores complexities that inhere within family structures and
the individual family’s access to cultural capital. This concept as defined by Bourdieu
(Bourdieu 1985, Bourdieu & Waquant 1992), has been drawn on by Lareau (1997) who
concludes from her research that schools draw unevenly from the social and cultural
resources of its community and that cultural experiences in the home facilitate children’s
adjustment to school and academic achievement. That is to say, cultural resources are
transformed into cultural capital.
The term ‘capital’ as is described by Bourdieu (1986), as accumulated labour which
allows individuals to appropriate social resources. Capital can be economic, cultural and
social. Social capital is the cumulative social resource that is available to an individual
and is linked to that individual being part of a group. An individual who is part of a high
status group will be able to accumulate more social resources than an individual who is
part of a lower status group. For Bourdieu, individuals embody their status and are
positioned within social space according to this embodiment. This embodiment is known
as the “habitus” (Bourdieu 1985) and thus patterns our responses to social contexts and
our interactions with other agents. Individuals are located within particular social groups
and these compete with each other to maintain and improve their standing and their
access to the various forms of capital. The structures that are created and maintained in
this way, therefore, favour some groups over others. Bourdieu’s works are instructive
when attempting to theorise social capital and exclusion.
Conducting research in a school with a mostly middle-class intake and a school with a
mostly working-class intake, Lareau characterised the relationships between families and
schools as independent in the case of working-class families and interdependent for
middle-class families (Lareau 1997, 710). Whilst working-class families had only limited
information about the school and the way it operated, middle-class parents drew on social
networks to obtain additional data:
“Parents use this information to build a family-school relationship congruent with the
schools’ definition of appropriate behaviour.” (ibid., 713)

Lareau’s research raises questions relevant to the Family Learning Programmes and
their implicit agenda to induct certain kinds of parents into the pedagogical practices of
the school. Hannon (1995, 104) explores some of the assumptions behind family literacy
programmes. He concludes that “…all attempts to involve parents in the teaching of
literacy are also, to varying extents, attempts to change family literacy”. That is, the
family is promoted as the preferred way of meeting social needs and raising levels of
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literacy and thus a normative discourse is established around families and parents. Power
and Gewirtz (1999) argue that is a moralistic discourse, where the normative values of the
powerful are promoted. They consider that this discourse contributes to cultural injustice
because it reflects rather than challenge injustices. The very structures that are cited as
being responsible for social exclusion are to be kept in place, so that disadvantage will be
perpetuated. These structural aspects of exclusion are important to address because they
link with the concept of social capital, which inheres within the structure of relationships
between and among actors (Gamarnikov & Green 1999).

The role of the early years professional
If early years practitioners are to be critical professionals, they must be prepared to
engage in debates concerning social exclusion and to challenge some of values that are
implicit within government policies that aim to promote parental participation in
education. It may be that in Finland, where practitioners consider it necessary to
accommodate and encompass the views and values of parents who use the early years
settings, that these debates are occurring. However, in the UK early years practitioners
are not engaged in any meaningful way.
It has been suggested previously (Moriarty 2000, Chowne & Moriarty 2000) that the
structures of education system experienced by teachers in England have caused this
disengagement. Early years practitioners in Finland have been involved in forming their
own curriculum through the devolving of power and this has an impact on the way
parents are perceived and the kinds of collaborative relationships that can be formed
between early years professionals and parents. Apple (1986) considers that movements in
Britain and North America towards a standardised National Curriculum together with
increased regimes of testing and a shifting from initial teacher education to teacher
training through vocational competences, have decreased teacher autonomy and
professionalism. Similarly, Hargreaves (1994) writes of the ‘intensification’ of educators’
work. This experience of intensification is related to multiple innovations and policy
demands, imposed externally, that cause extensions to teachers’ roles. The issues of
intensification and reductions in autonomy experienced by teachers in England and North
America seem to relate to reforms to the education system that demonstrate the increasing
use of technical criteria within the curriculum that detracts from the professional expertise
of educators. However, whilst these structural aspects may have constrained the actions
and even the critical faculties of early years practitioners, human agents both are
produced by structures and also reproduce these structures. Giddens’ (1984) theory of
structuration enables a view of human beings as active agents within their environment,
drawing upon their knowledge and experience to make decisions about how to act upon
the world. Structuration theory argues that interactions and structural phenomena are
equally important within human experience and that these not only constrain but also
enable action. Indeed, for Giddens, the individual is defined be his/her participation in
social interactions. Many of these actions are ‘routinised’ and are not immediately
available to the consciousness. Giddens claims that all agents have power, but that this
power is operational or constrained depending on the context in which interactions are
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occurring. Whereas Bourdieu attributes power to historical hierarchies, Giddens argues
that power is a fundamental principle of human agency, despite social position. Giddens
position suggests that agents can be actively engaged in structures and can change them
by their actions. Thus, early years practitioners could be construed as being in a relatively
powerful position to challenge dominant discourses around parents, families and social
exclusion. Along with other professionals, early years practitioners are being charged by
the UK government to enact social policy. This reliance gives the professional an
advantage and an amount of power in regard to these social policies. It seems to be
reasonable to suggest, therefore, that early years professionals consider this position and
respond in a questioning rather than an accepting way. Whilst this may place demands on
the individual, if critical professionality is to be embraced by early years practitioners,
she/he must be prepared to face these challenges.

Conclusions
Early years professionals are in a unique position with regard to critiquing and
contributing to public debates concerning young children, families and parents.
Embedding these notions within concepts of professionality for early years practitioners
and increasing individual and collective capacity for achieving this level of engagement
is important if dominant discourses are to be challenged and if professional integrity is to
be maintained.
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