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Preface

The phenomenon of teacher leadership is not new, but at the same time it is
new because it does not yet have a unified description, definition, or explana-
tion. There are more unifying moments than dividig ones when we compare
the leadership experiences of teachers from different countries in an interna-
tional context, but still the scientific community in the world does not want to
limit and adhere to a strict operational definition when describing and study-
ing the experiences of teachers.

Teacher leadership is associated with courage, determination, creativity, in-
itiation, uniqueness, sociability, intelligence, communication, empathy, ac-
countability, understanding, openness, and honesty. Leadership is impossible
without the teacher’s ability to influence students, colleagues and the school
community, the ability to bring students together and lead teaching through
their learning, the ability to motivate students to learn, the ability to support
students in creating an authentic meaning of learning, revealing the potential
of students’ creativity. Leadership is limited if the teacher does not implement
service through his/her profession, does not feel the pulse of the school com-
munity. Hence, the teacher implements leadership by him/herself, through
him/herself and without thinking that it is leadership: the teacher just doing
his/her job to the best of their ability and being empathetic to seemingly in-
significant things, such as students’ and personal moods, emotions, feelings,
and immediate experience of social environments. It means that the teacher,
devoting him/herself to the students, does not forget him/herself. This is im-
portant for a leader. Internal harmony is related to the success of students in
teaching and learning.

Why do | keep working on the phenomenon of leadership in education? |
started the research on leadership with the concept of the ‘intellectual lead-
ership’ of a scientist. Later, | studied school administration leadership and
teacher leadership: this monograph is my second book on teacher leadership,
which to me is an interesting phenomenon that does not have a definitive an-
swer. Research data and results (especially qualitative ones) show that teacher
leadership does not concentrate on particular types or styles. Non-leadership
types or styles are the essence of teacher leadership. Teacher leadership is
about professional life in the school and for the school, with students and for
students, with fellow teachers and the school community. The endless search
is for balance.
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Teachers play many roles on a daily basis, and each one overlaps, so there
are not very clear boundaries between them. It would seem that teachers are
performing all the roles at the same time.

Professional passion for what one does, i.e. endless enthusiasm, optimism,
dedication to the profession and students, continuous learning, conscious pro-
fessional action and reflection when raising questions - these aspects are of
great importance in a teacher’s leadership. For me, a teacher leader is related
to maturity of personality, knowing what the teacher wants from him/herself,
in the context of students’ learning of the subject: i.e. a teacher who realises
that his/her educational subject is his/her home, and that students are invited
to that home to work, to cooperate together, but not to destroy and form their
own rules, which the teacher must follow. For me, a teacher leader is a brave
person who has clear values related to teaching and learning, and therefore
forms the students’ awareness that the school is not a ‘concert of wishes’

In the school, the expert, the key actor, is the teacher, who knows where,
why and in what ways he/she guides the students through the labyrinths of
the learning subject in order to reach the learning goals and results, so as
to achieve them together. To me, a teacher leader is a dignified professional
who does not shy away from participating in decision-making and does not
give in to popular opinion because the students will all do exactly the same
when they see it. You can't hide it. For me, the teacher’s leadership is the daily
work of Sisyphus - rolling a professional stone up the hill, which does not
become more difficult, but becomes easier, because students, while learning
consciously, motivated and meaningfully, share the joy of teaching with the
teacher, and the target of knowledge is found both in breadth and depth.
The aim of this monograph is not to compile existing ideas, attitudes and
results accumulated in the international scientific space. The purpose of this
book is to reflect the experience of teacher leadership in the authentic context
of Lithuanian education, realising that teacher leadership in school is primarily
in the name of student learning. One might ask, ‘what’s new here’? What is
new is that the content of the book was not borne from theory, but from em-
piricism. Empirical results ‘dictated’ the content of the book with nine parts,
which show the reader the teacher leadership experience in the school and
the school community. Teachers share their experiences of individual, creative
and servant leadership; leadership in helping students express themselves,
creating opportunities for students to implement their ideas in the name
of better learning achievements, supporting teacher leadership in creating
meaningful learning for students and strengthening students’ motivation to
learn. This is empirical evidence that the essential vector of teacher leadership
is student learning.
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The book is written in a reader-friendly style, so that there is no overload of
scientific citations, and the main focus is on the description and reflections of
teachers’ experiences. | am fascinated by the most read books of American
scientists, which they write based on their research, but provide the text as a
pleasant daily reading. Based on the best examples, and not ignoring academ-
ic precision, | tried to combine both literary and academic styles in this book.
After each chapter, a list of literature is presented, which shows that | did not
ignore scientific thought in the international context, and the data was collect-
ed and analysed based on a specific research methodology, about which, as
well as the entire essence of the research process, | provide information in the
introduction of the monograph.

| hope that this monograph will contribute to public understanding, percep-
tion and attitudes about the daily leadership of a teacher in a school.

Sincerely yours,

Vilma Zydzinaité






Introduction

Since the 1980s, teacher leadership has become a topic of growing interest
in educational research (Nguyen et al,, 2020; Pan et al, 2023; Schott et al,
2020). Teacher leadership refers to a teacher’s (self)empowerment to take
responsibility in the classroom and beyond; to add value to the professional
community of teachers; to influence students, fellow teachers and the school
community toward educational practices (Sebastian et al,, 2017); and to en-
hance teaching and learning (Crowther et al., 2009). The influence between
teacher and student is reciprocal: it is the teacher who leads in creating the
educational interactions with the student as an educational alliance for learn-
ing (Lumpkin et al., 2014).

Teacher leadership is connected to professional satisfaction, personal and pro-
fessional development, student motivation for learning and their academic
outcomes (Pan et al., 2023; Schott et al., 2020). Leadership in teaching means
a teacher’s capability to create an educational relationship with students for
their learning, and is interconnected with students’ academic motivation to
learn (Trigueros et al, 2020), their emotional wellbeing (Furrer & Skinner,
2003), academic success (Pekrun et al., 2017) and exercising virtues (Vander-
Weele, 2017).

Teacher leadership once referred to teachers designated as ‘manager’ in such
formal roles as department chair, headteacher, member of advisory board, or
union representative (Silva, Gimbert, & Nolan, 2000). Since the 1980s, teach-
er leadership has become less about sharing managerial responsibilities and
more about sharing responsibility for making change. The value of profession-
alism, collegiality and new opportunities for the exercise of teacher leadership
became one of focus on educational practice (Lovett, 2018). This development
of teacher leadership in educational practice has led to a proliferation of relat-
ed research (Shen et al,, 2020).

Teacher leadership includes a variety of dimensions: coordination, curriculum
work, professional development, participation in school change/improve-
ment, community involvement (Harris & Muijs, 2004; York-Barr & Duke,
2004); engaging in learning about his/her practices, experimenting, sharing
ideas and learning, mentoring, coaching other teachers, collaborating and re-
flecting together on collective work, engaging in collective school-wide im-
provement, and sharing work outside of school/in professional organisations
(Fairman & Mackenzie, 2012).
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Most of the research on teacher leadership in the world and nationally focuses
on leadership styles, personal characteristics, and the relationship with stu-
dents’ learning motivation. However, there is still a lack of research and litera-
ture related to the impact of teacher leadership on student learning, detailing
the specifics of such a relationship from a content point of view.

However, no researcher studying the phenomenon of teacher leadership
doubts that it can play a highly significant - and frequently underestimat-
ed - role in improving student learning. Specifically, the available evidence
about the size and nature of the effects of successful leadership on student
learning justifies two assumptions: teacher leadership contributes to what stu-
dents learn at school, and its effects are usually largest where and when they
are needed most (Leithwood et al., 2004). Even these assumptions, which are
based on research results, do not reveal the details of the content of the re-
lationship between teacher leadership and student learning. Therefore, the
research presented in this monograph fills this empty research space with
research evidence-based content.

The aim of research represented in this monograph was to explore and de-
scribe the school teachers’ leadership experiences with the focus for students’
learning.

Research questions in the study were the following:

e What are teachers’ leadership experiences for student learning at school
and within the school community?

e What does teacher personal leadership include, and how is teacher leader-
ship related to helping students to discover their self-expression through/
in learning?

e What is the impact of teacher leadership in creating opportunities for stu-
dents to implement their ideas for higher learning achievements?

e How does teacher leadership influence the students’ potential to create the
meaning of learning?

e What is the role of teacher leadership in promoting students’ motivation to
learn?

All findings emerged from semi-structured interviews, which were imple-
mented with a sample of 49 teachers who participated in interviews within
the qualitative study.

The author of this book in qualitative study looked for participants who have
shared an experience, but vary in characteristics and in their individual expe-
riences (Palinkas et al, 2016). In qualitative study, the researcher is not con-
cerned with the quantitative balance between the characteristics of the study
participants (Guetterman, 2015). This means that the study did not aim to
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include an equal number of teachers according to their work in primary or
secondary school(s). The researchers did not aim to classify teachers accord-
ing to whether they work with primary school, secondary school, or gymna-
sium students. This study aimed to describe teacher leadership for student
learning. Teacher leadership and student learning in this study are not related
to school type or other characteristics. An essential criterion for participation
in the study was to work as a schoolteacher for at least 3 years.

A total of 49 teachers were interviewed. Characteristics of research partici-
pants were as follows: age (24-62 years), gender (15 men, 34 women), work
experience (1-48 years (average 21.8 years)),

education (tertiary level: 26 university graduates with bachelor’s degrees; 17
graduates of pedagogical studies; 6 graduates of studies in other fields (law,
ethno-culture, theology, history, physics); and subject (each teacher taught
several subjects at school).

The following subjects were taught: foreign languages (4), history (5), Lithu-
anian language and literature (6), primary education (6), physics (4), mathe-
matics (5), IT (4), philosophy (3), basics of citizenship (2), biology (3), physical
education (2), geography (3) and economics (2).

In-depth semi-structured interviews were conducted in the present study.
Thus, the researcher had no predetermined set of questions. The research
participants were encouraged to talk about areas of particular interest to the
researcher and the study. These were very general, or even quite vague at the
outset. | let the participants speak freely and responded to what was said to
continue the interview. This research also entailed asking the participants to
set aside their experiences about teacher leadership for student learning at
school, and to share their reflections on the value of being a teacher leader for
students’ learning. Data collection was conducted by directing the research
participants to focus on how they think and feel (Kvale, 2007). The researcher
asked the participants to describe their experience using their own authentic
language, free from pre-existing intellectual and societal conditions.

In this study, | used the following approaches to plan for and conduct the
semi-structured interviews (Jamshed, 2014):

1. Preparing for the interview: | wrote down what information | wished to
obtain. | did this by reviewing past observations and identifying gaps in the
information. | reflected on the areas | needed the participants to elaborate
upon.

2. Writing a guide: once | had an idea of what questions | needed to be an-
swered, | wrote a guide that included key topics and questions. Since the
interviews were not formal, | knew that they did not have to rigidly adhere
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to the guide. | decided to approach specific research participants according
to a unified list of topics and questions.

3. Introducing the self and building a rapport: once the interviewee had
joined the interview, | introduced myself, became comfortable with the
participant, and explained the purpose of the interview. This included pre-
senting topics they planned to cover during the interview.

4. Starting with simple questions and transitioning to specific questions: the
specific questions arose when research participants were discussing their
experiences.

5. Being mindful of interview questions: asking the right types of questions
was vital to facilitate the success of the interviews. | ensured that their ques-
tions were open-ended, and they avoided leading questions.

6. Recording and transcribing the interviews: this involved listening to the au-
dio files and typing out the spoken words. | used a text editor to transcribe
the interviews manually. This required strong listening skills, a rapid typing
speed, and attention to details.

All interviews were conducted in an online format. The specific date and time
of the interviews with each study participant were agreed upon individual-
ly. The duration of the interviews varied, from a minimum of 64 min to a
maximum of 203 min. All interviews were recorded. Each interview was tran-
scribed and analysed consistently one after the other so that new details were
not missed and to ensure the implementation of the principle of theoretical
saturation in a transparent manner. A total of 49 interviews were conducted,
with no new details emerging in the last interview.

Data analysis was performed by using latent qualitative content analysis.
Content analysis rests on the assumption that texts are a rich data source with
great potential to reveal valuable information about particular phenomena
(Kondracki et al,, 2002). It is the process of considering both the participant
and context when sorting text into groups of related categories to identify
similarities and differences, patterns, and associations, both on the surface and
implied within (Hsieh &Shannon, 2005; Julien, 2008; Graneheim et al., 2017).
Latent content analysis is defined as interpreting what is hidden deep within
the text. In this method, the role of the researcher is to discover the implied
meaning in participants’ experiences (Kondracki et al,, 2002; Graneheim &
Lundman, 2004). Latent content analysis acknowledges that the researcher is
intimately involved in the analytical process and that their role is to actively
use mental schema, theories, and lenses to interpret and understand the data
(Hsieh & Shannon, 2005). Latent analysis underscores the importance of the
researcher co-creating meaning with the text. Latent content analysis seeks
to establish characteristics in the text itself (Kleinheksel et al., 2020). In this
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study, latent content analysis was applied. Latent content analysis leverages
the researcher’s own interpretations of the meaning of the text. This meth-
odological approach relies on codes that emerge from the content using the
researcher’s own perspectives and mental schema, the distinction between
these two types of analyses being in their foci (Potter & Levine-Donnerstein,
1999). Categories and subcategories are the currency of latent content anal-
ysis (Kleinheksel et al,, 2020). So, | used the categories to organise and un-
derstand the data. Through developing the structure of categories with their
content of subcategories process, the data were systematically and rigorously
categorised and interpreted. Categories themselves were descriptive labels
that symbolically assigned a summative/salient attribute to more than one
unit of meaning identified in the text (Saldana, 2009).

The process of qualitative latent content analysis consisted of three phases (Elo
et al, 2014):

e Preparation phase (choosing the data collection method, deciding on sam-
pling method and research participants, selecting the unit of analysis).

¢ Organisation phase (categorisation and abstraction of the data, interpreting
the results, checking for representativeness and trustworthiness).

e Reporting phase (reporting results and analysis process).

The result of the research represented in this monograph offers an under-
standing of teacher leadership from the teacher’s point of view. For teach-
ers, their leadership experience at school means understanding the impact
of the school environment and to be able to adapt and manage the process-
es, remaining professional and being able to manage students and classes
with behavioural difficulties, understanding the organisational context of the
school community in which the teacher has to work and be able to remain
dignified in that environment, taking responsibility for the students’ learning
results, contributing to the development of students’ autonomy and self-reli-
ance through conscious and meaningful learning, cultivating students’ cre-
ativity with non-traditional tasks, reflecting on one’s professional limitations
and empowering oneself to reduce them, and finding positivity in professional
life and using the own experience for professional and personal growth. These
findings reflect that teachers see themselves in the context of the school, and
take responsibility for students’ growth, development, autonomy, awareness
in learning and their academic learning outcomes, as they see their leadership
role as essential in imparting to students their learning experiences and posi-
tive attitudes towards life, learning, professional and personal growth. Teach-
ers see meaning in students’ purposeful learning and learning to be reflective
in every learning discipline.

15
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Teachers in the research shared their experiences regarding their personal
leadership, which they implement through cooperation with school com-
munity, peer support among teachers, learning communion of teachers and
students in the classroom, and support of the school administration for the
implementation of teacher personal leadership. Findings showed that teach-
ers’ cooperation with students and fellow teachers, and support of school ad-
ministration are key factors for successful and meaningful implementation of
teacher leadership at school.

Teachers shared experiences about their creative leadership at school and in a
classroom. According to the teachers, there are two directions of teacher lead-
ership based on creativity - one is directed to the students and the other is di-
rected to oneself as continuous improvement. Teachers consider the develop-
ment of student creativity as one of the goals of teaching, which they promote
by applying specific teaching methods and being effective as a result: giving
to the students tasks and the time to create projects and present them in a
class, focusing students to work in groups or teams, forming practical tasks
for students, involving them in extracurricular activities, applying innovative
technology tools in the lessons and thereby attracting students to learning,
integrating their experiences into the lessons and teaching the subject of the
lesson based on them, encouraging students’ imagination, regardless of the
educational subject or topic. Teachers associate their creativity in leadership
with adaptability: though adapting to the student’s learning abilities and to
the context, and the situation in the classroom promptly, ‘here and now’
Teachers in the research do speak about ‘servant’ leadership, which they im-
plement in everyday professional practices. In the study, servant leadership for
teachers means caring support for students, professional conscientiousness
when working with (un)motivated students, collective classroom learning
community formation through teacher and student empowerment, teach-
er self-esteem, responsible student care, and professional commitment. The
teacher’s caring support is manifested in efforts to inspire students with a
positive attitude towards the success of conscious learning and to strengthen
self-esteem. The collective formation of a learning community in the class-
room occurs when the teacher and students recognise that they are learning
from each other, i.e. implementing an equal learning partnership between
teacher and students. Teachers experience servant leadership through profes-
sional dutifulness when working with unmotivated students, as it is necessary
to 'employ’ willpower and patience. Meanwhile, when working with motivat-
ed students, they experience psychological comfort and professional pleasure.
Professional commitment to teachers and the teaching profession is integral to
their servant leadership. Professional commitment of teachers is experienced
by unconditional sacrifice to the profession. Regardless of the complexity of
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the professional activity, teachers experience professional satisfaction, which
allows them to experience professional dedication. Servant leadership pro-
vides opportunities for teachers to experience professional self-esteem relat-
ed to fellow teachers expressing their opinions and attitudes to each other,
focusing on the well-being of students and strengthening student-to-student
communication.

Research participants - teachers - recognise their leadership in helping stu-
dents to discover their self-expression through/in learning. ‘Discovering’ stu-
dents’ self-expression is action-based, by encouraging them to cooperate for
development of their empathy through helping each other and their abilities to
solve problems, and discuss; having multifaceted dialogue in a classroom with
students by raising questions, searching for common solutions; supporting the
implementation of reciprocal feedback about lessons, teaching and learning,
and encouraging students to express their opinions openly; applying a di-
versity of teaching methods integrating technology in developing students’
creativity and encouraging students to speak by asking questions; keeping the
line of teacher-student partnership in a classroom by making it possible for the
students to propose ideas and implement them in the classroom, and creating
an atmosphere of equal relations in the classroom; using shared leadership
with students and implementing the learning quality through promoting the
competition of students’ learning and adapting to their abilities.

Teachers in this study reported about their leadership in creating opportuni-
ties for students to implement their ideas for better learning achievements.
This leadership is related to the following aspects: i) teacher expertise by in-
spiring students to help teach other, distributing tasks in the classroom in a
differentiated manner and applying inclusive teaching/learning methods in
organising classroom activities; ii) encouraging students’ creativity by being
open to their input, encouraging students to take responsibility for learning
through developing their independence and creating opportunities for stu-
dents to reveal their talents; iii) creating an atmosphere of openness, a culture
of reflection and of equal discussion, and communication in the classroom.
Teachers discuss their leadership while supporting students to create mean-
ing out of learning. This process they implement through teaching/learning
co-creation, personalised student learning, teacher creativity and teachers’ di-
dactic accuracy. Teachers are not inclined to provide students with template
examples nor insist on one correct solution. They are more inclined to en-
courage students to try and learn from mistakes, and discover for themselves
what is important in a specific part of training, a specific topic, a specific task,
etc. Teachers believe that personalised learning can be applied to any subject
area and any language, and it works regardless of whether you are teaching
children or adults. Teachers motivate students to learn through individualised
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assignments and help them to make/create sense of learning by working with
students on personalised learning goals. Together with targeted knowledge
and abilities, teachers develop students’ general social abilities, thus contrib-
uting to the meaningfulness of students’ learning. Teachers use contextual
learning for students to help them experience and make sense of learning.
Students are exposed to attractive learning tools and materials that are pre-
sented in an attractive way.

Teacher-participants in this study experience their leadership in promoting
students’ motivation to learn. Here encouragement plays an important role.
Teachers need to encourage students’ creativity as they learn to listen to each
other’s ideas, while providing them with opportunities to conduct experi-
ments based on simulating realistic situations. Teachers should encourage stu-
dents’ learning to learn through self-selected tools for decision-making when
performing tasks; students’ courage in learning; students’ curiosity to learn
through the questions they ask the teacher and each other; while encouraging
students to reflect on personal learning. The other important characteristic of
teacher leadership is their capability to create an atmosphere in which stu-
dents experience the joy of learning, as well as an atmosphere of experimen-
tation in learning, open dialogue and safety, and the freedom of learning.
The research results showed that teacher leadership manifests itself in the re-
lationship with the school community through organising events and targeted
meetings, making daily efforts to create the strongest possible connection
with the school community, being a leadership example, and thereby motivat-
ing the community. In teacher-student interaction, teacher leadership means
cooperation and communication with students to create a culture of open, di-
rect and respectful communication in the classroom, supporting students’ ini-
tiatives and helping them to solve social and psychological problems. Teacher
leadership for research participants is experienced through interactions with
students’ parents by involving them in the development of perceiving the
meaning of learning through communication. Also, interactions between the
teacher and fellow teachers manifest their leadership as teachers report that
leadership from each teacher in the relationship with fellow teachers in the
school is relevant when initiating agreements with colleagues. Teacher lead-
ership is also manifested in mutual support and encouragement with fellow
teachers.

The chapters of the book are in response to the raised research questions, so
| do not present a separate section dedicated to the conclusions. Summaries
are in each chapter, as the reader will find. | aimed to present the book in a
reader-friendly style, so that the scientific academic text would be easy to
read, engaging and motivating to read the book from beginning to the end.

18
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There are not many publications in the world that emphasise teacher lead-
ership for student learning. Therefore, the content of the monograph, based
on the evidence of empirical research, helps to understand the uniqueness,
innovativeness, contextuality, sensitivity, and authenticity of this connection.
The book is valuable for teachers who are expert leaders in their daily practice,
but who do not emphasise this to themselves, saying that they are doing ordi-
nary practical work. Such an attitude will spread after reading the monograph,
which contains plenty of evidence that the ‘ordinary’ work of teachers is mul-
tifaceted, complex and worthy of great public attention and respect. The book
is useful for school leaders, who in their daily activities have to communicate
and cooperate with teachers, support them, understand problems and solu-
tions related to teaching, learning, professional development, activities in and
outside the school, school representation, psychosocial well-being, profes-
sional training, image of the profession and prestige. The content of the book
provides opportunities for students, their parents, and the public to under-
stand the essence, mission, complexities, professional dedication, dignity and
sacrifice of the teaching profession. Therefore, it is likely that the monograph
will contribute to the change of public attitudes about the role of leadership in
the teaching profession.
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1 Teacher Leadership Experience At School

Family, social environment, education and cultural background inject values
and impact teacher leadership behaviour at school. Collective early-life expe-
riences affect teacher leadership development. With diversity and inclusion
being an important metric for sustainability and growth, this area of focus
assumes a great relevance. Childhood experiences impact the choices teach-
ers make and the kind of people they become as adults. The way a teacher
responds to pressure, her/his tolerance for ambiguity, the ability to nurture
close or distant relationships with others, the ability to empower or micro-
manage, the way of communicating (directly or indirectly), the technique of
decision-making (participative or authoritative) - all of these are influenced
by early family life (Fernandes, 2022).

Schools today are coloured by a growing number of diverse teachers from dif-
ferent socio-cultural and ethnic backgrounds, each coming in with their own
early life experiences that have deeply shaped their values and beliefs and,
therefore, their personalities. An appreciation of how these experiences speak
to their leadership goes a long way in shaping healthy, functional cultures
at the organisational and the team level, required to attain work results and
engagement (Boerma et al,, 2017).

A teacher’s personal history (such as family influences or early life challeng-
es) and key trigger events (like dramatic life episodes), play a crucial role
in shaping qualities such as drive, resilience and determination. A teacher’s
values and behaviour develop depending on how s/he internalises or pro-
cesses these formative experiences (Joseph, 1998). Did the teacher grow up in
a nuclear or a joint family? Was the family open or guarded in their inter- and
intrapersonal communication styles? Was expressing of emotions encouraged
or discouraged in conversations? Was conflict addressed by confronting the
issue or avoiding it altogether? Were the parents nurturing or uninvolved?
Did the death of a parent, the birth of a differently-abled sibling, or a rever-
sal of fortune, make the family stronger, or did it cause rifts and recrimina-
tion? The ideas, beliefs and behavioural patterns teachers absorb as a result
of conditioning and upbringing in their early years impact the effectiveness of
teacher leadership in later years (Bennis, 2009; Li et al,, 2012).

Transference can occur when a teacher subconsciously redirects feelings from
their childhood on to students, colleagues, school administration in the work-
place. A teacher, for instance, may recreate functional or dysfunctional early
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family experiences in the classroom, depending on childhood experiences,
thereby influencing students (who have their own early family dynamics as
a backdrop) (Li et al,, 2012). So, if a teacher reminds students of their angry
father when dealing with conflict, students will cower and withdraw just as
they did when they avoid confrontation in order to feel safe. These are reactive
tendencies; teachers are not consciously aware of them, yet their impact is real
(Ericsson et al.,, 1993).

All human beings develop emotional and unconscious processes during child-
hood, and these processes eventually help in the development of emotions,
personalities and behaviours of a person. Most people are not even aware that
these processes and dynamics are largely subconscious, even though they
become powerful influences that hover on the fringes of our consciousness
(Jolles et al,, 2014). It is important to understand the background of teachers
to make sense of their relevant emergent behaviours in their leadership roles.
Knowing the self, reflecting on own life experiences, drawing knowledge from
them, and then applying the lessons learnt to the work can be really powerful
for teacher leadership development in a classroom and the school (Fernandes,
2022).

The most valuable experiences push the teacher out of her/his comfort zone,
stretch her/his skills, and challenge her/his abilities. Though nobody wants to
spend their entire career in a constant state of discomfort, the most worth-
while leadership development usually comes with a dose of discomfort. Mak-
ing worthwhile changes is rarely easy, and requires intentional effort. It means
the the experience matters, because teacher leadership is made (Ericsson et
al, 1993).

Different teachers have different leadership experiences. And different experi-
ences teach different things. The quality, quantity, and diversity of a teacher’s
experiences are important. The benefits of leadership experience go beyond
what is on a teacher’s résumé. Family experiences, volunteer roles, hardships
and her/his personal life and other non-work experiences can also strengthen
her/his leadership skills. So leadership experience is variable, and not all expe-
riences are the same (Boerma et al,, 2017).

A leadership experience is not a one-time phenomenon. The teacher can re-
live past experiences, reflect on them, and discover new insights. Her/his past
experiences can help navigate the present experiences, and a teacher’s cur-
rent experiences may prompt her/him to re-examine past experiences for new
lessons. Future experiences don't merely happen to a teacher. The teacher
can shape them, consciously seeking out opportunities to grow as a leader.
It means that the experience is the past, present, and future, all at once (Li et
al, 2012).
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The experience of teacher leadership in the school environment is associated
with specific challenges:

Understanding the impact of the school environment and
being able to adapt and manage the processes

Savickas (1997) developed career adaptability construction theory by consid-
ering the salient qualities of business life, such as unexpected changes, uncer-
tainty, complexity and flexibility. In the past, career adaptability was usually
defined as upward mobility within a single organisation. However, this con-
ceptualisation is insufficient to fully define the career adaptability of teachers,
because job and organisational changes, transitions between occupations
and upward as well as downward movements have been widely witnessed
in working life (Porfeli & Savickas, 2012). Further, professional identities of
individuals constantly change as they interact with their constantly changing
external work environment (Bozak & Fidan, 2019). The three main pillars of
career adaptability construction can be pinpointed as vocational personality,
life themes, and career. Vocational personality is ascribed to the skills, needs,
values, and interests of individuals related to their careers. Life themes, on the
other hand, are patterns that guide individuals to make meaningful choices
and adapt to their roles in work life. Career adaptability is attributed to how
individuals build their careers (Bozak & Fidan, 2019). Savickas (1997) uses the
concept of adaptation to put together the components of career adaptability
construction in a meaningful fashion. Adaptation is based on the ability to
learn or understand in a relatively short time. That is, it refers to teachers’ hav-
ing the flexibility to react to the changes in their work environment, such as
sudden transition to distance education, in a short time in this context (Mag-
giori et al, 2013). Career adaptability emphasises the interaction between
teachers and their environment. Thereby, teachers adapt by interacting with
the historical and cultural characteristics of their work environment with the
difficulties and advantages it poses and constantly rebuild their professional
personalities and create their careers (Arastaman, 2019). Career adaptabil-
ity covers the dimensions of concern, control, curiosity, and self-confidence,
according to Savickas (1997). The concern here is teachers’ prioritising their
professional future and willingness to prepare for potential future obstacles.
Teachers with high(er) career concern possess the ability to plan, and are
aware of the obstacles and opportunities they may encounter. Indifference to
the professional future increases as the level of concern decreases. Control is
teachers’ having control over their professional future and ability to make in-
dependent decisions about their choices. Teachers who have control over their
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careers are determined individuals who own the ability to make their own de-
cisions without being influenced by others. They are willing and disciplined to
overcome the obstacles they face. The level of indecision increases as the level
of control decreases (Kog, 2019). Curiosity is teachers’ willingness to learn
about the tasks they want to undertake and the opportunities they want to
take advantage of. Teachers who are curious about their careers are inquis-
itive in nature, and like to explore opportunities. They do not hesitate to try
new things and take risks while overcoming the obstacles they come across.
The likelihood of unrealistic expectations and goals increases as the level of
curiosity decreases. Self-confidence is teachers’ belief that they can prevail
over the difficulties and obstacles they confront. Teachers with self-confidence
have problem-solving skills, and the capacity to easily influence other people.
They are persistent in overcoming obstacles. The level of inactivity increases
as self-confidence decreases (Porfeli & Savickas, 2012).

It is definitely not for the teacher here, to be alone with your community, with students
and create a separate culture is possible, but then it is very difficult. You have to be [a]
very strong, bright personality so that you can overcome that surrounding influence and
that you can, as an authority, pull those children out of all the other environments from
that influence that they get around. The role of the community is very important here.
R34

In their 2012 tripartite model, Martin et al. (2012) establish that adaptability
comprises three dimensions: the cognitive, the behavioural, and the emotion-
al. When faced with a challenging, novel, or uncertain situation, cognitive ad-
aptability involves thinking about the situation in different ways or changing
one’s thoughts about the situation or circumstance. Behavioural adaptability
involves adjusting one’s actions in order to manage the change in situation
or circumstance. Emotional adaptability involves adjusting one’s emotions to
reduce less helpful emotions (e.g. anxiety) or increase positive emotions (e.g.
hope) in the face of novelty, change, or uncertainty (Granziera et al., 2019).
For qualified teachers entering their own classroom, cognitive adaptability
may involve shifting their perceptions of self and identity from that of a teacher
to that of qualified practitioner. Behavioural adaptability may involve seeking
out new resources when presented with a situation that was not experienced
in practicum. Emotional adaptability may involve regulating anxiety in the
face of the new expectations and procedures that are likely in a new school
(Granziera et al,, 2019).

Adaptability among practising teachers has been linked with a range of posi-
tive teacher and student outcomes. For example, in a study of Australian sec-
ondary teachers, Collie and Martin (2017) showed that when teachers were
more adaptable, they also tended to report greater wellbeing and organisa-
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tional commitment. In addition, teacher adaptability was linked with students’
numeracy achievement via the boost it provided to teachers’ wellbeing. More
recently, Collie et al. (2018) demonstrated that more adaptable teachers tend-
ed to be less disengaged at work. Loughland and Alonzo (2019) found that
more adaptable teachers tend to use teaching practices in the classroom that
adjust to the needs of the students. Most recently, Martin et al. (2019) found
that adaptability among teacher assistants working with students with disa-
bilities was associated with greater workplace motivation and occupational
self-concept. Taken together, there is clear evidence of the importance of ad-
aptability for thriving and effective teachers.

Being able to manage students and classes with behavioural
difficulties with the focus on their autonomy

Behaviour problems in a classroom increase the stress levels for both the
teacher and students, disrupt the flow of lessons and conflict with both learn-
ing objectives and the processes of learning.

I had such a class that was really bright in its achievements at school. But | was fine with
her. In any case, I'm very proud of it now, because many students then join from what
was also the Student Council, and | don't know such beautiful ones, | won't go into detail
here. R33

They change the classroom dynamic as the focus of attention shifts from the
academic tasks at hand to the distractions provided by disruptive behaviours.
Typically, one or two students are identifiable as ‘problems; sometimes they
act in ways that compound management difficulties by inciting each other
and, possibly, others in the class into disruptive activities. The usual response
to problematic behaviour is to identify the students involved as ‘the problem)
to focus on them as a source of ‘trouble’ and to devise strategies specifically to
deal with their inappropriate behaviour (Parsonson, 2012).

The ability of teachers to organise classrooms and manage the behaviour of
their students is critical to achieving positive educational outcomes. Although
sound behaviour management does not guarantee effective instruction, it es-
tablish the environmental context that makes good instruction possible. High-
ly effective instruction reduces, but does not eliminate classroom behaviour
problems (Emmer & Stough, 2001).

The inability of teachers to effectively manage classroom behaviour often con-
tributes to low achievement for at-risk students, and to their excessive referrals
for special education (Harrel et al, 2004). These effects are exacerbated by
the current pattern of teacher distribution, which reveals a disproportionate
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assignment of less qualified and less experienced teachers to classrooms with
economically disadvantaged children (Clotfelter et al., 2007).

Many children enter school without the social and emotional skills to be suc-
cessful (Whitted, 2011). Studies have been conducted to explain the effects of
disruptive behaviour on peers, teachers’ perceptions of disruptive behaviour,
and theories regarding causes of externalising behaviour (van den Berg &
Stoltz, 2018). Children are being suspended for disruptive behaviours as early
as preschool (Bulotsky-Shearer et al., 2012). The research shows that a pos-
itive classroom environment is a strong predictor of academic success, and
social/emotional well-being affects the development of student-teacher and
student-student relationships (Abry et al,, 2017; Gottfried & Harven, 2015).
The effect of disruptive behaviours may explain why some teachers struggle
with students who exhibit such behaviours (Nelson & Roberts, 2000). Nash et
al. (2016) found that there is a negative impact from disruptive students on
their peers, and their behaviour causes stress for other students and teach-
ers. Studies have confirmed that a child’s classroom behaviour is one of the
strongest predictors of relationships that are formed with teachers (Buyse et
al,, 2008).

Teacher and peer relationships are negatively affected by disruptive behav-
jours (Gottfried & Harven, 2015). Dishion and Tipsord (2011), and Thomas et
al. (2011), suggest that limiting the number of children who exhibit aggressive
and disruptive behaviour in each classroom can help establish more positive
teacher student interactions. Strategies, such as seating arrangements, can im-
prove peer relations and help moderate aggressive behaviours (van den Berg
& Stoltz, 2018).

Buyse et al. (2008) examined how young learners with behavioural problems
have a more difficult time forming positive relationships with their teacher
than children without behaviour problems. The researchers hypothesised that
a classroom with a large percentage of students with serious behavioural is-
sues would be damaging for the children who already exhibited high levels
of negative behaviour. In these cases, the teachers would have a difficult time
forming positive relationships with their students because their classrooms
would have multiple students with behavioural problems. The researchers
found that a teacher’s rating of a child’s behaviour in class is a significant pre-
dictor of the relational closeness of that student with the teacher. Classrooms
that had several students exhibiting external behaviours had the highest rate
of relational conflict between the teacher and student. While aggression may
encourage more aggression, especially in younger children, aggressive be-
haviours can be reduced with positive and supportive teacher-student interac-
tions and positive student-to-student interactions (Noeth-Abele, 2020).
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Parents and teachers agree that students need to exhibit appropriate social
behaviours to achieve academic goals (Smith et al,, 2022). Challenging be-
haviours at school can manifest under many conditions and in various loca-
tions within a school (Flower et al, 2014). Challenging student behaviours
can include a range of acts that may (a) interfere with social and academic
functioning and (b) harm a child, his or her peers, or adults within the school.
Researchers have identified a number of challenging behaviours at school
including defiance, disrespect, harassment, verbal and physical aggression
(Kaufman et al., 2010), violating classroom rules, talking without permission,
getting out of one’s seat (Walter et al, 2006), and general distractibility and
issues following directions (Harrison et al., 2012). Challenging student behav-
iours are harmful to everyone in schools - including students who exhibit the
behaviours, and their peers and teachers. Students who exhibit challenging
behaviours are frequently removed from class, which interrupts instruction,
exacerbates academic difficulties, and increases the likelihood of school failure
and dropout (Nelson et al., 2004).

The importance of effective classroom organisation and behaviour manage-
ment is widely acknowledged by educators; many teachers report inadequate
training and little assistance from colleagues in establishing positive and pro-
ductive classroom environments (Baker, 2005). Teacher educators insist that
their training programmes teach classroom organisation and management
skills, but the indication is that such skills are not taught thoroughly or with
adequate supervision in a real classroom context (Siebert, 2005). The absence
of supervised experience and professional development in the critical com-
petencies of classroom organisation and behaviour management significantly
reduces the effectiveness of teachers, especially new teachers (Espin & Yell,
1994).

Improving the ability of teachers effectively to manage classroom behaviour
requires a systematic approach, teacher preparation, and ongoing profession-
al development. Experienced teachers have fewer concerns regarding class-
room management, and they learn over time how to manage classrooms ef-
fectively; teachers who did not learn classroom management skills have left
the profession (Baker, 2005).

A classroom is an environment with its own ecology, including teacher, stu-
dents and their interrelationships, the equipment, books and a range of ac-
tivities which all interact to influence the behaviour of the room’s inhabitants.
To complicate things further, both teacher and students bring into class ex-
periences and issues from the wider ecological systems in which they live
and function, e.g. the rest of the school community, home, family, community
and the wider world. Simply targeting interventions at individual children in
the classroom may not actually solve a classroom behaviour problem. Indeed,
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focusing on individuals may lead one to ignore examination of systemic prob-
lems in teacher-student relations, the management and teaching styles of the
teacher, the curriculum and the skills required by students to access it, the
order in which activities are scheduled, and a whole host of other aspects
of the classroom and wider school ecology. It also has to be remembered
that students bring to school all sorts of concerns, distresses, reactions and
patterns of behaviour established, permitted and supported outside of the
classroom itself. Thus, targeting a student as ‘the problem’ may divert one’s
attention from a careful examination of the classroom ecology or that of the
wider school and the family and community environments within which the
school is embedded (Parsonson, 2012).

Understanding the organisational context of the school
community in which the teacher has to work and be able to
remain dignified in that environment

Organisational context (climate, culture, resources) can impede or enhance
implementation of evidence-based practices in schools. In teaching, where
professionals perform their work in organisational contexts, productivity is
shaped by both individual and organisational factors (Johnson, 1990).

Yes, it is very important in which organisation you work. If your colleague is screaming
from behind the wall, you will have a hard time talking to the class that experiences this
type of work, because when those students come, they will also expect you. It must be
achieved only in this way. And then maybe it becomes very difficult for such a peaceful,
quiet, democratic teacher. R34

Organisational contexts in schools are both teachers’ working conditions and
students’ learning environments. Furthermore, organisational factors largely
dictate the success of policies designed to increase individual teachers’ ef-
fectiveness by shaping how these policies are implemented and perceived
within schools (Honig, 2006). To maximise teachers’ efforts and students’
achievement outcomes, researchers and policymakers must complement the
extensive teacher effectiveness literature with a commensurate body of work
measuring schools’ organisational contexts and examining their relationships
with important student and teacher outcomes.

Organisational theory and recent evidence suggest that school contexts af-
fect student achievement through a variety of indirect and direct channels.
Indirect effects are likely to operate through the influence of organisational
contexts on teachers’ career decisions and interactions with students. Studies
consistently find chronic teacher turnover in schools with dysfunctional con-
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texts and a lack of organisational supports (Birkeland & Curtis, 2006). High
rates of teacher turnover impose large financial costs on schools (Milanowski
& Odden, 2007) and reduce student achievement (Ronfeldt et al., 2013) by, in
part, undercutting efforts to build capacity and coordinate instruction among
a staff. Studies also repeatedly find that novice teachers are less effective, on
average, than the more experienced teachers they often replace (Papay &
Kraft, 2013).

Schools with supportive professional environments are not only more likely to
retain their teachers, evidence suggests they also maximise teachers’ and stu-
dents’ learning opportunities. Teachers improve their ability to raise student
achievement more over time when they work in schools environments char-
acterised by meaningful opportunities for feedback, productive peer collabo-
ration, responsive administrators, and an orderly and disciplined environment
(Kraft & Papay, 2014). The strong association between measures of school
safety and average student achievement suggests that students are unable to
concentrate on academics when they fear for their physical well-being (Stein-
berg et al, 2011). Students’ motivation, effort, perseverance, and beliefs about
their potential for academic success are also shaped directly by the academic
expectations schools set for all students (Jussim & Harber, 2005).

Research has illuminated the important and complex ways in which schools’
organisational contexts affect teachers’ motivation, job satisfaction, and sense
of success (Johnson & Birkeland, 2003). Johnson and Birkeland’s (2003) lon-
gitudinal study revealed that the most important factor influencing teachers’
career decisions was whether they felt they could be effective with their stu-
dents. Teachers described how a variety of working conditions in schools,
such as the nature of collegial interactions, the support of administrators, and
school-wide approaches to discipline, either supported or undercut their own
efforts.

While the relationship between school organisational contexts and teacher
turnover is presented in the literature, there is less knowledge about how
these contexts relate to student achievement. Only a limited number of studies
have examined the relationship between the school context and students’ ac-
ademic outcomes. Ladd (2009) demonstrated that both teachers’ perceptions
of school leadership and the amount of common planning time predicted a
school’s value-added in mathematics. Johnson et al. (2012) found that teach-
ers’ perceptions of their schools’ working conditions were strong predictors
of the median student growth percentile in their school in the following two
years, after controlling for various student-, teacher-, and school-level charac-
teristics.

The first studies on organisational climate were done in the 1930s by Kurt
Lewin (1933). He attempted to link the human behaviour of nurses and envi-

31



Teacher Leadership In School For Student Learning

ronment through the following model: B = f{P ,E}, i.e. the behaviour of nurses
(B) is dependent upon their personal characteristics {P} and the environment
(E). In his research Lewin took into account goals, stimuli, needs, social rela-
tion, and atmosphere.

Likert (1961) referred to organisational climate in terms of physical environ-
ment, cultural environment, and technological environment. In discussing the
characteristics of the authoritative and participative systems of management,
Likert referred to aspects of organisational climate inherent in each system.
Under the Exploitive Authoritative system the employees have subservient
attitudes towards superiors coupled with hostility toward peers and contempt
for subordinates; distrust is widespread. Under the Participative Group almost
the opposite environment prevails in that favourable, cooperative attitudes
exist throughout the organisation, with mutual trust and confidence.

Tagiuri (1968) offers the following definition: Organisational climate is the rel-
atively enduring quality of the internal environment of an organisation that
- (1) is experienced by its members, (2) influences their behaviour, and (3)
can be described in terms of the values of a particular set of characteristics (or
attitudes) of the organisation.

Miles (1969) maintains that climate, a diffuse concept in educational literature,
can be replaced by the well defined, social-psychological concept of group
norm, which specifies organisational conditions. The necessary elements of a
norm are a group, interaction time among the group, specific ideas of desira-
ble or undesirable behaviour, and sanction.

Halpin and Croft (1963) have suggested that, just as individuals can be classi-
fied as open or closed, so might organisations. The personality of an individual
is likened to the climate of an organisation. They define an open climate as
one in which there is attention to both task achievement and social needs.
The closed climate is defined as one which marks a situation in which the
group members obtain little satisfaction in respect to either task achievement
or social needs. In short, it is a situation where the administrator is ineffective
in directing the activities of the staff, and at the same time he or she is not
inclined to look out for their welfare. The operational definition given to open
climate emphasises that this is a situation in which organisational members
derive high levels of satisfaction both from their interpersonal relations with
fellow workers and from accomplishment of the tasks assigned to them by the
organisation. Six climates are identified in a continuum from open to closed,
based on the Organisational Climate Description Questionnaire (OCDQ)
which Halpin and Croft (1963) developed. The six climates are: open, auton-
omous, controlled, familiar, paternal, and closed. To classify a school in an
organisational climate they found it necessary to get scores for a school on
eight dimensions, four for the teachers as a group, and four for the principal
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as leader. For teachers the dimensions are: disengagement, hindrance, esprit,
and intimacy. For principals, the dimensions are: aloofness, production em-
phasis, thrust, and consideration. Halpin and Croft (1963) found that a school
possessing an open climate, which they deemed as most effective, was a live-
ly organisation, moving toward its goals while at the same time providing
satisfaction to the members of the organisation. An important aspect in the
effective leadership of an organisation is the perceptions of the leader held by
the group with which he is working, as well as the perceptions of the group
which the leader holds.

One of the guiding assumptions of the work of both Halpin and Croft (1963)
and Argyris (1962) is that an organisational climate which will be most effec-
tive will be one in which it is possible for acts of leadership to emerge easily
from whatever source. One essential determination of a school’s effectiveness
noted by Halpin and Croft (1963) was the ascribed leader’s ability, or lack
thereof, to create a climate in which she/he and the other group members
could initiate and consummate acts of leadership.

The results of research by Miner (2015) show that managers who work in an
open organisational climate show better jobs than managers who work in
a closed organisational climate. Organisational climate also affects, motiva-
tion, performance, and job satisfaction. Whereas motivation, performance and
job satisfaction are part of the effectiveness components for the organisation.
Therefore, it can be concluded that organisational climate has a direct effect
on organisational effectiveness.

Organisations that work with an open climate show a higher level of trust and
effectiveness than those that use a closed climate (Hoy and Miskel, 2005).
Heck and Marcoulides (1993) found that school (organisational) achievement
was influenced by the type of leadership developed and the strong school
climate. Thus, organisational effectiveness is influenced by organisational cli-
mate and leadership behaviour. Organisational climate is also influenced by
the organisational culture that develops in it. This is in line with DeRoche’s
(2011) view, which states that organisational culture has a relationship with
organisational climate.

Organisational culture is an organisational personality that affects how indi-
viduals act in organisations (Gibson, et al., 1996). Owens and Valesky (2015)
suggest that organisational culture has a strong influence on climate devel-
opment. It is further explained that organisational culture affects the attitudes
and feelings of organisational members. Kanter (1999) in his research found
that in successful organisations, a culture of pride in the organisation is related
to the climate of success in the organisation. A culture of pride is defined as
an emotional commitment and value commitment between individuals and
organisations, people feel they belong to a meaningful organisational entity
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(Kanter, 2004). Several research findings made by experts further strengthen
that organisational culture affects organisational climate.

Owens and Valesky (2015) suggest that organisational culture has a strong
influence on climate development. It is further explained that organisational
culture affects organisational attitudes and feelings. This view is reinforced
by Kanter (1999) who in his research found that in successful organisations,
a culture of pride in the organisation is related to the climate of success in
the organisation. A culture of pride is defined as emotional commitment and
people’s commitment between individuals and organisations, people feel they
belong to a meaningful organisational entity, while the climate of success is
characterised by openness between organisational members in carrying out
their duties.

Based on some of the views that have been presented, it can be concluded
that organisational culture is influenced by leadership behaviour, while or-
ganisational culture affects organisational climate and organisational effec-
tiveness. A strong organisational culture is followed by an increasingly open
organisational climate, which in turn will increase organisational effectiveness
(Prastiawan et al., 2020).

Organisational climate is a quality of the organisation’s internal environment
experienced by its members, influencing their behaviour, and can be de-
scribed by the values of the characteristics of the organisation. The organisa-
tional climate is influenced by the organisational culture that develops in it,
the organisational climate is also influenced by the leadership style applied by
the manager or administrator. Organisational culture has a strong influence
on climate development. Organisational culture influences organisational atti-
tudes and feelings (Prastiawan et al., 2020).

The wealth of literature accumulated over time, underpinned by different
theoretical and methodological paradigms, reveals the extent to which the
issue of organisational culture brings together differing perspectives, focuses
and concepts, contributing to its globalising and, at times, all-encompassing,
nature. Globalising, because to understand culture we must delve into the
deepest realms of social behaviour (values, ideologies, beliefs). It is therefore
necessary to bring together several perspectives, in order to encompass and
interpret the multiple dimensions that make up the culture of an organisation.
All-encompassing, because in its efforts to represent the ‘pluralistic whole; its
extensible and elastic nature can become an omnipresent formula when stud-
ying any aspect of school life. While this elasticity stimulates new theoretical
insights, it also gives rise to hybrid approaches, emerging from the constant
shifting between perspectives and scales of analysis.

European and market-led approaches focusing on the production of results
- external inspection of schools, an increase in nationwide examinations, dig-
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ital monitoring, implementation of frameworks for excellence, publication of
rankings, the growth of the private tutoring market - have reignited interest in
cultural dimensions, by placing the impact of the school on academic achieve-
ment at the centre of the debate. Though a shift toward uniformisation in terms
of curriculums, assessment and pedagogy tends to erase cultural diversity, re-
cent sociological research demonstrates the extent to which the organisation
of a school can make a difference to the learning processes and academic
trajectory of young students (Torres, 2022). But, four key components remain
important in a school’s organisational culture: strong parent-community ties,
student-centred learning climate, coherent institutional guidance system and
norms, values and practices of the work environment (Giedraitis & Ispyrian,
2019)

Taking responsibility for students’ learning results

Teachers' formal accountability and duties have been the focus of high-stakes
educational reforms, for instance in the context of national accountability sys-
tems. Yet, teachers’ sense of personal (rather than formal) responsibility and
willingness to assume responsibility for their teaching and students remains
an understudied area.

... there is a direct dependence on the academic achievements of the students’ class and
the teacher's reputation. This is where very interesting thoughts arise when you work
for one audience. And then she changed. As in our case, we now have such exemplary
students. My class at school is now the best student. Well, we just ended the trimester, and
I can see that the teacher’s position has completely changed. R33

Schoolteachers who feel responsibility for their teaching and students report
higher levels of work engagement and job satisfaction than less responsible
teachers, are more likely to endorse mastery-oriented instructional practices
that emphasise student effort, task mastery, and individual growth. Teachers’
perceptions of their school’s social climate (teachers’ evaluations of their rela-
tionships with students), their sense of teaching self-efficacy, and incremental
beliefs of intelligence emerge as positive predictors of teacher responsibility.
Teacher responsibility partially mediates the positive effects of these predic-
tors on teachers’ wellbeing and mastery-oriented instructional practices. Both
contextual (school climate) and person-specific (self-efficacy) factors can con-
tribute to teachers’ sense of personal responsibility, and that responsibility, in
turn, can have positive implications for teachers’ wellbeing and instructional
practices (Matteucci et al., 2017).

Teachers' responsibility derives from their total, direct and personal respon-
sibility for their students (Guskey, 1982), which makes every teacher action
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a morally motivated action (Jussim et al, 1996). While in that respect, the
teacher’s role does not markedly differ from that of the parents, the teacher’s
responsibility is, at least theoretically, limited in time and restricted to specific
spheres of action that teachers share with their students (Lauermann, 2014). In
these interactions, teachers’ own sense of responsibility is shaped by their per-
ception of the school context, their evaluation of learning contents, and their
view of desirable student outcomes: knowledge and skills for when the latter
finish school. Of course, what teachers feel and what they are held responsible
for might differ. The reason for this is that, unlike other professions, the teach-
ing profession lacks a clear description of the norms of conduct, which are
known to, and applied by, all members of this professional group (Lauermann
et al, 2013). Some work has focused on caring as the primary responsibility
that results from relations with other people and affects the individual as well
as others. Caring is taken to be closely related to the responsibility of all edu-
cators, teachers and parents alike, namely, to take responsibility/care for ado-
lescents until they are able to take responsibility/care for themselves and their
own lives (Matteucci, 2017). These considerations also suggest that educators’
responsibility changes with the age of the student and also from one school
grade to the next, as teaching is more than simply planning and conducting
lessons and school outcomes are much more than about student grades.
Teachers feel more responsible for their students’ success than failure (Zim-
merman et al, 2005). One further study has found that teachers who were
willing to hold themselves responsible for their students’ results, deemed
themselves also more able to influence the causes or antecedents of student
failure, compared to less responsible teachers (April et al., 2012). Four dimen-
sions of teacher responsibility are the following: responsibility for teaching,
student motivation, student achievement and teachers' relationships with stu-
dents (Ballard et al, 2008). Highly responsible teachers report higher levels
of work engagement and job satisfaction than less responsible teachers, and
teacher responsibility is related to mastery-oriented instructional practices
(Helker et al., 2014).

Contributing to the development of students’ autonomy and
self-reliance through conscious and meaningful learning

Today, learner autonomy is considered as a desirable goal in language ed-
ucation. One of the main goals in education is assisting individuals to view
learning as a life long process and to learn in a self-directed way (Jimenez
Raya, 2009). The movement towards a learner-centred approach has result-
ed in more emphasis on the benefits of learner autonomy in the success of
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language learning. It is rare to find independent and autonomous learners in
a teacher-centred learning environment (Weimer, 2002). Being autonomous
learners is important because the most competent learners are those who
have developed a high degree of autonomy (Little, 1991).

A longer road, but we somehow want that result. It's not that | say everything and that’s
all, whether I did it or not, but | want them to understand and what will remain as theirs.
It seems to me that when they act on their own, they would be well, somehow a higher
result, but it doesn’t always work out. This part is really difficult. R10

As a significant social agent who shapes the quality of students’ intellectual
and social experiences (Davis, 2003), the teacher has a critical role to play in
helping students to exert autonomy both inside and outside classroom (Laza-
ro, 2009; Little, 2004; Toffoli & Sockett, 2015). Consequently, teachers should
clearly know the strategies how to play their roles in developing learner au-
tonomy while teaching or guiding in-class and out-of-class. A major part of
implementing autonomy in-class and out-of-class is to instruct various strate-
gies, and assist students in finding the most suitable methods for them. Mean-
while, little attention has been paid to how teachers fulfil their roles strategi-
cally in developing learners’ autonomy inside and outside the classroom.
There exists a wide range of discussion or literature about the definition of
learner autonomy from different perspectives by different experts or scholars.
Some scholars define autonomy as a kind of ability, some define it as a process
of learning, some others define it as teaching practice, and still others define it
as a kind of political concept.

The concept of autonomous learning can be traced back more than 50 years,
to the 1960s, when there were debates about the development of independ-
ent thinkers and the development of life-long learning skills. By 1981, the defi-
nition of autonomy was first introduced into the educational field by Holec
(1981), considered a father of autonomous learning, who described it as the
ability to take charge of one’s own learning. He also mentioned that this ability
is not inborn, but must be acquired by natural’ means or (as most often hap-
pens) by formal learning, i.e. in a systematic, deliberate way, and pointed out
that to take charge of one’s own learning is to have responsibility for all the
decisions concerning all aspects of learning.

With the increasing application of the concept of learner autonomy into prac-
tice, teachers’ roles or involvement in autonomous learning are confronted
with new considerations or challenges. Learner autonomy serves both as a
means and an end of teaching, which places much emphasis on developing
learner autonomy as one of educational goals. The teacher’s role is both nec-
essary and significant to guarantee and enhance or promote learner autono-
my, and for that reason can never or forever be neglected. Teachers’ in-class
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autonomy support behaviours can boost students’ willingness to engage in
autonomous learning outside the classroom (Hagger & Chatzisarantis, 2012).
Without a teacher’s guidance and supervision, the total autonomous learning
process will lead to low efficiency, and even fall into disorder. All truly effective
learning entails the growth of autonomy in the learner as regards both the
process and the content of learning; but | also believe that for most learners
the growth of autonomy requires the stimulus, insight and guidance of a good
teacher (Little, 2000). Autonomous learning is not necessarily learning alone,
nor is it necessarily learning without a teacher.

With the more communicatively learner-centred teaching mode becoming
the major teaching trend, teachers are transforming their traditional unidirec-
tional role as knowledge purveyor into that of active participants, monitors,
consultants and guides. They transform themselves into helpers and facilita-
tors (Wenden, 1981). In general, teachers are supposed to play the following
11 roles in promoting learner autonomy in-class and out-of-class:

(1) A facilitator, to develop students’ self-confidence, arouse students’ interest,
keep students’ enthusiasm in autonomous learning.

(2) A trainer/guide, to teach students various strategies of learner autonomy
and guide students to do autonomous learning.

(3) A counsellor/advisor, to offer reasonable and feasible suggestions to help
students find most suitable learning strategies and help students seek for best
solution to their problems.

(4) An instructor, to state explicitly to students the teaching plan, teaching re-
quirements, teaching contents and even teaching focus and difficulties, so as
to ensure students know the teacher’s expectations clearly at all times.

(5) A resource provider, to provide ample knowledge, information, and mate-
rials to satisfy students’ needs, and to promote and improve students.

(6) A coordinator/organiser, to build up a kind of relaxing and harmonious
atmosphere and create a lot of opportunities for students to try them out in
diverse circumstances.

(7) A cooperator/peer learner, to to establish a close collaboration and con-
structive interaction with students so as to learn from each other.

(8) An assessor, to give punctual and appropriate praise, feedback and guid-
ance to students’ finished project and progress.

(9) A monitor, to monitor students’ whole learning process like learning meth-
ods, learning contents, learning progress, and such, and try to find their strong
and weak points.

(10) A researcher, to conduct deep research into the techniques of teaching,
autonomous learning strategies, and students, so as to implement effective
and efficient autonomy during teaching.
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(11) A developer of teaching materials, to develop sustainable and suitable
teaching materials with different difficulties and contents in accordance with
students’ English proficiency and individual needs.

Frustrations arise among teachers dealing with unmotivated students, but
they experience the pressure to help all students to reach learning standards
in schools. Teachers are practitioners, thus they may not know about the con-
nection is between student motivation and self-determination. Motivation
is related to students’ autonomy and to their possibilities to make academ-
ic choices. Having choices allows students feel empowered that they control
their learning. This helps them develop personal responsibility and self-moti-
vation (McCombs, 2007).

Teachers can focus on creating responsible and autonomous students through
the use of their learning choices. Having the possibility to choose topics of in-
terest stimulates students’ curiosity in learning. Providing choices is effective in
contexts where students are individually supported by the teacher and fellow
students through caring and within the challenging learning environments. In
such a culture of learning, students develop variety of competencies needed
to be successful learners (Furrer & Skinner, 2003). Students’ learning in groups
or teams fosters their curiosity for learning, because they are encouraged to
work collaboratively with teachers and peers in finding answers to questions
in inquiry-based learning environments (Narciss, 2004).

Teachers fear that presenting more choices to students will lead to losing con-
trol over the classroom. But the opposite happens. When students understand
their role as agent over their own feeling, thinking and learning behaviours,
they are more likely to take responsibility for their learning. To be autonomous
learners, however, students need to have some actual choice and control
(Reeve et al,, 2003). That is why teachers need to learn how to help students
develop the ability to make choices and take responsibility over their learn-
ing. Although teaching and reaching students of different ages, backgrounds,
interests and experiences may seem overwhelming, the resources in this
module can assist teachers in effectively guiding student choices (Lodewyk
& Winne, 2005).

When students experience their ownership of learning, they are motivated to
engage in learning tasks and outcomes. To help students develop the capacity
to make choices for themselves, teachers need to help students understand
their learning interests, their disposition to be active and autonomous learn-
ers, and their capacities or strengths in various content or skill areas (O'Mara
et al, 2006).

The learner-centred practices include teachers showing students how to make
learning choices and monitor the consequences of their choices. This is a tri-
al-and-error process that requires teacher support and encouragement. For
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example, if a student expresses interest in reading a particular novel as an
English assignment, but then finds that s/he is having trouble understanding
it because of unfamiliar words, the teacher can recommend a similar novel
that has lower level vocabulary. The teacher can have the student make a list
of the unfamiliar words and look up their meanings (McComb & Miller, 2007).
With increasing technology use in school classrooms and schools, the im-
portance of student control in blended learning environments becomes im-
portant. That is, combining more individualised and technology-supported
options can provide the possibility to engage students into learning. When
new technologies and technology-based programmes for creating blended
classrooms are added, teachers can feel overwhelmed unless they have suffi-
cient knowledge and training to understand which programmes are best for
students’ learning (Murdock et al., 2004). Teachers should help students de-
velop a sense of ownership over their personal learning (Pietsch et al., 2003).
For example, teachers can provide students with choices about how they may
demonstrate mastery of a concept, approach particular assignments, work in-
dependently or with peers, and achieve at their competency levels. When
students have the opportunity to be involved in making these choices, they
take more responsibility for their own learning.

A key to motivating students is helping them recognise and understand that
they can take responsibility for their own learning is recognising students’
personal learning interests. Teachers need to give students the opportunity
to work together with classmates in order to meet their learning goals and
have a voice in their own learning. Teaching that fosters motivation to learn is
a thoughtful process of aligning student choices so that students see the value
of these choices as tools for meeting their learning needs and goals (Pintrich,
2003).

Teachers must set learning goals and help students understand that the choic-
es they can make are within the context of the learning goals set by the teacher.
Students learn that they can be successful if they meet learning as performance
requirements. When students see first-hand that they can be successful, teach-
ers have an opportunity to talk with them about how the learning goals and
expectations are related to their personal interests and skills they will need to
succeed in life (Walls & Little, 2005). So, teachers need to set clear learning
standards from the start and to inform students about them. Students need to
know what is expected of them, how they will be graded, and what support
will be available to them. When teachers communicate learning expectations,
they must consider the diverse backgrounds and experiences of each student.
Learning outcomes that focus on each student’s abilities and strengths lead to
more positive student development and engaged learning.
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Teachers must provide feedback to students that gives them precise informa-
tion about the particular skills they have acquired and/or need to improve in
order to be successful in their class. Students learn to use feedback from their
teacher and peers to change their conception of how competent they are in
different subjects or learning activities (Zins et al., 2004).

Teachers may encourage students to assess their own learning progress by
using charts or keeping journals, so they can evaluate the progress they are
making as they acquire relevant knowledge and skills. When students learn to
monitor their own progress, they become more motivated by their learning
successes and begin to acquire a sense of responsibility for their learning out-
comes (Otis et al,, 2005).

Cultivating students’ creativity with non-traditional tasks

We depend on our creative abilities to help us adapt and thrive in increasing-
ly complex and uncertain times. Researchers also believe that a creative life
fosters happiness and well-being, and that there is a significant connection
between creativity, meaning, and intrinsic motivation. Creativity is at the ep-
icentre of human exploration and discovery, an ability used to generate and
communicate original ideas of value. Inspired by our senses of sight, sound,
taste, touch, and smell, creativity is a force that nurtures human development,
innovation, and an aesthetic appreciation of the world around us.

Itis clear that you are trying to divide some visual tasks into groups so that they can work
on their own. But this is a difficult thing. For now, let me think about it. R10

Many people associate creativity with those who are gifted and talented. Few
would argue that Steve Jobs' creativity helped produce the iPhone and other
innovative Apple products. But creativity is not confined to people of extraor-
dinary intellect or talent - or to big inventions. Everyone has creative capaci-
ties that evoke originality, like producing a new recipe, conveying a powerful
idea through self-expression, or discovering a better way to achieve desired
outcomes (Price-Mitchell, 2015).

Achieving creative learning will require the teacher to transform teaching in
all subjects. The learning sciences are providing teachers with an increasingly
rich knowledge base for how to do that (Sawyer, 2012). Unfortunately, schools
today are designed around common-sense assumptions that are opposed to
creative learning. The first among these assumptions reduces knowledge to a
collection of facts about the world and procedures for how to solve problems.
A second assumption is that the goal of schooling is to get these facts and
procedures into the students’ head. People are considered to be educated
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when they possess a large collection of these facts and procedures. A third
assumption guiding traditional learning environments is that teachers know
these facts and procedures, and their job is to transmit them to students. It
follows that, fourth, simpler facts and procedures should be learnt first, fol-
lowed by progressively more complex facts and procedures. The definitions
of ‘simplicity’ and ‘complexity’ and the proper sequencing of material were
determined either by teachers, by textbook authors, or by asking expert adults
like mathematicians, scientists, or historians - not by studying how students
actually learn. A fifth assumption of non-creative learning environments is that
the way to determine the success of schooling is to test students to see how
many of these facts and procedures they have acquired.

This vision of schooling is known as transmission and acquisition (Rogoff,
1990), the standard model of schooling (Scardamalia & Bereiter, 2006), or
instructionism (Papert, 1993), which emerged in the industrialised economy
of the early 20th century. Most schools continue to be largely based on an
instructionist model of teaching and learning.

The world today is much more technologically complex and economically
competitive, and instructionism is increasingly failing to educate our students
to participate in this new kind of society. Economists and organisational theo-
rists have reached a consensus that today we are living in a knowledge econ-
omy, an economy which is built on knowledge work (Bereiter, 2002; Drucker,
1993).

In the knowledge economy, memorisation of facts and procedures is not
enough for success. Educated graduates need a deep conceptual under-
standing of complex concepts, and the ability to work with them creatively
to generate new ideas, theories, products, and knowledge. They need to be
able to critically evaluate what they read, to express themselves clearly both
verbally and in writing, and to be able to understand scientific and mathe-
matical thinking. They need to learn integrated and usable knowledge, rather
than the sets of compartmentalised and decontextualised facts emphasised
by instructionism. They need to take responsibility for their own life-long
learning. Instructionism is particularly ill-suited to the education of creative
professionals who can develop new knowledge and continually further their
own understanding. Instructionism is an anachronism in the modern innova-
tion economy. The teaching paradox faces all educators who hope to design
creative learning environments. Whereas instructionist classrooms are almost
completely top-down, with no room for emergence or creativity to occur, cre-
ative classrooms will be much more bottom-up. The creative schools of the
future are strongest in teaching what instructionism cannot: creative learning
requires collaborative emergence and creativity on the part of the student.
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Creative learning is more effective learning if the process is guided appropri-
ately. The best way to foster creative learning is not - as many might intuitively
assume or often advocate - to allow learners complete freedom to improvise
their own path through disciplinary knowledge; it is, rather, to guide them in
a process of disciplined improvisation. Schools are complex organisations with
many structures and constraints. These structures serve important functions
and cannot simply be abandoned.

Effective creative learning involves teachers and students improvising togeth-
er, collaboratively, within the structures provided by the curriculum and the
teachers. But this collaborative emergence, a bottom-up group process, must
be guided effectively by (at least) four top-down structures: curriculum, as-
sessments, learning goals, and teacher practices. In too many schools today,
these top-down structures are overly constraining, and do not provide room
for the disciplined improvisation that results in collaborative emergence. Effec-
tive learning environments will always need curriculum, assessments, learning
goals, and teacher practices (Sawyer, 2003).

To transform schools to foster greater creativity in students, these four top-
down structures need to change: the curriculum should provide opportuni-
ties for multiple learning trajectories that could result from a creative inquiry
process; assessments should incorporate and reward the sort of deeper con-
ceptual understanding that results from creative learning, and they should
accommodate potential differences in learning sequence and outcome; learn-
ing goals should explicitly incorporate creative learning. Schools and districts
should ensure that the expected learning outcomes do not emphasise breadth
over depth; and teacher professional development should be based in cre-
ativity research, and in research in the content areas - for example, science
education research that explores the appropriate role of guiding scaffolds in
the unavoidably unpredictable and emergent process of creative learning
(Andriessen, 2006).

The creative school is filled with creative learning environments that result in
deeper mastery of content knowledge, and the ability to think and act crea-
tively using that knowledge. In those creative schools, students learn content
knowledge. But in contrast to the superficial learning that results from instruc-
tionism, they learn a deeper conceptual understanding that prepares them to
go beyond and build new knowledge. They learn collaboratively, in ways that
help them externalise their developing understandings and fosters metacog-
nition. They learn to participate in creative activities based on their developing
knowledge - how to identify good problems, how to ask good questions, how
to gather relevant information, how to propose new solutions and hypotheses,
and how to use domain-specific skills to express those ideas and make them
a reality (Mercer, 2000).
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All schools want students to learn as much as possible, as effectively as pos-
sible. To accomplish this goal, schools should be designed based on learning
scientific research. This will provide suggestions for how to foster creativity in
the face of the teaching paradox (Sawyer, 2011).

Reflecting on one’s professional limitations and empowering
oneself to reduce them

Reflection is a process which helps the teacher to gain insight into professional
practice by thinking analytically about any element of it. The insights devel-
oped, and lessons learnt, can be applied to maintain good practice and can
lead to developments and professional improvements.

Yesterday the student led a lesson and when another person leads the lesson and you
are an observer, then you can see even more clearly that the teacher takes up most of
the air, and | have already noticed that | probably talk a lot myself and the children are
listeners. R10

While reflection takes many different forms, it is important to understand that
several activities closely linked to reflection are not themselves reflective. Re-
flecting is not merely the act of talking, meeting with the team, meeting with
a supervisor or writing about the working day, but these activities can become
reflective if teacher uses them to analytically assess her/his practice and to
develop insights.

Different teachers learn in different ways, and while one teacher may learn by
reflecting on a positive outcome, another may find it most useful to focus on a
situation teachers found challenging. It is important that reflection is done in
the way that suits the teacher best to provide the greatest benefit.

Reflection is important for competence development. Reflection-on-action
(when the task is already accomplished) and reflection-in-action (while per-
forming the task) are equally important to increasing a teacher’s professional-
ism. However, it is unclear to what extent this approach is effective to promote
teachers’ reflection-in-action, to increase the quality of a teacher’s profes-
sional performance, and to establish a long-term attitude to reflect on-action
(Fronek et al., 2009). Cattaneo & Motta (2021) asked 15 apprentice chefs to
cook a recipe, and video-recorded them. When finished, researchers asked
them to complete a report that self-assessed their performance. Nine of them
reflected on their practice, the others not. The former group outperformed
the latter in the quality of their reflection-in-action. The quality of their per-
formance, according to two experts’ assessment, was significantly better. The
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study represents a good premise to confirm the effectiveness of reflective ap-
proach and transfer it to different educational environments.

The relationship between experience and reflection is a complex topic ana-
lysed in detail by scholars over the last decades. The terminology includes ex-
pressions related to ‘reflexion’ such as 'reflective attitude, ‘reflective learning;
reflective practice’ (Moon, 2004). Mann et al. (2009) highlight how most of
the reflective practice models begin from the common premise of returning
to an experience to examine it, deliberating intending that what is learned
may be a guide in future situations, and incorporating it into one’s existing
knowledge’ (p. 597).

Schén (1983) and Boud et al. (1985) in their models pertain to referencing a
previous experience, which triggers reflection, producing new understand-
ings that ideally prepare for a change in behaviour when facing future similar
experiences. In these cases, it is the iterative process of reflection to be in the
spotlight. Mezirow (1991), Hatton and Smith (1995), Moon (1999) empha-
sise the fact that reflection can assume different levels, from surface levels,
more descriptive than analytical, to deeper levels, more analytical, and able
to present critical synthesis. Moon (1999) identifies five progressive levels in
the reflective process (noticing, making sense, making meaning, working with
meaning, and transformative learning). Hatton and Smith (1995) claim that
reflection reveals in a composition of four phases: description of experience,
descriptive reflection, dialogic reflection, and finally critical reflection.
Researchers recognise reflective practice as an important trigger for sustain-
ing competence development (Hetzner et al. 2011) and for fostering deep
learning processes (Leung & Kember 2003), although they ‘advocate’ further
investigations to provide evidence on the relationship between reflective
learning and learning outcomes (Roessger 2015). They claim that promoting
reflection-on-action should be included as an important part of any curric-
ulum (Bontemps-Hommen et al. 2020; Kember 2001; Moon 2004) as a way
to connect the theoretical and practical parts of school curricula (Motta et
al. 2013; Berglund et al. 2020; Cowan 2020). These general considerations
lead us to design and investigate the effects of several instructional modalities
aimed at enabling an effective reflective process in teaching and learning at
school (Motta et al. 2014; Cattaneo & Boldrini 2016). However, in general,
all the cases report far what Schén (1983) labelled ‘reflection-on-action, to
distinguish it from ‘reflection-in-action’

The teacher’s reflective process does not take place only a posteriori, when
the task is already accomplished, but it could also be incorporated into the
actions, occurring at the beginning of it or during the process. After the ac-
complishment of a task, ‘we reflect on-action, thinking back on what we have
done in order to discover how our knowing-in-action may have contributed
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to an unexpected outcome’ (Schon 1983, p. 26). In so doing, students be-
come aware of what they have done, can self-evaluate their action, and make
sense of experiences to orient themselves for current and future action. Re-
flection-on-action is a retrospective contemplation and analysis of previous
learning to uncover the development of one’s knowledge, used in a specific
situation. The reflective teacher or student compares the task accomplished
with previous similar ones - analysing how the situation might have been
managed differently - and pays attention to what needs to change in the
future (Bontemps-Hommen et al. 2020; Burhan-Horasanli & Ortactepe 2016).
Reflection-in-action happens when action and reflection are simultaneous:
the learner constantly adjusts and changes the new information assimilated
while performing. Reflecting in-action, practitioners can stop during an ac-
tion, make necessary adjustments, make informed decisions, and, if necessary,
change the way of accomplishing the task. ‘Distinguished reflection-in-action
from other kinds of reflection is its immediate significance for action’ (Schon
1987, p. 29). Capturing reflection-on-action is usually easier and more fre-
quent than capturing reflection-in-action, because it is more demanding
(Moghaddam et al. 2019; Zhu 2011). This makes ‘the need for nurturing re-
flection-in-action’ (Zhu 2011, p. 772) necessary and particularly worthy of in-
vestigation. As reflection-in-action takes place while practising, it is difficult to
replicate it outside learning itself (Edwards 2017). One way may be to prepare
students to reflect in-action ‘by anticipating possible scenarios and various
options in response’ (Bell and Mladenovic 2013, p. 9) and to refer to voiced
inner dialogues - a form of reflection-on-action - as a ‘means of moving both
individuals and the organisation towards reflection-in-action and reflexive en-
gagement’ (Holton & Grandy 2016, p. 387).

Cowan (2017) proposes a model based on four types of reflection (he added
reflection-for-action - an anticipatory reflection that precedes activity, and
composting reflection, a second-order reflection arising from reconsidering
previous reflective learning). Although it is not clear which of the two antici-
pates the other, reflection on-action and in-action are evidently interconnect-
ed and reciprocally functional. The researcher illustrated how linking various
types of reflection is useful to generate significant learning outcomes, and
he argued that complementary (types of) reflection tasks should be struc-
tured, and that an electronic portfolio to collect them should be planned when
designing learning courses. In a similar vein, in their study on English-as-a-
foreign-language teachers, Burhan-Horasanl and Ortactepe (2016) showed
how Treflective practice is an embedded process benefiting from the interplay
of reflection on, in and for-action working together to lead to positive out-
comes in teachers’ practices and professional development at large’ (p. 379).
Without initially distinguishing the two processes, Roessger (2015) stated that
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when dealing with learning contexts, any kind of reflection can happen if
some prerequisites are already met. In particular, based on a conceptualisation
of instrumental learning which foresees the progressive acquisition of ‘knows’
(declarative knowledge), ‘moves’ (motor skills), ‘knows-how’ (procedural
knowledge), ‘shows-how’ (competence) and ‘does’ (performance). Reflection
can happen once some of these elements are internalised and automatised.
For reflection-in-action to happen, some basis must already be acquired to be
mobilised (in reflection-in-action) and applied across learning situations. For
this transfer to happen, however, low complexity tasks and low cognitive load
are needed. In this view, reflection-in-action can be considered the explicit
expression of learning while also a means to reinforce and reconstruct that
learning (Edwards 2017). Roessger (2015), Edwards (2017) and Tigelaar et al.
(2017) shared the idea that reflecting on-action is a prerequisite for reflecting
in-action, but they also both admit that the notion that undertaking reflec-
tion-on-action assignments develops the reflection-in-action skills needed for
practice is not demonstrated in the literature.

Finding positivity in professional life and using the own
experience for professional and personal growth

Many people don't realise the stress and negativity that surrounds teachers
on a daily basis. It comes from parents with complaints about grades and dis-
cipline issues. It comes from the news talking about budget cuts to education.
Unfortunately, it can also come from fellow teachers, who perhaps should
have left the profession a while ago, but are waiting for retirement to come.
Stress arises from working long hours and dealing with challenging students
and curriculum.

Eleven years in teaching. When you add up that experience, when you've already gone a
certain way, you've already experienced burnout, you can already appreciate what's in
that job constant. You can recognise some kind of process where sometimes you are just
emotionally immature as a teacher. It is already possible to evaluate the process as it has
gone - a good part of the road. R31

It is generally known that the teaching profession is one of the most direct-
ly impacted by social, economic, and technological changes. Consequently,
teachers must regard their career as a continuing learning process in order to
keep up with this ever-changing world. This means that the teacher consist-
ently has room for improvement, since there is always some skill to sharpen
or some didactic issue to solve. However, the path to self-improvement is not
a fixed one, it is different for every one of us. So, this personal journey has to
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be preceded by deep reflection and careful planning before setting the own
professional growth goals. Also, teachers should not stress enough that the
road to self-development is not for the faint-hearted, since it demands con-
stant attention and full commitment. Nevertheless, it can be a most satisfying
reward to be able to see the positive outcomes of the goals teachers have set
for themselves in the classroom. Being positive and optimistic takes a whole
lot of effort, and as human beings, teachers are supposed to welcome all of
one’s own feelings.

There are some specific things teachers can put into practice to cultivate pos-
itivity and confidence (Waldman, 2022):

e Emotions. A teacher needs to focus on personal emotional state and to re-
mind the self what s/he loves about teaching. These emotions will evoke
positive thinking, confidence, and a higher sense of purpose and will affect
the way a teacher presents the self to students.

e Gratitude. Expressing gratitude increases happiness, optimism, and overall
health. Teachers and school administration can focus on recognising one
another and showing appreciation for tangible and intangible things. This
will boost the teacher’s own confidence and positivity, as well as pass it on
to others.

e Celebrating. It is essential to recognise teachers’ own achievements and
those of colleague teachers. Whether large or small, it is so impactful to cel-
ebrate accomplishments. Bringing teachers together to celebrate is a bene-
ficial approach to boosting morale, positivity, and confidence.

e Optimism. Expressing optimism has a powerful effect on teachers and school
administration. Sticking with a ‘can-do’ attitude will create a positive envi-
ronment and instil confidence in teachers. Optimism fuels problem-solving
solutions, which keep teachers feeling encouraged rather than discouraged.
Positivity in teachers creates supportive work conditions where resilience
and grit are sure to be exhibited.

e Unity. Focusing on creating unity amongst teachers and school adminis-
tration. Bringing staff together and creating a place for connection, is an
important way to foster positive relationships. When teachers feel a sense of
belonging, they grow a greater sense of confidence.

e Posture. A teacher’s posture indicates how confident s/he feels in their own
abilities as a teacher. A strong stance, shoulders back, and eye contact are
important in communicating teacher’s confidence.

e Self-care. Physical, mental, and emotional health are all important factors for
nurturing positive and confident teachers. Getting enough sleep, exercising,
eating nutritious meals, and finding healthy ways to deal with stress, are ar-
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eas of self-care that will support a teacher’s health and well-being. Teachers
are taking wonderful care of students, so it's critical to also take great care
of the self.

Being a dedicated teacher means going through a lifelong learning process.
So, a teacher who has a clear sense of improvement and progress should
consider continuous learning a priority. In order to maintain and improve ef-
ficiency, teachers should keep themselves up-to-date regarding instructional
methods, educational technology, the curriculum, etc.

Furthermore, another powerful reason for never stopping learning is to avoid
burnout and demotivation. Undoubtedly, going the extra mile to keep teach-
ing practices fresh and engaging helps foster a successful learning environ-
ment.

A teacher’s leadership experience includes her/his personality, the school en-
vironment, and the students. In the leadership experience of the teacher with-
in the school environment, the personal and professional teacher’s ‘I is impor-
tant, as s/he is able to adapt to the school environment, understanding the
organisational climate and culture of school, paying essential attention to the
students’ learning, giving opportunities for them to express themselves crea-
tively and maintaining their dignity. A teacher’s professionalism in leadership
experience means professional positivity, personal and professional growth,
constant reflection on professional limitations and opportunities, pedagogi-
cal talent in shaping creative tasks for students, professional contribution to
students’ meaningful learning and taking responsibility for students’ learning
results.
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2 Teacher Personal Leadership While
Cooperating With The School Community

Teacher personal leadership is about taking charge of your own life and re-
sponsibilities. Part of growing as a leader is to be always ready to expand a
teacher’s capacities and strengths. It is also about having the courage to speak
up even when a teacher is not sure of her/himself. Teacher leaders need to
take the courage to push themselves forward and to argue for their point of
view. Effective teacher leaders also take the courage to ask for support and
make the effort to be well-prepared when facing big challenges. Help-seeking
is an act of courage, and it provides others with the joy of knowing that fellow
teachers have contributed (Katzenbach & Smith, 1993).

Teacher personal leadership addresses the leader’s technical, psychological
and moral development, and its impact on his or her leadership presence, skill
and behaviour. It is, essentially, the key to making the theory of the two outer
behavioural levels practical. Personal leadership is the answer to the inner
development of a person’s leadership (Collins, 2001).

The first element, technical knowhow and skill, is about knowing one’s tech-
nical weaknesses and taking action to update one’s knowledge and skills.
Scouller (2011) suggested that there are three areas of know-how that all
teachers leaders should learn: time management, individual psychology and
group psychology. The six sets of skills that underlie the teacher’s leadership
behaviours: group problem-solving and planning; group decision-making;
interpersonal ability, which has a strong overlap with emotional intelligence;
managing group process; assertiveness; and goal-setting.

The second element, attitude toward others, is about developing the right atti-
tude toward colleagues in order to maintain the teacher leader’s relationships
throughout the group’s journey to its shared vision or goal. The right attitude is
to believe that school community members are as important as oneself, and to
see leadership as an act of service (Scouller, 2011). Although there is a moral
aspect to this and a practical side - for a teacher leader’s attitude and be-
haviour toward school community members will largely influence how much
they respect and trust that person and want to work with her/him. The five
parts of the right attitude toward others are the following: interdependence,
appreciation, caring, service, and balance. The two keys to developing these
five aspects are to ensure that:
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e There is a demanding, distinctive, shared vision that everyone in the school
community cares about and wants to achieve.

e The teacher leader works on self-mastery to reduce self-esteem issues that
make it hard to connect with, appreciate and adopt an attitude of service
towards school community members.

Hence, the third element of teacher personal leadership is self-mastery. It em-
phasises self-awareness and flexible command of one’s mind, which allows
the teacher leader to let go of previously unconscious limiting beliefs and their
associated defensive habits. It also enables teacher leaders to connect more
strongly with their values, let their leadership presence flow, and act authenti-
cally in serving those they lead.

Characteristics of teacher personal leadership (Rizvi, 2022):

e Teacher personal leadership is typically neither formal nor structured.

e Teachers as personal leaders often do not have designated roles, responsi-
bilities or clearly defined roles within an organisation, and typically they do
not have a lot of authority. This means that they cannot make decisions that
bind other community members within the school.

e Teachers as personal leaders are not held to stringent accountability stand-
ards within the school; they have more credibility with their followers who
trust and respect the teacher.

e Teachers as personal leaders are connected to followers (students, fellow
teachers, other school community members). Teachers build trust and rap-
port with their followers, which can ultimately make it easier for them to get
things done.

e Teachers as personal leaders do not care about their entitlement. This is
because they do not view themselves as being above the people they are
supposed to work with. As a result, teachers are more likely listen to feed-
back or criticism from their followers, and act in a collaborative manner. This
attract followers and make it easier for the teacher to achieve goals.

o Teacher personal leadership is not dependent on a specific job or title within
the school. This means that anyone can be a personal leader, regardless of
their position at school.

e Personal leadership focuses on developing relationships and building trust,
rather than relying on formal authority. This can lead to overall better per-
formance and requires ongoing learning and development, which can help
school community members continuously improve their skills.

Teachers implement personal leadership in collaboration with the school com-

munity, create a learning community with students in the classroom, experi-
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ence support from fellow teachers, and are supported by the school admin-
istration.

Cooperation with the school community

A community can be described as the capacity for two or more people to in-
teract and exchange ideas and assistance with a common purpose. It can be a
geographical location, a school, a work environment, a religious congregation,
or a neighbourhood. Additionally, it is a group of people who have a common
purpose and a common language in which to discuss that purpose. The school
community definition is a group of people with a mutual interest in creating
an environment that encourages learning (Comer et al,, 2004). Therefore, it
is called a school community because of the shared interest in facilitating
learning activities and all the factors that make it effective, including the staff’s
well-being. The purpose of a school community is to enhance engagement
between the various stakeholders, including school administration, parents or
guardians, the community, and the students, to empower the students to learn
better. The connection between the various entities enhances the learning
and teaching outcomes (Comer, 2020).

Teachers are involved in the self-government of the school and are active in it;
for example, they propose ideas and seek their implementation in cooperation
with the school community:

We have created a gymnasium council, which includes teachers, parents and senior high
school students themselves. | had to work with the municipality. | already felt that | can
actually ignite, help, feed ideas and their own fed ideas to help implement. R22

For teachers, engaging with the school community is a hands-on learning of
democratic principles:

There were thirteen groups in the kindergarten, and the teachers were even more than
thirteen, because there are always two of them in each group, they work, it is necessary
to agree, to agree, to accept other people’s opinions, to offer their own. R24

School community relations are essential to academic success. Forming strong

school communities is vital for students of all ages. The following shows the

importance of school communities (Howard et al., 2021; Halliday et al., 2020):

e It helps in creating student-based beneficial policies. The kind of policies in
schools determines the institution’s success level. When various stakehold-
ers work together, they complement each other and generate practical and
relevant policies for students.
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e It promotes healthy connections and relationships among students, parents, and
staff members. This leads to functional support systems that encourage stu-
dents’ creativity, problem-solving, and innovation. Community partnership
schools involve more than the administration and teachers in the students’
journeys, making them more effective.

e It helps in understanding the unique needs of their students. It takes parents’
active involvement and quality community relationships to enhance the
teacher-student relationship. Teachers can understand students better when
working with their caregivers, especially students with unique needs.

e It creates a safe environment for learning. School communities are an oppor-
tunity for leaders to create an environment where learning happens. This
can be done by creating a welcoming, open, and safe learning environment
for students, staff, and parents.

School communities are places where students feel safe and supported and
know they can take risks and still feel safe, even in dangerous situations.
School communities have high levels of engagement among students, where
students know where they can go for help when they need it. They also know
they have a friend in the office when they have a problem.

Watkins (2005b) concurs that classrooms cannot operate as islands, as they
are mainly influenced by the culture of the school. He argues that schools as
communities provide a context for us to focus on classrooms, and that some
schools function more than others as communities. The more schools function
as communities, the greater the improvement in the way both learners and
teachers perform their respective tasks and responsibilities. If the school cul-
ture is collaborative, supportive, caring and accommodating, this is likely to
filter down to the classroom.

Schools that offer leadership opportunities for teachers appear likely to im-
prove not just instructional quality but retention of their most effective teach-
ers - a matter of particular importance for high-needs schools that tend to
struggle with recruitment and retention (Goddard et al,, 2000).

Peer support among teachers

Schools staffed by credentialed and experienced teachers who work together
over an extended time generate the largest student achievement gains. Stu-
dents of less-experienced teachers who had access to the most accomplished
colleagues made the very greatest achievement growth gains (Jackson &
Bruegmann, 2009).
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Teacher collaboration provides fellow teachers opportunities to meet, share
insights, create cohesive plans, and work together effectively. Some of the
primary purposes of collaboration are (Graham, 2007):

e Identifying educational practices that consistently help students of all abili-
ties across classrooms and content areas.

e Providing a safe environment in which teachers and students build healthy
relationships and develop a common understanding and vocabulary for ex-
pectations and school culture.

e Sharing responsibility for student success.

e Ensuring that all voices are heard and respected in professional settings,
meetings, and the classroom.

For teachers, peer support is important when they propose new ideas:

If you have the support of the department, we can do some kind of project and here with
the arrival of new young and enterprising teachers, we have also done competitions for
excellence. R31

Peer support is effective when teachers’ experiences are shared:

Distance education is actually taking place and we need materials that are not text-
books. Now they've gone to distance learning for you without textbooks, so what? I'm
scanning those pages. | share with a colleague. And sharing, so that we all work equally,
where we discover something, we share it and in this way <...> of our technologies in that
group as much as possible, | share information with those around me. R7

The question is whether teachers have time to lead or learn from their peers,
either informally or through structured professional development experiences.
They do not, limiting the cultivation of teacher leaders who can spread their
expertise to their colleagues (Smylie, 2001).

The mutual support of teachers is experienced when they talk about various
topics, are empathetic to each other, turn to each other for advice:

Colleagues sometimes come to consult, to talk, and to comfort each other, in other words,
there are all kinds of things here. Even though | came there, everyone else was those
who have worked before, but now | see that there are already many people who turn to
me for some kind of advice or something else. This is what leadership would be like. R7

Historically, teachers who have sought innovative or leadership roles with-
in the teaching profession have been limited by occupational norms (Little,
1982) and organisational structures in their schools (Bryk et al., 1999). While
instructional leadership roles for teachers have increased of late, the pressure
in school cultures for teachers to retain strictly egalitarian working relation-
ships, as well as resistance from administrators, limit the potential of teacher
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leaders’ influence on peers (Humphrey et al., 2005; Donaldson et al.,, 2008).
Teacher leadership can be problematic - especially in the context of peer re-
view when teachers give critical and high-stakes feedback to their colleagues
(Lord et al., 2008; Stoelinga, 2008).

Learning communion of teachers and students in the
classroom

In schools, there are always selfless teachers who support students at all costs.
Trusted by students and staff alike, these teachers are known to make decisions
based on students’ needs. Their dedication to improve students’ academic and
social experiences is proven by their willingness to dedicate lunchtimes and
after-school hours with students to grow their activities and programmes (Bu-
chanan & Huczynski, 1997).

Classrooms are sites in which learning takes place through interactions with
others, and learners are given opportunities to construct knowledge and to
acquire skills, values and attitudes. Classrooms in which learners and teachers
learn together and contribute to knowledge construction are called ‘learning
communities’ Learning communities as an area of study have been under-re-
searched, despite the fact that there is a body of research that indicates that
learning is a collaborative activity rather than an individual exercise, which
brings with it significant benefits (Maphalala, 2017).

Learning communion is the continuous process of both sides - teacher and
students in a classroom. And the result is a learning community. This is an ed-
ucational context in which students and teachers support one another and are
open with one another during discussions about feelings and opinions related
to various ethical issues, situations, and challenges. In a learning community
students must be willing to confront or compare different opinions, responses,
insights, and experiences (Scardamalia, 2002).

Watkins (2005a) identifies characteristics of a community: agency, belonging,
cohesion and diversity. He argues that these are necessary ingredients for a
community to flourish and grow:

e Agency refers to the belief by all members of the community that they can
achieve their common goals through working together. In the classroom,
learners need to have a strong belief in their collective ability to contribute
to the learning environment.

e Belonging refers to the extent to which members of the community or
learners in the context of the classroom feel respected, accepted, included
and supported.
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e Cohesion is the ability of the group to work in unity and the extent to which
members are loyal and committed to achieving mutual goals.

e Diversity deals with embracing individual differences such as their beliefs,
religions, and cultures.

The driving principle behind the ‘classrooms as learning communities’ ap-
proach is to promote construction of knowledge as a collective community
responsibility in which individual learners benefit. This is in direct contrast
to the traditional approach to education in which learning was perceived as
an individual activity where knowledge is transmitted by the teacher and
through textbooks (Maphalala, 2017).

According to social constructivist theory, learners learn best through a knowl-
edge construction process which takes place through social interaction, and
not only by assimilating what is taught by the teachers. Bielaczyc and Col-
lins (2013) argue that for individuals to learn how to construct knowledge, it
is necessary that the process is modelled and supported in the surrounding
community. This is what occurs in a learning community. For the spirit of a
learning community to thrive in the classroom, teachers need to create an
environment that is physically and emotionally safe for learners to be willing
to take risks to learn, and be willing to experiment and try new things.

The teacher implements personal leadership in the classroom, when s/he
works together with the students to achieve the best result, sees the efforts,
ambitions and learning needs of each student. Then the teacher succeeds in
being the guiding leader of the students’ learning through teaching:

All the time | try to establish the kind of balance between what the students know and
what they want to be able to do, what they want to do, the final result. There are students
who have ambitions in the subjects | teach and have a clear vision of what skills they
want to acquire. Well, let’s solve that question together. I still try to include those needs
in the learning content. R1

The learning activities in the classroom should be designed in such a way
that learners can support one another’s learning endeavours and encourage
ways in which they can work together on their own to solve problems. In this
step, learners learn to work effectively with others and generalise those skills
to situations outside the classroom. It is within the concept of constructivism
that practitioners engage in problem solving, making requests for information,
seeking the experience of others, reusing assets, developing coordination and
synergy, discussing developments, visiting other members, mapping knowl-
edge and identifying gaps (Lave & Wenger-Treyner, 1998).

A teacher experiences leadership through learning communion with students
when s/he is able to work with students in the classroom by including them,
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without overshadowing them, but at the same time realising that the teacher
is a leading professional in the classroom:

In the classroom it is already clear that you are the leader, the one who leads the lesson. It
is also very important not to overwhelm the student. It often happens that | have to stop
myself, because as students say that we learn to speak for three years and then stay silent
for the rest of our lives, so | can hear what the student is thinking about. R24

The proof of the professionalism of the teacher’s influence on the students’
learning is the teaching methods that are effective for students:

I actually teach how to play the cello, then I'm not only interested in presenting <...> now
perhaps such times have come, when it is necessary to prove to children that the flute
is an instrument just like any other. That's exactly where those musical instruments are
that I can take to any place, for example, to an exhibition, to a concert, to a community
celebration. Again, if students want to show up with that song, if they want to play, it
shows that they trust me, that | am a leader. R24

Teachers have to make a conscious decision to create learning communities
out of the classrooms. A learning community does not just happen; it is creat-
ed intentionally at school. Various approaches can be adopted by the schools
to create such an environment by establishing core values which serve to
foster and sustain the community-based practices and activities. These val-
ues should be consistently communicated to all the stakeholders in events, at
meetings, at home and through newsletters (Maphalala, 2017). So it is impor-
tant for students when teachers give them reinforcement and motivate them
to achieve the best during learning:

| believe that a teacher is the one, a professional in his field, who creates a favourable
environment for students to learn. Personal leadership experience, this is what | always
tried to encourage students to achieve more than they can because sometimes it is very
difficult to motivate them. Leading by example is not easy either. R23

A sense of community can be established in a classroom environment that
promotes collectivism rather than individualism. The sense of community is
achieved through sharing a common goal, active participation, collaboration
and constructive dialogue in the classroom. The sense of membership within
a learning community is key in ensuring success, which is attained by linking
membership to the wider community. Watkins (2005b) identifies ‘belonging’
as one of the characteristics of a community. Belonging refers to the extent to
which members of the learning community, or learners in the context of the
classroom, feel respected, accepted, included and supported.
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Support of the school administration for the implementation of
teacher personal leadership

School administration can play an important role in promoting teacher per-
sonal leadership by delegating authority and empowering teachers in ways
that allow them influence in key organisational decisions and processes. How-
ever, it is unclear whether instruction and student learning are enhanced by
promoting teacher influence in all aspects of school, or whether it is better for
principals to directly work on certain processes while delegating influence on
others.

Teachers recognise their personal leadership through students’ attentiveness
and critical reflections:

For me it was when | really saw that the students heard me, that they listened to me
attentively. For me personally, leadership at school is more about working with myself
and being able to accept situations, reflect and draw certain conclusions for myself. |
don't know if | answered. R23

School administration support refers to meeting the needs of employees to
increase their performance levels, the supportive activities that will make em-
ployees feel that they are a valuable asset and increase their quality of work
life and the positive relationship between administrators and employees. The
main elements of this type of support are respect, trust and the administrator’s
desire and efforts to help employees (Gagnon & Michael, 2004). Perceived
administrative support is teachers’ beliefs about being cared for and valued
for their contributions to the school by administration. School administration
support provided to teachers in schools includes professional, personal, ed-
ucational and environmental support, time and resources. The attitudes and
behaviours that constitute school administration support consist of appraisal
of teachers’ efforts and the degree of this appraisal and placing emphasis
on teachers’ personal and professional development (Ertiirk, 2021). Policies
and practices adopted by school administration may communicate distrust of
teachers’ professional leadership, and prevent teachers from searching for and
developing and using the approaches their students need (Berry et al.,, 2009).
The moral and social support of the school administration is important for the
realisation of the teacher’s personal leadership:

A lot of support is felt from the administration. For such people, since there are certainly
active people, such, let’s say, leaders in school or not. I think it makes me much more
productive. And this is how new ideas are born, so that learning takes place throughout
the life. R6
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Teachers satisfied with their jobs do not tend to be absent from work, do not
intend to quit work and ask for less sick leave. Therefore, teachers participate
in work voluntarily in the schools where job satisfaction is achieved. At the
same time, decreased productivity, discipline and other school problems are
commonly experienced in school where job satisfaction is not achieved. Job
satisfaction is experienced when the benefits of the job match teachers’ ex-
pectations. Job satisfaction is not possible unless the needs of the teachers are
met. The factors affecting job satisfaction are the job itself, wages, promotion
opportunities, administrative style, co-worker relations and working condi-
tions. When job satisfaction increases, teacher performance and job quality
increase in school; but job dissatisfaction results in tardiness, absenteeism and
decreased school commitment. A high level of job satisfaction and receiv-
ing support from their principals will contribute to teachers’ happiness and
achievement, because they will enjoy their work and feel committed to the
school. All these positive factors will contribute to high subjective well-being
levels in teachers (Kalkan et al., 2020) and possibilities for their personal lead-
ership.

Teachers have opportunities to realise personal leadership in school not only
in activities related to teaching, but also through organising school events,
representing the school and implementing research activities:

These were all activities for students, and | took them on very willingly. How attractive
and inclusive | am to students? This gave me the opportunities to grow. R19

Everyone needs to take responsibility for organising activities at school. If some idea or
another is born, we organise a lot of events. We generate, offer ideas, because as a teach-
er | propose an idea, then | realise, implement it and that idea is accepted and supported.
I am building a team to implement the idea. R8

I need to gather a certain group of people, invite, organise for students’ activities. R19
Proposal for research implementation. Until now the school did not conduct such re-

search. After consulting with the school administration, my colleagues and | made the
decision that it might be worth to try. R20

School administration makes it clear that they are available to provide support.
One way to do so is by having an open-door policy. It is important for the
school administration to be as approachable and friendly as possible. Taking
time to be available for the teachers and listening to them helps make them
feel comfortable and valued.

Enhancing teacher personal leadership can help schools to reach the follow-
ing goals (Key Issue: Enhancing Teacher Leadership, 2007):

e Improve teacher quality. Teacher expertise is at the foundation of increasing
teacher quality and advancements in teaching and learning. This exper-
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tise becomes more widely available when accomplished teachers model
instructional practices, encourage sharing of best practices, mentor new
teachers, and collaborate with teaching colleagues. Teacher leadership
expertise about teaching and learning is needed to lead instructional im-
provement and increase teacher quality. One way the school administration
can improve teacher quality is to support staff development needs. Teacher
leaders can help principals support professional development by identify-
ing teacher development needs, offering professional learning experience,
developing and delivering opportunities, and evaluating the outcomes of
staff development.

Improve student learning. The improvement of student learning requires
every leader in the school to focus on that outcome. Instructional teach-
er leadership positions have been created to increase students’ academic
achievement by first improving teachers’ instruction. Teachers who model
learning for students can help to create a community of learning. Teacher
leadership leads to teacher growth and learning; when teachers learn, their
students learn. Effective and efficient collaborative decision-making pro-
cesses need to be in place to tap and infuse this expertise across the faculty.

Ensure that education reform efforts work. The influence of teacher leadership
is important to education reform. Teacher leaders can help guide fellow
teachers as well as the school at large toward higher standards of achieve-
ment and individual responsibility for school reform. The emphasis on edu-
cational improvement at all grade levels must be provided on further incen-
tive for teachers to be involved in teacher leadership. In order to implement
curricular and instructional reforms at the classroom level, a commitment
from the teachers who lead at that level is essential. Reform possibilities
reside in the hands of teachers; they are on the front line and know the
classroom issues, the culture of the school, and the types of support they
need to do their jobs.

Recruit, retain, motivate, and reward accomplished teachers. One major rea-
son for the new interest in teacher leadership is the desire to recruit, retain,
motivate, and reward accomplished teachers. Acknowledging their exper-
tise and contributions and providing opportunities for growth and influence
can support these objectives. Teachers want to work in schools that are
designed for them to be successful and in which they have influence on
key decisions that affect instruction and student success. Teachers find op-
portunities for continuous learning as they expand the ways in which they
contribute throughout their careers. Teachers who lead help to shape their
own schools and, thereby, their own destinies as educators.
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e Provide opportunities for professional growth. A clear effect of teacher leader-
ship is the growth and learning for the teachers themselves. When teachers
actively pursue leadership opportunities, their lives are enriched and en-
ergised, and their knowledge and skills in teaching increase dramatically,
leading to increased confidence and a stronger commitment to teaching.
Professional growth also occurs as the result of collaboration with peers,
assisting other teachers, working with administrators, and being exposed to
new ideas. In fact, studies show that leading and learning are interrelated,
that teacher leaders grow in their understandings of instructional, profes-
sional, and organisational practice as they lead.

e Extend school administration capacity. Teacher leadership provides the ad-
ditional person power needed to run the organisational operations of the
school, which are too complex for principals to run alone. Indeed, teacher
leaders are a source of reliable, useful, and professional help for the prin-
cipal. When teachers lead, school administration extends its own capacity.

e Create a democratic school environment. When teacher leaders take on im-
portant school-wide responsibilities and are centrally involved in school
decision making, they are able to transform their school into a democracy.
Students benefit from observing and experiencing democratic, participatory
forms of government. They also benefit from higher teacher morale because
their teachers are involved in democratic decision making and school lead-
ership.
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3 Teacher Leadership Within The School
Community

The word ‘community’ gives rise to thoughts of mutuality and trust, and is
an assemblage of the people intimately attached to a school - its teachers,
administrators, students and the student’s parents. School communities need
strong leadership and broad participation. Leadership is emerging from dy-
adic partnerships that begin at the centre - between principals and teachers
- and grow concentrically to include parents and even local business (Tugend,
2022). Three constructs are involved: i) the school as community; ii) the school
in the community; and iii) the school and the community (Redding, 1991).
Uniting the ethnically and linguistically diverse families in the school is ex-
ample of the school as a community. The school itself is a community of its
members - teachers, administrators, staff, students and parents or families of
students. The school could be seen within the context of a wider community.
Thus, first of all, collaboration among the professional employees of the school
- principals and teachers, should be encouraged. This collaboration can reach
outside, to the community at large, to include students’ families and local
businesses. Hence, this is an example of the school within the community
(Xiong et al., 2023).

When the school and community are seen as separate entities, it means that
the school in terms of its relationship to the community is something apart
from the community. The school exists within a mosaic of overlapping com-
munities and is itself capable of functioning as a community. A community is a
group of people associated with one another who share common values. Ge-
ography does not make community, nor does membership, nor casual affilia-
tion. When the school functions as a community, rather than in a community,
its constituents (students, their parents, teachers, staff) associate with one an-
other, and share common values about the education of students. Members of
the school community assume responsibility for one another (Redding, 1991).
Students become our students, and their parents are not external agents but
full partners in the education of their children and of each other’s children.
Teachers are not isolated pedagogical practitioners , but professionals inte-
grated with the network of community and buoyed by common purpose.
Interactions, relationship and communication of community members and
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common values are the defining criteria of the school community, and they
are the instruments of community building (Tugend, 2022).

Teacher leadership is the process by which teachers, individually or collective-
ly, influence their colleagues, principals and other members of the school com-
munities to improve teaching and learning practices with the aim of increased
student learning and achievement. Throughout their careers, most teachers
maintain many leadership roles (Ackerman & Mackenzie, 2006). Some are
among students, while others influence fellow teachers and the community. In
recent years, though, teacher leadership has become a more distinct role that
educators must fill (Ackerman et al,, 2011).

Teacher leaders step outside the classroom to bring their expertise to a larger
platform, influencing educational culture, practice and growth in their com-
munities. They may help other teachers improve their ability to instruct stu-
dents, or they may lead teams to better meet the needs of the students, school
and community (Donaldson, 2006). Some focus much of their time on helping
parents work better with their children, while others push for reform through
political means. In short, the list of responsibilities teacher leaders take on is
seemingly endless (Donaldson et al., 2008).

Fairman and Mackenzie's model of teacher leadership (2012) describes the
different ways in which teachers engage in leadership activity. From this work
came the spheres of the teacher leadership action for learning model, show-
ing how and where teachers, individually and collectively, influence others to
improve teaching and learning. The spheres are:

e individual teachers engage in learning about their own practice,

e individual teachers experiment and reflect,

e teachers share their ideas with other teachers,

e teachers collaborate and reflect together on collective work,

e teachers interact in groups,

e teachers question and advocate, building support and organisational ca-
pacity,

e teachers engage in collective school-wide improvement,

e teachers engage with the wider school community and parents,

e teachers share work outside of school/professional organisations.

When considering their leadership in the school community, the teachers who
participated in the study mention interactions with the school community,
students, students’ parents, and fellow teachers. There was no mention of the
relationship with the school administration, or with organisations outside the
school.
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Teacher and school community

In this book, the term ‘teacher leader’ implies an active and responsible role
that exceeds the level of the individual teacher acting in his or her classroom,
adding activities related to influencing and inspiring colleagues and the
school as a whole. The identification of ‘leaders’ also implies the existence of
followers' (Fairman & Mackenzie, 2014) who are influenced or supported by
the ‘leaders’ The division into the roles of leaders and followers may be fixed
through formal leadership positions that are mandated or delegated to par-
ticular experienced or accomplished teachers (Frost & Durrant, 2003). How-
ever, the relationship between ‘leaders’ and ‘followers’ may also be dynamic
when each teacher is recognised as having the potential to exercise leadership
as part of his or her role, when leadership is shared and distributed between
all teaching staff, and when the roles of leader and follower may shift over
time (Gonzales, 2004).
Influence is a significant concept for teachers. Without it there would not be a
change. Teacher leadership influence is a key in organisations with shared or
distributed leadership process in place (Harris & Muijs, 2005). This influence
transpires as a result of a shift from individualism to professional community
at school (Heifetz & Linsky, 2004).
Teacher leadership is increasingly associated with the practice of educational
improvement (Katzenmeyer & Moller, 2009). Teacher leadership includes two
core functions: providing direction and exercising influence. These functions
are enacted within particular contexts and have the potential to generate or-
ganisational reform (Mackenzie et al.,, 2007) The concept of teacher leadership
implies that teachers hold a central position in the ways schools operate and in
the core functions of teaching and learning (MacBeath & Dempster, 2009). In
this way, teachers are given the power to help create a positive environment in
their schools. Thus, teacher empowerment through taking on leadership roles
becomes an important aspect of school climate (Mangin & Stoelinga, 2008).
The results of research show that the teacher’s leadership manifests itself in
the relationship with the school community by organising events and tar-
geted meetings, and by making daily efforts to create the strongest possible
connection with the school community and by being a leadership example
and thereby motivating the community -
e By organising events outside the school, representing the school in them,
and supporting traditions in which the school is seen as an important part
of the town community:

The town community or the township has several other communities and a school, our
gymnasium, also participates in such at community events. There is a town festival, and
various sports competitions are held during the Rasa festival in June, and then there are
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very beautiful traditions on September 1st, the last call and the centenary, and also grad-
uation celebrations. Then again parents, students, graduates, teachers come together,
then our elder and our respected pastor take part in the celebrations. Well, we unite the
whole community and we have really beautiful traditions, which we live by, which we
enjoy and we want to enjoy for a long time, but well, the number of those children is still
<...> little by little, decreasing. R28

e By organising targeted meetings for teachers at the school, the teacher sol-
ves various problems, discussing didactic issues:
We participate in community activities. We organise meetings of teachers of subjects
working in the classroom remotely, or via Zoom, and more meetings of teachers plus
parents also meet more. | noticed, because we find a convenient time when you can
connect. R24
We'll solve such issues in common, both student achievements and attendance problems,
as well as all kinds of extracurricular integrated activities. R31

e By making daily efforts to build a relationship with the school community:
But what I pay a lot of attention to is building relationships with the entire community,
and I think I'm quite good at building that relationship. | just kind of like doing it. It seems
to me that a very organic process is not artificial, not bureaucratic. It seems to me that
.. I'm not saying influence .. What kind of influence it is here? | can’t imagine how | can
evaluate my influence. I'm actually just saying I'm in constant communication, constant
relationship, constant communion. It's probably still some kind of influence. R34

e By motivating to achieve the set goals and being one of the examples in the
school community:
This is such a positivity, a ray of light, as s/he used. | hope that s/he had such an influence
not only on her/his colleagues, but also on students. This means that teacher has to work
for it, to have motivation and a goal, because when the teacher has a goal, s/he will
have both motivation and the desire to achieve that goal. R33

I think I do. | don't really feel like an invisible person in @ community. R19

Teacher and student

Danielson (2006) describes teacher leadership as using evidence and data in
decision making by recognising an opportunity and taking initiative; mobi-
lising people and resources around a common purpose; monitoring progress
and adjusting the approach as conditions change; sustaining the commitment
of others and predicting negativity, and contributing to a learning organisa-
tion. These aspects are evident in our research results, which provide evidence
in teacher leadership within the interaction of teacher and students in a class-
room.
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Teacher leadership focuses on improving learning and is based on the princi-
ples of professional collaboration, development, and growth. It is not a formal
role, responsibility or set of tasks. Rather, it is more a form of an agency that
teachers are empowered to lead improvement work which has direct influ-
ences on the quality of teaching and learning (Lazaro, 2011).

The vast majority of research conducted worldwide on the relationship be-
tween teacher leadership and students is focused only on student academ-
ic achievements. Teacher leadership has been shown to have a significant
impact on student learning. However, our research proves that before this
effect, it is necessary to prepare the ‘soil for the academic harvest”: the teach-
er, through his leadership, must form in the classroom a culture of dialogue,
communication, mutual respect, help and care, in which it is important to
share, talk, cooperate, ask, reflect, act together and to respect autonomous
authenticity and uniqueness.

In teacher-student interaction, teacher leadership means cooperation and
communication with students to create a culture of open, direct and respectful
communication in the classroom, supporting students’ initiatives and helping
them to solve social and psychological problems.

When the teacher is empathetic and helps the students to solve social-psy-
chological problems:

<..> situations happen with those students, don't you think that you go on an excursion
with a student and on the way we have to pick up another student, and you see that he
is waiting at the bus stop, and March a month, under a sweater, without a jacket. They
got on that bus and | said: ‘And you really got dressed?, ‘He’s fine, let’s go." Excursion
in Vilnius [capital city of Lithuania] - like that, but like that, you know, it's spring, and
then [ call my brother, who lives in Vilnius, and say: ‘listen, be good, you, bring your own
jacket, because | can't that day | learned to walk half-naked everywhere! That's when we
also borrowed a jacket. Well, there are all kinds of nuances when organising clothes for
a student who, well, her parents just threw her out of the house because she wanted to
be a girl and study in the eleventh grade. He says: ‘finish ten, that'’s all, and I'll go to our
farm to work.” Behold. It was such a sad story. You help those students as much as you
can. You see, really. So am | a serving teacher? <..> but here all teachers are probably,
because a teacher is, that helper of all, or not so much an intermediary between parents,
children sometimes, between knowledge or not, a carrier, a provider. It's probably all the
teachers we are serving. R1

The teacher-leader creates a culture of mutual respect with students in the
classroom:

I, for example, address students as "You'[formal], | do not address them otherwise. It's
always them, and sometimes they've been following me for more than a year, now it's
been several years, they say to me: ‘Why are you doing this?’' | don't address any student
as "You' [informal], but maybe we are already very, very close friends or something, but
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since then, my manner has always been like this, and the student too, everyone is wor-
thy of respect. That appeal obliges them a little, let’s say, because they feel that kind of
respect from my side, maybe there’s no way to behave differently and on the contrary,
well, it's a simple thing for me, but that’s how I'm used to it and | see that it works. It
somehow affects them and they sometimes say: ‘Why do you say that?’ | say: ‘Well, you
are worthy of respect. Everyone. Well, they get confused like that, because maybe they
don't hear it from others. R7

The teacher communicates with students to create a collaborative culture in
the classroom:

| think that somehow as a leader, | first of all aim to bring together a harmonious team
and create a direct communication and collaborative culture in my classroom. R20
Then it is natural that the teacher receives recognition and thanks from the students and
with the students for me, the best assessment from the students is that, let’s say, there
was already a quarantine last year and there were no final qualification exams. Only the
grades from the already collected grades were taken out - in that order. But the gradua-
tion ceremonies took place. and when the students went to those graduation ceremonies,
the group leaders, the whole team didn't go. It's like getting a message from the students,
like the teacher, will you be there? I'm writing that | didn’t plan, it's them, we, the teacher,
are waiting for you, we have a gift for you on the occasion of graduation. So I think those
things, well they make up for all those things that were bad during the school year. If one,
two, or three appear, that those who needed you, who appreciated you, then I think that
I have that influence on the students. R31

Here, teachers’ support of students’ initiatives is important:

I try to support that and any student’s smallest initiative, | encourage the idea to reveal
it and to improve it; every opportunity is given. R22

Teacher and students’ parents

The relationship between schools and parents has long been considered
beneficial to pupils, and especially important for improved social cohesion
in schools and the wider community (Rosenberg & Lopez, 2011; Rosenberg,
2012). Studies in the United States and in Europe have explored this issue from
different perspectives, addressing security (Adelman & Taylor, 2008), school
outcomes (Thurston, 2005), chronic absenteeism (Sheldon & Epstein, 2004),
homework (Harris et al,, 2009), and poverty (Ciuffatelli Parker et al., 2011).

Thorough exploration of the benefits related to the engagement of the parents
in formal education has shown that students whose families are engaged are
related to (Henderson & Mapp, 2002): earning higher grades and test scores
and enrolling in higher-level programs; being promoted, passing their class-
es, and earning credits; attending school regularly; having better social skills,
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showing improved behaviour, and adapting well to school; (5) graduating and
going on to post-secondary education.

Schools characterise family participation by the actions parents and oth-
er guardians take to engage in activities and behaviours, both at home and
school, which benefit the learning and development of their children (Semke
& Sheridan, 2012). Effective family participation (also referred to as family in-
volvement or engagement) includes a range of home-based and school-based
actions, such as parent responsiveness, wide use of language (the breadth of
vocabulary that parents use when speaking to their children), shared reading,
demonstrating a high value on education, attending parent-teacher confer-
ences, and volunteering (Carreon et al.,, 2005). Weiss et al. (2009) offer a more
comprehensive definition of family involvement, one which views participa-
tion as a co-constructed, shared responsibility between families and schools.
By this definition, family participation is not based solely on the behaviours
and actions of families in schools, it also includes the school’s expectations,
outreach, partnerships and interactions with families to benefit the learning
and development of students (Arce, 2019).

‘Parental involvement’ is a multidimensional concept (Grolnick & Pomerantz,
2022). Although there are different conceptualisations of parental involve-
ment, the definition proposed by Grolnick and Slowiaczek (1994) is widely
accepted. They define parental involvement as the family’s dedication of re-
sources to the student’s academic life in terms of time, money, and energy.
A more recent definition of parental involvement, according to Castro et al.
(2015), is the active participation of parents in all aspects of their student’s
social, emotional, and academic development. Parents are involved in their
student’s education in different ways. Barger et al. (2019) distinguish between
two broad forms of parental involvement: the school front and the home front.
School-based involvement comprises parents’ direct contact with the school
in the form of participation or governance. Home-based involvement takes
place at home and/or outside the school (Bolat, 2023).

Parental involvement not only affects school achievement, but also the emo-
tional and social development of children. For instance, according to a longi-
tudinal study by Hill et al. (2004), as parental involvement increases, behav-
ioural problems decrease. The significance of parental involvement has gained
even more prominence in the wake of the Covid-19 pandemic. Yu et al. (2022)
found that high parental involvement during the Covid-19 pandemic contrib-
uted positively to children’s learning. The most authoritative work on parental
involvement was carried out by Wilder (2014). It was a meta-analysis of six
previous meta-analysis studies. The result indicated that the relationship be-
tween parental involvement and academic achievement was positive. Overall,
the evidence suggests that there is strong support for parental involvement in
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terms of almost all child outcomes. Therefore, parental involvement needs to
be supported and enabled by teacher leadership and school administration
for student improvement.

School administration is not alone in promoting parental involvement: teach-
ers play a significant role as well (Yulianti et al.,, 2019). Teacher invitations have
been identified as powerful motivators for parents to be involved (Murray et
al,, 2015). In their study, Yulianti et al., (2022) compared the impact of transfor-
mational leadership and teacher invitation, finding that teacher invitation for
parental involvement had a positive effect, while transformational leadership
did not have an effect on parental involvement. This finding shows that while
transformational leadership is important, teacher leadership could be more
important in promoting parental involvement.

Teacher leadership is one of the important drivers for parental involvement
(Bolat, 2023). However, two perspectives affect teachers’ decision to exercise
leadership for parental improvement. Epstein and Becker (1982) have found
that some teachers have negative attitudes towards parental involvement and
some teachers have negative attitudes. In other words, some teachers see a
lot of advantages and some see potential problems in parental involvement
(Becker & Epstein, 1982). Bryan and Henry (2012) underlined the impor-
tance of exploring school members’ beliefs regarding parents. Henderson
et al. (2007) further suggested that holding positive beliefs about family en-
gagement is a starting place to working effectively with parents. Assumptions
about parents build the foundation of what will destroy or create an essen-
tial parent/teacher relationship (Basaraba, 2013). Therefore, it is important to
identify if teachers’” beliefs are helpful or harmful in developing relationships
with parents and families (Pushor & Amendt, 2018).

Teachers' leadership in the relationship with the students’ parents is imple-
mented by including them in extracurricular activities:

Parents have to come to the school again to talk, to prepare for the departure, to agree
on something else, how to creatively buy a waiting room for foreigners. R21

The teacher takes the lead in educating the students’ parents - by reading
targeted messages to the parents (For parents, there was a meeting here. | ver-
balised a message about being active, because | like when it's active learning. A
person learns through participation. R24), involving parents in the development
of the understanding of the meaning of learning through communication (/
work with those parents whose children | am a teacher of. It is difficult to work with
group leader because of students’ non-attendance, of irresponsibility. Students do
not join the lessons from home. | communicate and communicate with parents by
demonstrating that | would like them to be one team, that is the teacher, student
and parents. Helping the student to understand responsibilities. R31), involving
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parents in the control of their student’s class attendance (We discuss with par-
ents that the student will even write the following day on a piece of paper, what
the lessons are like, how to connect and parents say that they don't know because
there is a lack of information. In this way, the student compiles that information
for her/himself, what lessons s/he needs, how s/he can join them, and parents
get involved in that control and help. But it is not successful in all cases. We try a
little. R31).

Teachers believe that ethical behaviour, maintaining neutrality, in the relation-
ship with students’ parents should be an essential principle in their leadership
(It is not easy to find a relationship with parents. But somehow the parents of this
educational class are really, really so benevolent, understanding. In fact, somehow,
there are no such Well, I didn't run into any problems. Somehow, in a very good
way, those class hours and that those parents participate actively enough. Maybe
in the ninth, tenth, eleventh, maybe it will be less. R16).

The teacher’s leadership is an effort which is appreciated by the students’ par-
ents - the parents trust the teacher. The teacher provides feedback to students
by including parents in communication and creates a culture of mutual open-
ness and equal communication, e.g. by discussing the child’s learning progress
(Here is an open door, that’s what we call this event, when we were working, you
can already cut that one out, it means we worked live. The open day was organ-
ised by our school, it has been a tradition here for many years, when a subject
teacher sits in the classroom and parents come to her/him together and bring
those students and then we have a discussion about how much can the student
to learn, how much help s/he still needs, what is missing? By congratulating the
student for her/his achievements | tell them a little about where they still need to
improve. R22). Parents support the culture of communication and cooperation
created by the teacher, therefore they are proud of it, they share their experi-
ences with other parents they know outside the classroom and school, which
shows that they experience satisfaction with their children at school (Parents
share their experiences, how things are going, what experiences they have. R20).

Teacher and fellow teachers

Teacher leadership demands specific skills and knowledge related to building
trust with colleagues, understanding organisational context and dynamics,
managing change processes, supporting adult learning, designing curricula,
and participating in action research (Katzenmeyer & Moller, 2009). The no-
tion ‘fellow’ describes people who are in the same situation or people who
have something in common with. Building relationships with one’s colleagues
can provide advice, guidance or a ‘listening ear’ that truly understands.
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Teaching can be challenging and stressful. No one will understand a teacher’s
challenges, stresses, celebrations or emotions quite like another teacher will.
While it is true that other teachers will understand and can relate, it is impor-
tant to remember that negativity can and will spread like wildfire. Teachers
need to surround themselves with understanding and positive colleagues;
a well-intended collaboration can quickly turn into a gripe fest that leaves
everyone feeling gloomy if one does not proceed with caution (Lee, 2019).
The question of whether and how teachers in schools collaborate with each
other depends on various factors. This includes individual attributes of teach-
ers such as age (i.e. older teachers are found to collaborate to a lesser degree
than their younger colleagues), gender (i.e. female teachers are more likely
to collaborate than male teachers) and experience (i.e. teacher collaboration
is higher among novice teachers) (Schuster et al,, 2021). The degree of co-
hesion in teachers’ communities matters more than individual factors (Brid-
well-Mitchell & Cooc, 2016).

Collaboration among teachers has been a field of research for decades. Van-
grieken et al. (2015) classified different benefits of and constraints on teacher
collaboration, and summarised the strengths, depths and challenges of teach-
er collaboration. Teacher collaboration is a heterogeneous construct, ranging
from mere aggregates of individuals to strong team concentration including,
for example, shared goals and values.

Different meanings and understandings of teacher collaboration find their ex-
pression in various terms used to describe the phenomenon. The literature on
teacher collaboration draws on many different expressions, such as teacher
teams, co-teaching, professional (learning) communities, (teacher) learning
teams, or, more broadly, communities of practice (Kolleck, 2019). With the
aim to develop more conceptual clarity, scholars have started to distinguish
between different forms of teacher collaboration that arise. Little (1990) dis-
cerned four forms of collegial relationships among teachers: storytelling
and scanning for ideas; aid and assistance; sharing; and joint work. These
forms are situated along a continuum from independence to interdepend-
ence. Building on this research, Grasel et al. (2006) identified three forms of
teacher collaboration that can be located on the theoretical continuum by
Little (1990). They distinguished exchange, division of work/synchronisation,
and co-construction to describe how teachers collaborate with each other.
While exchange (e.g. exchanging classroom or test material) does not require
much time or effort, more intense forms of collaboration, such as an effective
synchronisation of team members or the mutual development of classroom
practices and standards for teaching, can be regarded as being more effortful
(Kolleck et al.,, 2021).
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Teacher collaboration is an intentional interaction between teachers who are
connected by a reference to common professional goals and tasks (Grasel et
al,, 2006). Teacher collaboration is communicative, requires trust, presupposes
a certain autonomy of the actors and needs to be committed to the norm of
reciprocity. These prerequisites apply to the forms of collaboration that re-
quire a high effort and intense work, as is the case when teachers engage in
co-constructive practices (Krammer et al, 2018). In its broadest sense, team-
or co-teaching, as it is often called in an international context, can be regarded
as an instructional model according to Johnson and Johnson’s cooperative
learning theory (2005), grounding it in social interdependence theory from
social psychology.

Self-efficacy and learning goal orientation are positively related to asking for
feedback (Runhaar et al, 2010). Teachers with a high sense of efficacy who
believe in their capabilities to achieve goals are more likely to engage in struc-
tured collaboration and improvement strategies (Thoonen et al., 2011).
Teachers in highly dense networks have more positive attitudes towards in-
clusion and implement more differentiated instruction (Sannen et al,, 2021).
Muckenthaler et al. (2020) revealed how teachers opt for forms of collabo-
ration that involve relatively little reduction in their own autonomy. Drossel
et al. (2019) substantiated that subjective values explain teachers’ motivation
to collaborate. The personal relevance of collaboration for teachers and their
subjective values relate to teachers’ perceptions of their principals as well as
their personal tendency to collaborate. Teachers’ ability to improve student
achievement appears to be significantly related to seeking advice (Wilhelm et
al, 2016). Formal subunits in schools can facilitate information-seeking con-
nections (Meredith et al,, 2017). Teachers’ self-efficacy and collective efficacy
are further positively related to extra-role behaviour; that is, behaviour that
exceeds the requirements of a teacher’s role to voluntarily support a team'’s or
a school’s goals (Somech & Drach-Zahavy, 2000).

Teacher collaboration is connected with teacher well-being and job satis-
faction concerning six areas: learning environment; appraisal and feedback;
teaching practices and classroom environment; development and support;
school leadership; and self-efficacy and job satisfaction (Kolleck et al., 2020).
The most influential organisational characteristics are collaboration among
staff, classroom atmosphere, feedback and assessment, and the climate of the
school (Yildirim, 2014).

The leadership of each teacher in the relationship with fellow teachers in the
school is relevant. This is confirmed by the teachers’ arguments:

The teacher’s leadership is necessary when initiating agreements with col-
leagues (I'm glad that they listen to me. It's kind of influence here. We made an
agreement in a friendly way. I'm just saying: 'You want it to end faster, then do
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it, think at home’ When we come to class, we all express thoughts, record our
thoughts and split up. R9), organising activities and involving fellow teachers in
school community activities (I should probably be self-critical about this. | try to
actively involve the school community [in] the activities we organise for them, for
example, such as events talking about students, class hours, or not, we don't learn
something there either. That’s what we try to do, to get together, so that we are
one community. R6) and sharing information and ideas (Direct communication
is difficult, but | and my colleagues strive. When | talk or share some informa-
tion, I ask and try to participate in a conversation. Concrete example - music,
because | myself teach music and the other teacher is a music teacher. | ask how
you work? What are you doing now? This kind of communication and sharing
experience, | just ask them to share, and at the same time | say: wow | have such
and such material. Here and there | found it. Maybe you would like it? | offer it
and then we share it and thus establish such a closer contact in communication
and cooperation in certain areas. R20). All this requires trust between teachers.
In the literature, different forms of trust are conceptualised. For instance, an
individual’s general tendency to trust others needs to be distinguished from
relational or interpersonal trust (Kolleck, 2019). The concept of trust develop-
ment relates to the processual nature of trusting. Trust is reviewed and best
confirmed in every new situation. Experience accumulates over time and is
translated into (experiential) knowledge, which in part leads to implicit expec-
tations (Basaraba, 2013). This reduces uncertainty in dealing with the other
person. Uncertainties arise where it is difficult to assess the behaviour of the
other person because they are unknown to the person trusting them. Howev-
er, if the behaviour of the other person seems calculable, this has a beneficial
effect on the development of trust (Muckenthaler et al.,, 2020). Scribner et al.
(2002) demonstrated that relationships between teachers and headteachers
based on trust positively influence the teachers’ shared commitment to the
school’s goals. Relationships of trust have a positive effect on teaching practice
(Thoonen et al,, 2011).

The teacher’s leadership in trust-based cooperation with fellow teachers is
relevant in a practical sense: when advising colleagues on the basics of vol-
unteering (I'm a teacher. Since I'm still one with information technology, | always
want to make work easier, not only for myself, but also for others. If | discover
something new, something that would make it easier to, for example, as with that
virtual learning environment. | say to all teachers: ‘Why are you afraid?’ People
usually do not use, do not want to apply, are hostile to those innovations that they
have not seen, they don't know how to manage them or not, they don't know
how to use them. This is why | now advise all teachers about the virtual learning
environment. R21), providing educational support to fellow teachers (I had a

82



Teacher Leadership Within The School Community

call I can't upload, | don't know why' The teacher explains why it is not possible to
upload the material prepared by her .. R11).

While the teacher spends the majority of the day in her/his own classroom, it
may become easy to feel alone and forget about the wealth of ideas, expertise
and years of experience that surround the teacher. A task that seems confus-
ing or even impossible has, more than likely, already been accomplished by
another teacher on his/her campus. It is important to find those teachers who
have expertise in something such as classroom management, guided reading,
maths talks, etc., and to seek their advice and ideas. Teachers need to remem-
ber to seek more than advice and ideas, to seek those relationships that can
take on the form of mentorship. Mentors not only provide guidance but also
help to find their own expertise, methods and voice (Lee, 2019).

Teachers’ leadership is manifested in mutual support and encouragement,
which means mentorship: My colleagues, when they see that | am doing some-
thing, moving and succeeding, now | already have that authority. | can see that
even if they used to listen sceptically or did not listen, now often listen to the
opinion. R31

It's the same with a learning environment. | say: ‘you teach that subject, don't you, for
one semester, the next .. you will teach the next semester, for another group, or not, that'’s
it exactly the same, it repeats itself. So you have that material, do you yourself remember
what and where you have it?’you will correct something and move forward. That's what
I say: 'It's nothing complicated.’ You are bowing your head here, everything is fine here,
but I understand that it is very difficult for you. Age and the use of those technologies are
not, not so acceptable for everyone. We did in-house training, and now teachers use it
and say, ‘oh, really, how convenient, and they can improve the same subject or different
material afterwards. Well, that's the way it is, you don't need to look for a new group
every time. Well, because there are all kinds of nuances, someone’s computer broke
down, they can't do it anymore, they don't have anything like they say, the textbooks
are out of date, and you can still adapt your material at any time. Well, you like that or
not, technologies the teacher’s job and makes it easier. And freed from that bureaucracy,
from that paperwork, which teachers here are really stuck with. R1.

Becoming a teacher gives her/him instant access to the special language
of educators. All teachers are fluent and are able to understand each other
through using cryptic codes, and can have entire conversations using acro-
nyms and facial expressions alone. All a fellow teacher needs to do is look at
you and they’ll just get it. Most teachers spend more time with our teacher
friends than we do with our actual families! Who else can share in our love
for inspiring the youth and leading them to the promised land of academ-
ic success? Ordinary people just won't understand (Taiwo, 2023). There are
many reasons to make connections between fellow teachers. Even with the
most difficult teachers, it can often be useful to have an ally. Discussion about
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students helps put together plans for the teacher/student interventions and
provides more support in a parent meeting. A connection with another fellow
teacher is ultimately helpful for not just the teacher, but for her/his students as
well. Building a connection between teachers never is negative - so teachers
need to do better at making those connections (Lee, 2019).

Support systems are important to our mental health. Finding others that un-
derstand our experiences is especially helpful. That's why other teachers can
be dependable sources of empathy, understanding and mutual self-care. Fun
conversations. Also find time to talk about things that are not work-related -
new recipes, hobbies, sports, exercise, a great book, music or shows you love
to binge watch. The list can be endless.

Teacher leadership in school is about creating and implementing new ideas, as
well as helping others to do so. Through collaboration, teachers can develop
a more comprehensive approach to teaching that involves the whole commu-
nity and allows for students’ needs to be met in local, socially-relevant ways.
When teachers have the space, time, and support necessary to improve their
practice, they are able to develop their own professional growth plans, instead
of having them dictated by someone else. This means that their vision of the
future of teaching and learning is their own, and they are able to implement
it on their own. If teachers have strong relationships with their colleagues
and feel supported by their administrators, it makes others more willing to
work with them as partners on a collaborative team and as equals in terms
of professional respect. This can lead to a culture that supports collaboration
and takes more ownership of the daily learning process in schools. Teachers
while having a much stronger role in the running of the school, they take more
ownership over student success - which can lead to better outcomes. When
teachers feel empowered, respected, and connected within their schools, they
are able to work together to get students where they need to be academically.
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4 Teacher Creative Leadership For
Development Of Student Creativity

Creativity has become a topic of increasing interest in the educational envi-
ronment. Developing creativity is increasingly seen as an educational necessi-
ty because it encourages the performance of individual students and influenc-
es their future success (Castillo-Vergara, 2018). Teacher creativity is related to
sensitivity to problems, flexibility in finding alternative solutions to problems,
fluency, and freedom in thinking and acting, originality and novelty, prepara-
tion and development, and redefinition (Utami, & Wenitra, 2014). The creati-
vity of teachers has begun to get a sharp spotlight because it is characterised
by the emergence of several phenomena in schools namely: teachers lack
enthusiasm in completing their tasks related to learning devices; there are still
teachers who do not have a good teaching programme; teacher’s creativity
in choosing learning strategies and methods; and there are still teachers who
prioritise their personal interests rather than carrying out their duties as a
teacher (Gusman, 2014).

To meet the demands of the 21st century classroom, teachers must adjust
their classroom pedagogy from the traditional model of delivery of content to
being a facilitator of discovery and inquiry-based learning that fosters greater
student engagement in content and promotes 21st century skills (Eduviews,
2008). The main goal of the educational transition is to prepare students for
their entry into a global society. While focusing on teaching the core content
subjects - maths, science, native language, social studies, and the arts, teach-
ers must design daily lessons that include greater opportunities for students
to practice and develop critical thinking, communication, collaboration, and
creativity skills. These skills are referred to as the ‘4Cs, or the super skills of the
21st century: using the 4Cs to engage students is imperative. As teachers pre-
pare students for this new global society, teaching the core content subjects
- maths, social studies, the arts - must be enhanced by incorporating critical
thinking, communication, collaboration, and creativity (Partnership for 21st
Century Learning, 2008 a, b; 2014; 2015).

There are four types of creativity (Unleashing Creativity, 2023):

e Exploratory creativity involves exploring new ideas, concepts, or domains
taking risks and trying new things and may involve experimentation and
novelty-seeking.
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e Transformative creativity includes taking existing ideas or concepts and re-
shaping them in new and innovative ways, finding new connections or as-
sociations between things that were previously thought to be unrelated.

e Adaptive creativity incorporates adapting existing ideas or concepts to fit
new situations or contexts, finding creative solutions to problems or chal-
lenges.

e Social creativity involves collaboration and co-creation with others, finding
creative ways to work with and inspire others to achieve a common goal.

A creative mindset is an open one, that effectively creates meaningful and
effective ideas and solutions. When teachers adopt this mindset, they encour-
age problem-solving for student teams, opening up opportunities for teaching
and learning effectiveness and meaningfulness, and new uncharted areas.
When teachers innovate, they break the status quo to create teaching and
learning methods that differentiate them from others with a competitive edge.
They build a culture of innovation by inspiring students and fellow teachers to
exhibit their creativity collectively (Lum, 2022).

Creative leadership is a philosophy and an act: it develops and realises in-
novative ideas through the shared ambition of improving the world through
enterprise formation. Those who employ creative leadership do so by forging
an environment that promotes creativity, innovation, and mission-driven en-
trepreneurship. Creative leadership as a philosophy embraces change as a giv-
en, while seeking opportunity everywhere. It envisages desirable futures and
unleashes the courage, collaboration, and creativity of contributors. Through
a generous, inclusive purpose deeply rooted in pragmatic idealism and empa-
thy, it gives rise to a transcendent consciousness that goes beyond individual
gratification. Creative leadership as an act builds on those desirable futures
through scalable schools derived from innovative strategies. Creativity, criti-
cal analysis, experimentation, big vision, collaboration, bold action, calculated
risk-taking, agility, and hard work all drive participative value and serve the
triple bottom line (planet, people, profit) (Van Dijk et al., 2023).

Teacher creative leadership is a style of leadership based upon the concept
of working cooperatively to develop innovative ideas (Mumford et al.,, 2002).
Those teachers who employ creative leadership tend to do so by creating con-
ditions which promote creativity. Creating such conditions, which are some-
times called supportive contributions (Mainemelis et al., 2015), are described
as psychological, material, and/or social supports that trigger, enable, and sus-
tain creative thinking in others (Mainemelis et al., 2015).
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Teacher creative leadership may be enacted differently depending on the con-
text:

e Facilitating. School administrations, which support teachers and students as
primary creators, influencing their creative contributions and shaping each
stage of the creative process. Creative teacher leaders lead in a way that
increases their likelihood of generating new ideas (Mumford et al., 2002).
Creative leaders foster students’ creativity and may take them through a
process that helps students generate new ideas, such as brainstorming (Ba-
sadur, 2004; Rickards & Moger, 2000). Those teachers who employ creative
leadership are involved in the entire creative process and shape a support-
ive climate for creativity (Mumford et al., 2002).

e Directing. Teachers who employ creative leadership are the primary crea-
tors, and their vision is enacted through contribution and collaboration from
others (Mainemelis et al., 2015). In directing, a teacher leader is integral to
the production of a creative concept, while the school supports its imple-
mentation. The degree to which teachers contribute creatively may depend
upon the situation. This can be compared to an orchestra conductor, who
provides a vision and direction for musicians who bring their own individ-
ual contributions (Hunt et al., 2004). A strong creative teacher leader may
inspire, elicit, and integrate high-quality contributions from her/his students
and fellow teachers (Mumford et al,, 2002).

e Integrating. There is a focus on the creative leader’s ability to integrate or
synthesise her/his novel ideas with various creative ideas from students
(Mainemelis et al., 2015). Compared to directing and facilitating contexts,
there is a greater balance between the ratio of teacher leader to follower
student creative contributions and supportive contributions. Each student
can receive credit for their distinct contribution, and successful leadership in
this context depends on the teacher leader’s ability to synthesise students’
creative inputs (Simonton, 2002).

Key characteristics that define the teacher as creative leader are the following

(Unleashing Creativity, 2023):

e Vision: teachers have a clear and compelling vision for the future of their stu-
dents or the school. They can communicate this vision in a way that inspires
and motivates others to follow them.

e Curiosity: teachers are constantly seeking out new information and experi-
ences. Teacher has a strong desire to learn and explore, which enables them
to come up with new and innovative ideas.

e Risk-taking: teachers understand that innovation often requires stepping
outside of one’s comfort zone and trying new approaches.
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e Collaboration: teachers can bring students and/or fellow teachers, and/or
school community together and foster a sense of collaboration and team-
work.

o Adaptability: teachers can adapt to changing circumstances and pivot when
necessary.

The links between teacher leadership and creativity are related to the impact
on students through teaching methods, reflecting and refining their own per-
sonal qualities. Teachers believe that their leadership and creativity are related
to working with students in the classroom. They emphasise that it is important
to integrate new information into the lesson topics (This is creativity, because
you are looking for some new forms. R17). Teachers associate the use of new
teaching methods that they invent themselves with creativity-based leader-
ship (... sometimes you do some kind of experiment and something happens
where it's unexpected for them. R34) and with the use of innovative teaching/
learning tools in classes (... there is such an inner desire to make something more
interesting, better, because in reality it is very difficult to please students; because
that beautiful textbook is no longer enough for them, which are now published,
compared to the black and white ones we learnt from; now they are in colour with
photos and all kinds of information. R27).

A creative teacher is not there just to pass on received information, but what
creative teachers also do is to mentor, stimulate, provoke, and engage stu-
dents’ passion, energies, and spirits that can help students to discover their
creative talents and develop the skills of their independent creative work as
a result (Robinson, 2011). Teachers’ creativity means that they are creative in
finding new and exciting ways of teaching to foster students’ creativity. There
are three related skills in creative teaching of a teacher including encouraging
students’ creativity, identifying students’ creativity and developing students’
creativity (Robinson, 2011; Desailly, 2015; Zhang et al., 2018).

As creative leader, the teacher’s pedagogical practice includes training her/
himself to acquire work skills and developing her/his methods by collecting
the largest amount of information about the progress of work and monitor-
ing successful models in her/his leadership. These are all considered ways
to develop the skills of leaders (Jumaa & Nouri, 2011). The skills of creative
leadership of a teacher include the sensitivity to problems: as a creative lead-
er is the most capable person in sensing problems and having the ability to
solve them; perseverance as a teacher as creative leader is persistent and able
to control her/his surroundings; initiative as teachers as creative leaders are
proactive and achieve a high level of performance, and organisations rely on
them to make the necessary change; and authenticity as a teacher through
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creative leadership has the ability to be free from everything traditional and
common (Sales & Bani, 2013).

Thus, ateacher’s creative leadership is inseparable from teaching performance,
which is considered an essential pillar in the educational processes within the
classroom. Teaching performance is the degree to which teachers implement
activities and processes that indicate their ability to practice educational skills
inside and outside the classroom (Burns & Sinfield, 2004). It includes many
complications due to the fact that teaching performance deals with students
of different backgrounds, and the desired aim is helping students to learn.
Teaching performance is one of the works which quality can be judged on the
basis of a teacher’s ability to manage it (Nassar, 2017).

Teaching performance is one of the topics that has occupied the minds of
social thinkers and writers. The teaching performance could be divided into
two parts: performance and teaching. Performance is the visible behaviour
that can be observed, appreciated, and evaluated (Asmaa, 2016). Teaching
is a set of activities with multiple aspects and dimensions (Bawashri, 2019).
It includes not only information, but also knowledge, emotions, and move-
ments that happen through presenting one’s experience and knowledge, ask-
ing questions, explanation, interpretation, listening, and discussion. Teaching
performance as a behaviour or effort made by a teacher to achieve the desired
goals according to a set of rules and laws, which regulate the process of plan-
ning, preparing, implementing teaching, and evaluating the performance of
learners and the consequent professional responsibilities (Makahleh, 2014).
The teaching performance of a school teacher is defined as the commitment
of a teacher to the requirements of her/his job and the tasks that are assigned,
such as working hours, teaching, guiding students academically and moral-
ly, supervising their learning and researching activities, and performing her/
his pedagogical duties, as well as following the school’s regulations (Asmaa,
2016).

Teaching performance is divided into several elements, including having
knowledge of the requirements of the job. It includes knowledge and techni-
cal skills about the job and related fields about the job (Al-Saaida, 2021). The
most important requirements include the following: being able to transform
the negativity, which is found in students, to positivity, and to cast a mistake
as a way to discover the right solution; having efficiency in the content of the
teaching subject(s) that are related to one’s specialism; respecting students
and guiding them academically; developing professional competence contin-
uously; and sharing best practices with professional community and publish-
ing practical-professional articles (Tollerud, 2011).

Teaching performance at school includes the following characteristics: it is a
purposeful, specialist, and professional activity. It is professionalised by offi-
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cially appointed persons (teachers) to achieve certain goals and requires them
to have teaching efficiencies, which are a set of knowledge, skills, and atti-
tudes that are necessary to be successful in teaching. In addition, it involves
mastering the courses skilfully, knowing the psychological characteristics of
students, knowing the ways of teaching, and mastering the skills of teaching.
Teaching is a basic, interrelated process involving planning, implementation,
and evaluation (Abdullah, 2013).

Thus, the teacher’s creative leadership demonstrates leadership’s respon-
siveness to changing circumstances by utilising the components of evolving
teaching performance, such as a teacher serving as a teaching/learning ar-
chitect, pedagogical architect and moral educator in a classroom. Practising
creative leadership in a classroom and the level of teaching performance of a
teacher are interrelated. This can be explained by the fact that creative lead-
ership and its effectiveness enhance teaching performance (Abdullah, 2013).
Teachers consider the development of students’ creativity as one of the goals
of teaching, which they promote by applying specific teaching methods and
being effective through:

Giving to the students tasks and the time to to create projects and present
them in a class -

Where is their creativity? Giving some project tasks to students. While they [make] pres-
entations, | observe those who work creative and those who don’t. Some students take
a simple template something to copy, paste, while others put in some videos, put in or
provide more information. R31

Students can manifest their creativity in various ways through project work. Perhaps
more creativity is needed when making a project, describing some topic. R31

Focusing students to work in groups or teams -

| divide students into groups and ask them to make a film, and transfer the whole film to
a piece of paper so that they could draw, express a film about the class. What genre of
film would it be? How do they imagine the class? What genre of film would it be? What
will be the main characters? etc. Well, it is so interesting, so much fun. Of course, it didn't
happen in one lesson. It's during those two hours of lessons. Then they introduced and |
was observing and listening. It was the cartoon with all those characters and there were
comedies. That's how they looked creatively there. R16

Forming practical tasks for students -

Students experienced lessons in a different way. In the school was a career day. The
students visited various institutions, companies, then they created projects, made huge
posters, presented them and hung them on the second floor of the school. R9
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Involving students in extracurricular activities -

There are extracurricular activities. For examples, it's English, we had a festival of songs
there. Students learn English songs, and again they have to look at it creatively, learn to
sing, present that song to the class. Already the creative work of the whole group and
extracurricular activities. R21

Applying innovative technology tools in the lessons and thereby attracting
students to learning -

The subject is computer graphics. We apply drawings then we learn new tools and im-
prove. Students have applied those drawings to furniture tapestries and carpets, walls,
and textures. They explained verbally what sensations the colour brings, they explained
why they chose that colour, what they composed, and when they listened to that music.
It’s interesting for them, but somehow it doesn’t work out so well with the little ones, but
with the bigger ones, who have a different perception. Here's the strength to listen to the
classics. R31

I think that especially now, when the situation in the world is like this, when most of the
teachers, including me, work very creatively, we really use a lot of ICT technologies and
we are forced to conduct those lessons as interesting as possible. R6

Integrating students’ experiences into the lessons and teaching the subject of
the lesson based on them -

Sometimes, someone comes either with their own thoughts, or because of their own
trouble, someone’s car didn't start, someone’s fluid leaks somewhere. You are creative
at lesson if you can apply some of students’ problems to the topic, and students are
interested, they listen more, and share their experiences. Me, as a teacher, as a specialist,
in this way | get to include students and move away from stereotypes, where | need to
plan everything. R31

Encouraging students’ imagination, regardless of the educational subject or
topic -

The lessons of my subject are often the last and the students come already tired and I'm
still with my drawing. There was one task, which we used it here before the quarantine
in a very successful way, that they just come to class, we talk about the current affairs
of the day, and after that, to switch to my subject, we listened to piece of classical music
with our eyes closed. And after that, they asked me, if they need to repeat another song,
depending on how long that piece is, and after that they have to draw me what they
imagine. R21.
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Though, to promote and nurture creativity, teacher leaders need to (Stoll &
Temperley, 2009; Lucas, 2021):

e Model creativity and take the risk. One of the most powerful ways teachers
can lead students’ learning and development is through modelling. Teach-
ers need to take risks experimenting with new ideas.

e Stimulate a sense of urgency. Learning occurs as a result of dissonance; when
new ideas or situations don't fit with current beliefs or ways of working.
When this dissonance becomes uncomfortable, it creates a sense of urgen-
cy that something needs to be done.

e Expose students to new thinking and experiences. Creativity is stimulated in an
environment full of new ideas and experiences. The more exposed students
are to ideas and others who think differently, and the more opportunities
they have to think through new ways of approaching learning.

e Self consciously relinquish control. Schools can feel like places of control
where teachers think they are being watched. This also relates to the issue
of trust and feeling valued.

e Provide time and space and facilitate the practicalities. Creative thinking is
facilitated by time and the mental space for ideas to evolve and be fleshed
out. Some pressure of time seemed to be important for creating the sense
of urgency which concentrates energy and effort. This may mean setting
deadlines. Through promoting individual and collaborative creative think-
ing and design, and creating opportunities for both individual thought and
for collaboration of teachers at school.

e Set high expectations about the degree of creativity. Promoting and valuing
innovation are critical to unlocking creative practice. Starting to think crea-
tively bred a desire for greater creativity. The mind shift often came from the
top of the school, where a passionate interest in how learning and teaching
could be different helped spawn a culture that expected people to think
differently about learning and teaching.

e Use failure as a learning opportunity. Teachers worry a great deal about what
they perceive as risks associated with experimenting with their practice.
These turn out to be low risks long term, for example, the students not
learning what they’re supposed to in one lesson.

e Keep referring back to core values. While the possibilities of creative thinking
and the inspiration it seems to provide teachers and students can be excit-
ing, staying close to core values appears to provide a bedrock for devel-
opment. Being clear and explicit about values and holding them in steady
state offered a context and stable point of reference for students and fellow
teachers.
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According to the teachers, there are two directions of the teacher’s leadership
based on creativity - one is directed at the students’ pursuit of good academic
results: If we talk about my personal creativity, it means that | never think that |
can do better, that | don't know yet, but it is like it is; nor better nor worse. (R17).
And the other is directed at oneself as continuous improvement: If you start
to think that I am perfect, then know that everything from that moment is a fork
in the road, life goes on, and you stay in that place, because you are perfect and
you no longer need to read or be interested, neither to learn something new nor to
change something. This thought from afar from myself. (R27).

Teachers associate their creativity in leadership with adaptability:

Adapting to the student’s learning abilities -

Creativity is one of the main parts of a teacher’s work, because sometimes you teach
those really boring and complicated things. And if you don’t know how to explain it in an
attractive way that the student can understand, taking into account the same knowledge
of the student, skills what is relevant to her/him at the moment and that learning content
should be relevant and update the content in such a way that the student gets excited so
that s/he wants to do it. (R33).

Adapting to the context and the situation in the classroom promptly ‘here and
now' -

When | find myself in front of an audience, | have one or some kind of vision, but sudden-
ly it turns out that the circumstances are such that | can't realise that vision and | need
to come up with some kind of analogue ‘here and now! When | give examples, it really
seems so creative, so extraordinary. | don't know how much time, how much energy |
devote to creating the content of the lesson, etc, and it just fails. Well, it doesn’t work.
And | need something, just something. You | change the format and take some kind of
a theatre, or some kind of scene here, so that | move them and abandon what | had
planned. But it works. (R28)

Sometimes, | had to use my creativity. Once during the literature class we had a discus-
sion <...> very complicated, and | decided that there was no point in 'torturing’ students
to the end. We just came up with another method. And that method was that | had
brought a deck of playing cards with me that day. There is such a game called ‘Dixit’
board game, where there are such coloured and very different drawn cards, and we have
agreed the rules so that everyone speaks and it is not that one speaks and the other ten
remain silent. The students had to draw those cards, but not show them to anyone, and
for the communication to go smoothly, the students had to create a story. They didn't
have time to think. They had to bring the card so quickly, look at it and tell what was
written there, thus creating a story. And another student. They stood in a circle. The next
student had to pick up a card as well and continue the story of the student who was
before her/him, connecting it to what is drawn on his card. It was actually like that and
the brainstorming was not bad, because they had to roll quickly and they didn't have
time because they didn't see the cards themselves. They didn’t have time to come up
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with a story. They had to quickly put down their card and quickly match that story with

the words of the previous student. | think it was quite creative because it motivated the

students to learn and to be creative. R33
Teachers see a big role of creativity in leadership within the classroom. They
talk about their creative leadership, which they relate to their students and
themselves. When talking about students, they emphasise their flexibility, ad-
aptability by applying various teaching methods, constructing educational en-
vironments, taking into account students’ shared abilities and ability to learn
and learning limitations, which they aim to reduce through students’ crea-
tivity. Teachers implement creative leadership by bringing students together
for learning in groups and teams, presenting tasks for which students must
complete and present projects. For this, they must collect and systematise
information, read it, discuss with each other, justify their ideas and creative
decisions made, and take responsibility for the outcome of the project.
Teachers see increasing their creativity through continuous improvement and
learning, i.e. continuous development of knowledge and skills. Lithuanian
teachers, unlike teachers from the international context, do not associate crea-
tive leadership with the school community or the school administration. They
see creative leadership as individual, independent and original actions and
decisions that are adapted to a specific context and/or situation. For teachers,
this means surprises in teaching and learning, change and they pay the most
attention to personal sophistication, education and professionalism. Teachers
in creative leadership pay great attention to the applied teaching methods
and teaching tools, the vast majority of which are associated with ICT, and as
a result they set requirements for mastering ICT tools and the ability to apply
them in lessons. Hence, targeted courses and seminars are important to them,
and therefore they scrupulously choose where and what to study.
International studies reveal that teachers need the support of the school ad-
ministration while implementing creative leadership. Lithuanian teachers do
not express such an opinion. They claim that the teacher is the leader in the
classroom, and the development of students’ creativity and the creative ed-
ucational environment depend on her or his competence. Here they link the
teacher’s knowledge, skills and values. Teachers value openness, freedom, au-
tonomy and respect in their relationships with students and maintaining an
educational environment imbued with these values in the classroom.
International studies emphasise the need for financial support for teachers
due to the application of measures. Lithuanian teachers adhere to the attitude
that the vast majority of modern tools are ICT and the internet. If the teacher
is competent and has extensive knowledge of teaching methods, then such a
dyad is sufficient to develop students’ creativity, because the teacher must be
able to influence their various intelligences - mathematical-logical, linguistic,
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visual/spatial, musical, bodily/kinesthetic, natural, interpersonal and intraper-
sonal. From the interview data, it can be seen that the strongest orientation in
the tasks performed by the students is towards mathematical-logical, linguistic
and interpersonal intelligence.
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5 Servant Leadership Of A Teacher Through
Caring Support For Students

Greenleaf highlighted the notion of servant leadership in his essay ‘The Servant
as Leader; where he explained that a ‘servant leader is servant first’ (1970). In
schools today, we are seeing traditional, autocratic, and hierarchical modes of
leadership yielding to a different way of working one based on teamwork and
community, one that seeks to involve others in decision making, one strongly
based in ethical and caring behaviour, and one that is attempting to enhance
the personal growth of workers while improving the caring and quality of our

many institutions (Reilly & Spears, 2018).

The idea of a servant as a leader is a very different perspective on leadership,

as it focuses on the needs of the followers while the focus of the leader is en-

suring that those needs are being served (Greenleaf, 1970). Not only does the
idea of servant leadership force us to change how we think of leadership, it
also demands a different model of leadership: not the traditional, hierarchical
mode of leadership, but a model based on community, teamwork and involv-

ing others in decision making (Greenleaf, 2003).

Servant leadership is an approach to both life and work that is on-going, endur-

ing, and transformational (Spears, 2010). It can be thought of as a philosophy

that radiates into everything that a servant leader does in their lives (Crippen &

Willows, 2019). It is a way of being (Kajitani, 2015). Teachers as servant leaders

earn the trust and respect of colleagues, students and the school around them.

And then the members of school community then choose to follow the teacher

servant. The followers have a choice, as servant leadership is not about a role

or a title (Ferch & Spears, 2015) it is about a teacher’s moral authority (Sipe &

Frick, 2009).

Teacher servant leadership includes ten characteristics: listening, empathy, heal-

ing, awareness, persuasion, conceptualisation, foresight, stewardship, commit-

ment to growth and community building (Barbuto & Wheeler, 2007; Crowther,

2002; Greenleaf, 2003; Mujis & Harris, 2006; Margolis & Huggins, 2012; Spears,

2010; Supovitz, 2018; Wenner & Campbell, 2017; York-Barr & Duke, 2004):

e Listening. Reflective and deep listening before responding to any prob-
lem. Teachers are genuinely interested while they are listening for building
strength in those being listened to, because teachers foster a collaborative
culture at school.
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e Empathy. Teachers include striving to fully understand and empathise with
others at school and earn trust, confidence and rapport with their colleagues
and students.

e Healing. Teachers heal themselves and members of school community
through their actions for support when times are challenging, difficult or
something traumatic has occurred. Teachers influence developmenet of a
collaborative culture at school by dividing their attention to relationships
and connections. Creating a connection across a culture of isolation at
school is one example of how teachers are healing themselves and their col-
leagues as the isolated culture of teaching diminishes professional growth
and professionalism.

e Awareness. Being aware of as much as possible strengthens effectiveness as
a teacher-servant leader. This awareness allows servant leaders to step aside
from context and detach in order to be able to fully see all of the intricacies
in particular situation. Often teacher leaders are very aware of their role as
a leader and are concerned with how this might affect their relationships
with their peers.

e Persuasion. Teachers seek to convince others through influence, and provide
genuine, compelling reasons for action, and lead by convincement. Servant
leadership for teachers means influence, and they use a form of collabo-
ration based on collegiality for teaching and learning. Also, teachers use
leading by example in order earn their colleagues’ trust and encourage and
collaborate with their peers.

e Conceptualisation. Servant leadership from teachers requires creativity to
look at a problem and a school from a wider perspective through thing
ing about and reflecting on everyday realities at school. And to encourage
school community, especially fellow teachers to go beyond their traditional
roles.

e Foresight. Teachers are able to reflect on information and understandings
and predict happenings in the future by anticipating consequences of deci-
sions correctly. Foresight involves being connected to the present as it is in-
formed by the past and as it informs the future. Teacher-servant leaders can
envisage the broader impact of decisions made by school administrators
and fellow teachers and through that to connect their servant leadership to
school improvement and to move educational change forward at school.
Teachers as servant leaders identify themselves as teachers first, not leaders
first, and this positions them in a strong place as they are more able to make
decisions based on what is best for students and supports their colleague
teachers.
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e Stewardship. Service is central to the work of teacher as servant leader and
that includes being a steward for the school so that it may contribute to the
greater good of society and make a positive impact (Barbuto & Wheeler,
2007). Teachers consider the good at all times, including potential impacts
on fellow teachers, students, school administrators and the whole school
community. Teachers demonstrate stewardship by advocating for their col-
leagues, students and profession. They are stewards through their active
participation in school improvement and teacher professional development.

e Commitment to growth. Teachers promote growth among teacher col-
leagues, seeing their role as helping colleagues become better teachers
through collaboration. The primary concern of teacher leaders is to support
professional learning in their schools through organising learning commu-
nities, leading professional development programmes and assisting teach-
ers in their classrooms.

e Community building. Teachers build community when they work collabora-
tively by leading and developing professional learning opportunities. They
establish social linkages and networks among peers and school community,
and they facilitate its learning through organisational processes. Teachers’
servant leadership extends beyond the school as they strive to create con-
nections to the community outside of the school through collaboration with
families, communities, and colleagues.

In the study, servant leadership for teachers means caring support for stu-
dents, professional conscientiousness when working with (un)motivated stu-
dents, collective classroom learning community formation through teacher
and student empowerment, teacher self-esteem, responsible student care, and
professional commitment.

Caring support and responsible caring in teacher service-based leadership are
not identical phenomena. Students report feeling more connected to both
their school and their peers when they feel that their teachers go out of their
way to help students, make time to talk about the things students want to talk
about, help students to organise their work and catch up when they return
from an absence, and take a personal interest in students (Search Institute,
2020). The teacher’s caring support is manifested in efforts to inspire students
with a positive attitude towards the success of conscious learning and to
strengthen self-esteem:

I would probably not be one of those people where the most important thing for me
was that students achieve something, that they benefit from it, get motivation, want to
achieve more, improve their results. But not work for the grade. R23

| encourage others to have equal opportunities and equal rights for people, and
everything here could only be based on this principle. R22
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Caring teacher leaders show interest in students’ welfare, respect students’
perspectives, tell students they can succeed, know students’ academic and so-
cial needs, and recognise students’ academic and social achievements (Nish-
ioka, 2019).

Being a caring and supportive teacher leader does not mean coddling; rather,
it means holding students accountable while providing support they need lo
succeed (Stipek, 2006). Responsible caring for teachers means giving priority
to students and fellow teachers while leaving family members in the back-
ground, empowering responsibility regardless of personal well-being and
benefits, unconditional dedication to the school community, helping students
to understand ‘life around’ through the subject (to understand the interaction
between the subject and real life), a favourable learning environment creation
for students and help to learn by inspiring students.

Students share their feelings and information about themselves with teachers
who are affectionate and nurturing. These close relationships with teachers
lead to higher levels of student engagement and achievement (Pianta, 1999).
Specific behaviours that promote positive relationships with students include
listening to their concerns, responding to transgressions gently and with ex-
planations rather than sharply and with punishment, and showing positive
emotions (smiling, being playful). Students report that they work harder for
teachers who treat them as individuals and express interest in their personal
lives outside school. Caring teachers, they report, are also honest, fair, and
trusting (Davidson & Phelan, 1999). These teachers grant students some au-
tonomy and opportunities for decision making (Stipek, 2006).

Tab. 1: Responsible caring of a teacher: categories and subcategories

Excerpt Subcategory Category
I think not about myself, but about my students, Prioritising stu- Responsi-
about my colleagues, when | experience some very dents and fellow  ble care of
big difficulties. R8 teachers the teacher
You don't have the strength either physically or Empowerment to

emotionally, and it's not your responsibility to take responsibility

organise that activity. But if I have promised to regardless of per-

help or if I just feel that it is the responsibility of sonal well-being

the whole community, not one specific person, and benefit

then | will do it, even if | don't have the strength,

time .. R8
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Excerpt Subcategory Category

| don't think that even with some effort | would Unconditional
change something. | don’t know how much it be-  dedication to the
nefits the community. But, in relation to students, | school commu-
always tend to them very much .. R8 nity

Due to the fact that | come to class to serve the Helping students
students, my mission is to help them understand ~ to understand
the life around them. It's a matter of technology, through the edu-
maybe it's not of the first importance, but it's our ~ cational subject

life. It is also our environment, in which different ‘life around’
kind of things is. R7
| serve because my goal is not to make students Creating a favou-

feel bad, that they are not learning well, or somet-  rable learning
hing like that. It is precisely my mission that ever-  environment for
yone takes as much as possible from the school students

and came to class to take something away. And |

try in every way to make it better for them. R7

To serve, to work outside of yourself, to simply fol-  Helping to learn
low orders, instructions, or to serve in a good way, by inspiring stu-
that is to be a teacher with a capital letter. R20 dents

Teachers prioritise the school community, fellow teachers and students. For
them it is ‘self-evident' Teachers take responsibility ‘without asking; i.e. volun-
tarily, not seeking personal welfare or gain, but thinking of the school com-
munity and each of its members. This testifies to the teacher’s uncondition-
al dedication to the school. And this makes sense. The routines, community
building, and relationships that are formed in the early weeks of school are all
in service of an equally important aspect: rich and meaningful content-area
learning. Prioritising both school culture actions and high-quality instruction
isn't a question of ‘either/or’ - it's a question of balancing both (Four Ways to
Prioritise School Culture & Instruction From the Start, 2023).

A teacher lives to serve. A teacher is dedicated to learning, to her/his disci-
pline, to her/his students, and to making the future the best possible place for
all of us to live. The teacher prefers to think about learning and helping others
learn, as opposed to teaching (Licklider, 2008). The teachers are convinced
that their mission is to ‘help students understand the life around them'’ so that
they respect people, their work, understand the processuality of the processes
and results they experience in life as things (Our environment, where we are,
there are all kinds of things. Everything don't appear from somewhere, they are
born or created, reflected or perceived and etc. somehow, that's all the logic | want
to show. R22).
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Teachers make efforts to (co)create a favourable learning environment for stu-
dents so that ‘everyone takes as much as possible from the school, and when
they come to class, they take something away’ Therefore, the teacher’s help to
students in inspiring them to learn is significant. Teachers implement this by
serving the school community and especially the students: service is in a good
way because the very inspiration to teach, to help learn came from my school
years. R4.

Teachers do not act only in the classroom where they instruct students more
or less in isolation from other classes and teachers. A modern view of teaching
also includes professional activities at the school level, such as co-operating in
teams, building professional learning communities, participating in school de-
velopment, and evaluating and changing working conditions (Darling-Ham-
mond, 2006). These activities shape the learning environment at the school,
i.e. the school climate, ethos and culture, and thus directly and indirectly (via
classroom-level processes) affect student learning.

The collective formation of a learning community in the classroom occurs when
the teacher and students recognise that they are learning from each other,
i.e. implementing an equal learning partnership between the teacher and the
students (I'm just showing the direction, and we're all 'sailing’ together on this ship
and only together can we reach the port. R35). Teachers consider it their mission
to create an atmosphere of learning joy in the classroom, recognising that only
together with the students can they achieve the intended learning goal (Praise
them so that they experience that joy, perhaps when they do something well or do
it correctly, that joy of knowledge, such is my mission. R40).

While it's important to acknowledge existing challenges, it's also essential
to remember that a key aspect of teaching profession is joy. Joy isn’t only
found when things go well. It's about a deep sense of fulfilment, trust, and
hope teachers can hold on to, even in times of struggle. Joyful moments with
students aren't just ‘good things, but positive things that are contextualised
and made richer by knowing the moments when teachers struggled together
too. Centring joy asks teachers to acknowledge their struggles, attempt to
transcend them, and perhaps even reframe their perspective. Joy can help
teachers cultivate a strong community, encourage them to seek resources
and connect with each other, and energise them to transform the challenges
teachers face (Cawdery, 2023).
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Tab. 2: Collective formation of a learning community in the classroom:
categories and subcategories

Excerpt Subcategory Category
| don't think teaching is a service. Well, for me Equal learning part-  Forming a
it's more ... already the word to serve means so-  nership between collective
mething that you are not on the same level. My  teacher and students learning

credo is that we are all in the same boat. | am commu-

the captain of that ship, and help steer that ship. nity in the
I'm showing the direction, and we're all sailing classroom

together on this ship and only together we can
reach the port. R31

One has more, the other has less. Praise so that ~ The atmosphere of

students experience the joy, perhaps when they learning joy is crea-
do something well or do it right, that joy of ted by the teacher
knowledge, that is the mission. R7 and the students

Teachers experience servant leadership through professional dutifulness when
working with unmotivated students, as it is necessary to ‘employ’ willpower
and patience. Meanwhile, when working with motivated students, they expe-
rience psychological comfort and professional pleasure (I really have someone
| serve and with whom | enjoy working. R13). However, teachers understand
their pedagogical mission - they look for and find pedagogical ‘access’ to
each student and individually help them learn (Approach each and help them,
each individually. R17). The most important personal qualities suggested by
teachers are discipline, dutifulness, punctuality and co-operation. Discipline
is one most important personal attribute for everybody but for a teacher it is
an integral part of life because it is a duty to make a sense about discipline
among students. If a teacher is not performing disciplined behaviour, so how
can s/he expect that his/her students behave in disciplined manner? (Lohani
& Nautiyal, 2015).

Tab. 3: A teacher’s professional dutifulness: categories and subcategories

Excerpt Subcategory Category

For some students, if you don’t have any psychological Lack of psy-  Professio-

comfort with them, then you are serving them. R21 chological nal dutiful-
comfort ness

With those students who have never bothered you. You Voluntary

work with them sincerely. And with those with whom you  sniffing to
don't feel safe, and you don'’t feel in a good psychological ~ ‘work off’
state, you are probably serving there. | have someone |

serve and with whom | am happy to work. R22
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Excerpt Subcategory Category

Well, this is different from that service, maybe | won't Individual
even name it because it is not the Lord, the teacher who  differentiated
came to the class, now there is deathly silence and now | support for
will do as I tell them. | help them, each individually. R17  students

Among many elements that are relevant to teachers’ attributes, mental ele-
ments, such as commitment, motivation, and self-effectiveness have the most
important function (Ma, 2022). Effective servant leadership affects teachers’
motivation and commitment (Elsaied, 2021).

Professional commitment to teachers is integral to their servant leadership. Pro-
fessional commitment of teachers is experienced by unconditional sacrifice
to the profession and family by giving fragmented attention. Regardless of
the complexity of the professional activity, teachers experience professional
satisfaction, which allows them to experience professional dedication. Teach-
ers strive to ‘be everything’ for students and therefore always strive for the
maximum result first of all from themselves (show the maximum, talk as much
as possible, when necessary, the maximum. (R19)). Commitment is important
for teachers as it reflects a personal interpretation of work experience as ab-
sorbing and meaningful. It is a significant factor in efforts to improve students’
academic achievement. There are three ‘matters’ commonly associated with
teacher commitment: profession, student learning and the community (Hus-
sen et al, 2016).

Tab. 4: Professional commitment of teacher: categories and subcategories

Excerpt Subcate- Category
gory

I am really serving, I have served and | am still serving. Uncon- Professio-

Working at school is really hard. It takes a lot of time. ditional nal comm-

From early age, my children saw that mother did not have dedication ~ mitment

time, that she was always at school. They allowed me to to the pro-

work. And I'm really dedicated to work, and work comes  fession
first for me, and everything else comes second. That's why
I can confidently say that | serve. R9

I don’t think much about the salary, but there is a duty Giving un-
that | have to do that | like to do. And | do it. If it wasn't for  conditional
the housemates, then | wouldn't be a teacher. | wouldn't priority to
be able to work because as a teacher you still have to be professio-
a teacher all the time. You have to work and to think. But  nal activi-
when [ think about it now, the son comes from work, the  ties
daughter comes from work, and they rest. | can't rest. | still

have lots of work to do both today and tomorrow. R19
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Excerpt Subcate- Category
gory

Maybe at times serving, at times not serving, but working ~ Professio-

because I like that work. It depends on the situation, the nal

day, and the mood. R16 satisfaction

This is the first thought, maybe | would identify myself Striving for
more with service, maybe even more through the activities the maxi-
of a class teacher. | try to do the maximum that | can. mum result
Maximum showing, maximum talking when necessary, in the class
maximum ‘being everything R29

Professional self-esteem is an important concept that should be highlighted to
teachers because it makes them understand their worth, evaluate their ex-
pertise and adjust themselves accordingly with their ambience. As far as the
teachers are concerned, it becomes more imperative for them to persistently
evaluate their competencies in order to perform their model role at its best.
This continuous perusal of their professional abilities is the essence of teacher
self-esteem as it would, undoubtedly, enable them to explore those qualities
which are complementary to the vitality of their role as a teacher-servant. The
perception of professional self-esteem is very important as it advocates the
very essence of professionalism amongst the teachers (Tabassum & Ali, 2012).
Servant leadership provides opportunities for teachers to experience profes-
sional self-esteem, which is also related to fellow teachers expressing their
opinions and attitudes to each other, focusing on the well-being of students
and strengthening student-student communication.

Tab. 5: Professional self-esteem of teacher: categories and subcategories

Excerpt Subcategory Category
I'm not that teacher where there have been such Courage to ex- Professional
situations, for example, where they say that this press an opinion  selfesteem

student has such a grade in that subject, and that ~ openly
one in that, and Lithuanians should also have such

a semester.. Even the cheese in the mouse-killers,

and that costs money, I'm not the kind of teacher

who obeys. | have my own opinion. | am entitled to

my opinion and | think that the welfare of students

should always come first in this case. R23

This is probably when those strong relationships are ~ Strengthening
created. | also understand that | am both a lady communication
and a servant to the children. This one helps. R24 with the student
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Servant leadership is an approach to leadership that embraces the opportuni-
ty for the leaders to embrace service to their followers. This approach to lead-
ership puts the goals, needs, and development of “followers’ ahead of those
of the leader. Applying servant leadership to classroom contexts serves as an
opportunity to improve education by positively impacting student learning,
development, and deepening the student-centredness of instruction (Noland
& Richards, 2015).

Servant leadership’s potential transferability to teacher leadership is evident in
the existing research linking servant leadership to high quality leader-mem-
ber exchanges, positive attitudes, and high levels of commitment and per-
formance (van Dierendonck & Nuijten, 2011). These outcomes manifest in
a classroom setting in similar, albeit different, ways. A positive attitude about
work is analogous to affective learning, commitment should impact motiva-
tion, and performance is analogous to cognitive learning (Noland & Richards,
2014). However, relatively little literature investigates the impact of servant
teaching on student outcomes. Drury (2005) argues for more scholarship to
explore the relationships between servant teaching and student outcomes,
namely student learning.
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6 Teacher Leadership In Helping Students To
Discover Their Self-Expression Through/In
Learning

The teacher’s leadership is related to the disclosure of students’ self-expression
in learning through encouraging students to cooperate with each other, mutu-
al feedback ensured and supported by the teacher, promotion of multifaceted
dialogue in the classroom, diversity of the application of teaching methods,
the teacher’s support for students in learning, teacher-student partnership,
the teacher’s shared learning leadership with students and implementation of
learning quality in the classroom.

The teaching-learning process has a goal: the education of the student whose
ultimate aim is the flourishing of the individual, her/his fulfilment, which in-
cludes the good of the community of which he or she is a part. The com-
munion between people can be considered the ultimate expression of this
flourishing or fullness (Lépez Gonzélez, 2022). This purpose guides and gives
meaning to the teaching-learning process by linking teacher and student in
a relationship that helps both to flourish (Lumpkin et al., 2014). Teacher-stu-
dent relationships are critical for students’ emotional well-being, motivation,
and academic success (Pekrun et al, 2017). Leadership is about relationships,
about credibility, about passion and conviction, and ultimately about what
you do for others (Kouzes & Posner, 2017). Teacher leadership is also linked
to the exercise of virtues (VanderWeele, 2017) and character education (Lick-
ona, 1996). When teachers show interest, care, and concern for their students,
engage with them and help them to find meaning and purpose in difficult
moments, students have better moral development (Ferndndez Espinosa &
Lopez Gonzalez, 2023).

Encouraging students to cooperate

Cooperative learning is a teaching method in which small groups of students
will be able to support each other to comprehend the lessons (Slavin, 2011).
Five components of cooperative learning are positive cooperation, interaction
tendency, individual responsibility, developing interpersonal and social skills,
and quality of group performance.
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Teachers demonstrate leadership in the classroom by organising students’ co-
operative learning:

We don’t have much time for any broader discussions when there are 20 students, so
there is not much time to start such discussions only for the group, no matter who is
already there, we form groups with one another - those who are not so brave discuss in
groups, they come to me individually to report. While others in the group are talking, |
can see them talking, and | can hear them speaking in English. And then | don't see what
mistakes they make. R9

Cooperative learning enhances students’ academic outcomes, relational skills,
and mindset when working collaboratively with other members in groups
(Chen, 2018). While discussion and cooperative learning could be a more
effective teaching method for teachers to improve student learning outcomes,
many traditional teaching methods such as lecture-based, demo, and com-
petitive learning tasks are still widely used in schools worldwide (Nguyen et
al, 2009; Tran & Lewis, 2012a, b). Cooperative learning which encourages
students’ collaboration for shared goal achievement and motivation could be
a more beneficial alternative to lecture-based teaching (Magnesio & Davis,
2010; Mehra & Thakur, 2008). Cooperative learning enhances better rela-
tionships between participants and higher individual learning responsibility
(Johnson & Johnson, 2005), self-esteem, cohesiveness, and learning skills
(Azizan et al, 2018). Cooperative learning has been known to increase stu-
dents’ learning motivation (Anderson & Palmer, 2001; Johnson & Johnson,
20009).

Cooperative learning influences the development of students’ empathy by en-
couraging them to help each other:

Students do it in the way they understand. When we did not learn remotely, it was much
simpler, because in the class they are students with different abilities and especially those
who are stronger, who work faster <...> They after completing a task during the lesson
go to another friend who is struggling to help. R20

Cooperative learning has been connected to better social network and mind-
set development in students’ social support, learning attitude and skills,
self-belief and motives. Some significant research studies (Bertucci et al,
2010; Johnson, 2009; Slavin, 2011) have proved that, in cooperative learning,
students demonstrated a better belief and performance of personal and aca-
demic collaboration than those of individualistic learning. Social collaboration
has been known as a promotive for learning achievement, quality, and exist-
ence (Johnson & Johnson, 2006). Cooperative learning also enhances better
interconnection among students than those of competitive or individualistic
learning (Johnson & Johnson, 2005). Such positive relationship increases stu-

113



Teacher Leadership In School For Student Learning

dents’ motivation and persistence to achieve the shared goals with satisfac-
tion (Johnson & Johnson, 2006). Moreover, cooperative learning enhances
better learning attitudes than those of competitive or individualistic learning
environments (Johnson & Johnson, 2005). Cooperative learning also devel-
ops skills for ways to solve problems, critical thinking, and interpersonal skills,
especially when students share their ideas during learning tasks (Chen, 2018;
Tran & Lewis, 20123, b).

Through cooperative learning students develop ability to solve conflicts by
working together:

It's probably very important that it's the same, and group work, or not, that it's the same,
as | said, or nights at school, or where. It's true, but | think it's also very important for that
group discussion, it's also important to foster friendship, mutual relations and between
students, not only with me, but also with other group members. If there’s a conflict or
something, try to resolve it as soon as possible, just to teach children how to decide, that
opinions can differ like this, it can be any way. R24

Cooperative learning enables greater improvement in individual belief and
confidence than those in competitive or individualistic learning (Johnson &
Johnson, 2005). Some studies (Bertucci et al., 2010) have shown the fact that
collaborative effort among group members enhanced higher self-esteem in
students. The aforementioned studies share the same research outcomes of
other former studies (Zain et al,, 2009) which have demonstrated that coop-
erative learning promotes advanced learning skills, better interconnectedness
among students, higher self-esteem in learning, and better learning attitudes.
In summary, cooperative learning should be employed to effectively enhance
better engagement of students’ learning attitude for a better learning out-
come. Studies’ comparison between cooperative learning with other tradi-
tional teaching methods has shown that cooperative learning can enhance
students’ learning a positive attitude for better learning outcomes and knowl-
edge comprehension.

Teachers have many ways to engage their students, and one such way is
conducting group discussions. Being a teacher, s/he should understand the
importance of group discussion in teaching (Jennifer et al., 2017). It is an im-
portant component of learning because students participate in different ways
depending on how they learn best (Fischer et al,, 2004). The importance of
group discussions is that it allows students to share their views and opinions
freely (Roshni & Rahim, 2020). They also provide opportunities for students to
interact and gain knowledge from each other.

Group discussion is a learning form where students discuss ideas or issues
together (Jennifer et al., 2017). This helps them develop critical thinking skills
and encourages them to express themselves (Ferreri & O'Connor, 2013).
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Group discussion is an excellent technique to engage students in class discus-
sions. They also provide opportunities for students to practice their commu-
nication skills (Fischer et al., 2004). Teachers who want to engage students in
meaningful conversations should consider group discussions. Group discus-
sions allow students to express their opinions and ideas freely (Villiers et al,,
2003). Students who participate in these types of activities gain confidence in
expressing themselves and learn how to work together (Ferreri & O’Connor,
2013).

Students while learning cooperatively develop mutual discussion skills by
making and listening to suggestions and making decisions:

Of course, support, because sometimes it happens <...> there is some idea and they
immediately tend to say, ©h no, no, it's not nonsense’ So, you should try and wait, and
if we delve into this thing from all sides, how would it look then? Or maybe here, after
somehow improving it and adding completely different things would compensate? May-
be that’s a good idea? Well, that's exactly what it looks like. R24

Group discussions in teaching also encourage students to think critically about
issues and problems they may face in the future. Group discussion fosters the
development of teamwork (Villiers et al., 2003). Team members help each
other out and share information. When students work together, they devel-
op a sense of belonging and become closer friends (Roshni & Rahim, 2020).
Group discussions add to student participation. Students are often reluctant to
speak in front of others. However, if they know that they will have to answer
questions after class, they are more likely to participate (Villiers et al., 2003).
When students feel comfortable speaking in front of others, they are less likely
to be intimidated. In addition, they can ask questions without worrying about
being embarrassed (Fischer et al., 2004). Conducting group discussions help
with proactive listening, which is a vital skill for academic achievement. By
participating in group discussions, students are encouraged to listen carefully
to what others say. They also learn how to follow directions and understand
instructions (Roshni & Rahim, 2020). Group discussion in teaching promotes
the development of critical thinking, a talent that can be learnt through prac-
tice. Students need to practise asking questions and listening attentively to
the answers (Ferreri & O’Connor, 2013). Group discussion in teaching fosters
creativity, which is a skill that is cultivated through experience (Villiers et al,,
2003). Students who participate in group discussions are exposed to different
perspectives and ideas. They are also encouraged to think outside the box and
use their imagination. Group discussions are an excellent way for students to
review content and exercise critical thinking and problem-solving (Jennifer et
al, 2017). When used correctly, group discussion can help students to deepen
their understanding of a given topic (Roshni & Rahim, 2020). Group discus-
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sions can also be used to assess student learning, as well as to encourage
higher-level thinking. Students are more interested in the classroom when
they participate in group discussions (Ferreri & O'Connor, 2013).

Reciprocal feedback is ensured and supported by the teacher

Using feedback loops for student-teacher conferences, which are a two-way
street - forges promising paths toward trust and open communication. Instead
of teachers being the sole providers of feedback, in a feedback loop students
offer their own feedback to their teachers on issues like reading selections,
clarifying questions, direct instruction, class environment, or any other con-
cerns a student may have that affect their learning (Abril, 2022). When teach-
ers implement feedback loops early in the school year, they create a nurturing
and supportive classroom environment and bolster rapport and comfort with
students through an open and honest 360-degree, mutual exchange (Dann,
2018).

Feedback loops are essential in developing the writing skills of students and
adapting or modifying a teacher’s own instruction based on student feedback.
For instance, teachers love when students tell them what they need to review,
remediate, or clarify regarding their instruction (Nicol, 2009). Further, teachers
should encourage students to provide commentary on teachers’ reading se-
lections. For the teacher it is important to know that a particular student pre-
fers poetry over prose, literary nonfiction over novels or short stories, projects
over papers. This feedback allows the teacher to reflect on his/her curriculum
through a lens of honesty and humility (Abril, 2022).

Feedback from students spurs responsive self-reflection. And this is the cen-
tral tenet of a feedback loop: It benefits both the student and the teacher in
bolstering open communication and improving instruction (Abril, 2022). The
strategy encourages a sense of safety, too, so that if any issue arises in the
future, a student will feel comfortable approaching a trusted teacher. Students
receive feedback and, in turn, take the lead expressing personal voice and
choice. It takes minimum time per student to build a rapport that's so vital,
especially in our current educational climate (Dann, 2018; Nicol, 2009, 2013).
Teacher leadership in the classroom is implemented by the teacher receiving
feedback about the lessons and teaching from the students, i.e. learning to
listen to students’ criticisms and opinions:

I ask them in class anyway, but usually they don't really express those thoughts. Some-
times, for example, at the end of the school year, | ask them to write, and | hand out
sheets of paper and ask them to write, for example, what did they like this year? What
would you like to change? Or questions like, which lessons they liked the most, which
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ones they didn't like? I'm giving it to you so that | can also (sighs) look at it and see, well,
what might be suitable, what might not be suitable. Of course, what works for one may
not work for another. R16

There is wide agreement about the intent of feedback. Effective feedback is
designed to achieve improvement in student learning, continuously driving
a student’s current performance towards a current learning goal (Van den
Bergh et al,, 2014).

When presenting students tasks that encourage students’ opinion (It depends
on the material taught on that day. If the material is, let's call it completely dry,
it is nothing on that day and you will not reveal anything in the students. R21)
Feedback relies on clearly defined goals (including learning intentions and
success criteria) and on learning tasks or activities to track a student’s progress
towards those goals. The information gathered through these activities pro-
vides the basis for feedback to a student (Parr & Timperley, 2010).

I am asking ‘Children, what do you think? Could it be this way or differently?” In fact, |
try all the time to talk practically to everyone there, by asking who have ideas. | try to
encourage them to express the ideas they have. R8.

Feedback is information (Andrade & Valtcheva, 2009): for the learner and
teacher about the learner’s performance; about performance relative to learn-
ing goals; based on evidence of learning; from the teacher, the student or
peers; leading to changes in teacher and student behaviour.

Black and Wiliam (2009), and Wiliam (2010) define five key strategies for
formative assessment or feedback:

clarifying, sharing and understanding learning intentions and criteria for suc-
cess;

e engineering classroom activities that elicit evidence of learning;
e providing feedback that moves students forward;
e activating students as instructional resources for one another;

activating students as the owners of their own learning.

Black and Wiliam (2009) emphasise student self-regulation, which is consist-
ent with the most powerful level of feedback identified by Hattie and Timpe-
rley (2007):

e Purpose. Feedback should identify and help continuously drive a student'’s
understanding or performance towards a learning goal.

e Focus. Feedback must answer one or more of these questions for the stu-
dent (and the teacher): Where am | going? How am | going? Where to
next?
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e Level. Feedback can be provided at one or more of four levels: i) The learn-
ing activity - how well the task is understood or performed. ii) The process
of learning - what the student has to do to perform the task. iii) The stu-
dent's management of their learning - planning and self-monitoring. iv) The
student as an individual - personal qualities shown by the student.

Evidence shows consistency in the characteristics of effective feedback (Van
den Bergh et al., 2014; Parr & Timperley, 2010):

e Setting a goal. A specific and challenging goal is set, often with criteria for
a high quality performance on a task. The goal is communicated so that
students understand it. Feedback addresses task goals directly.

e Kind of feedback. Feedback draws attention to positive elements of the per-
formance: for example, the details of correct responses. Feedback includes
constructive criticism: advice that provokes the student to improve task per-
formance. Feedback refers to changes in performance from previous efforts.
Feedback includes an element of self-assessment by students (including
peer assessment) as part of the process of encouraging student autonomy
and responsibility.

e Level of feedback. Feedback provides information about a task, how well it
was performed and how to do it more effectively. Feedback at the process
level: how can the student improve the learning processes needed to un-
derstand and perform the task? Feedback at the self-regulation level: how
can the student do a better job of planning, monitoring and managing their
actions and using strategies in approaching the task? This is also described
as ‘metacognitive’ feedback.

Encouraging multifaceted dialogue in the classroom

Dialogic teaching involves students asking questions, expressing their points
of view, and commenting on each other’s ideas. Despite differing approaches
to dialogic teaching, there is consensus about the set of principles that charac-
terise it. A first essential condition is the use of a purposeful, planned discur-
sive activity (such as the use of books or short films, each with lesson plans
to stimulate debate about them) since dialogic teaching does not occur ran-
domly or spontaneously (Alexander, 2018; Merod, 2022). This approach must
ensure that (Gregory, 2007; Kim & Wilkinson, 2007): (1) whole-class activities
are combined with small-group activities; (2) students have the chance to
share their ideas, express alternative viewpoints, and, most importantly, listen
to one another respectfully; (3) students feel free to explore and express their
ideas without fear of embarrassment over ‘wrong’ answers (i.e. in a supportive
atmosphere), and they help each other to reach common understandings; (4)
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discourse is built on collective ideas that emerge during discussion (i.e. cu-
mulative effect), through students integrating each other’s contributions into
coherent lines of thinking and understanding.

Teachers’ leadership is expressed by encouraging dialogue in the classroom
by raising relevant questions by discussing with students in search of common
solutions:

I listen to them. All those problems we heard already are related to the solution of the
problem. We work to find common points of contact. We can continue to solve the prob-
lem as successfully as possible. R22

Schools and classroom teachers have a crucial role to play in combating this di-
visiveness through the facilitation of meaningful multifaceted dialogue among
their diverse learners. Teaching students the art of dialogue (a conversation in
which there is a mutual airing of views without judgement or repercussions)
and effective communication and listening skills can help them develop cog-
nitive competence that will put them in a good position not only in school but
will be something they can carry with them throughout life (Hageman-Mays,
2019). Regardless of the grade level or subject matter being taught, the basic
rule for introducing multifaceted dialogue in a classroom is for one to model
the behaviour.

You have to answer certain questions, which are already deep and mature questions. In
this way, the students’ self-expression is revealed. R21

Establishing one’s classroom as an environment of unconditional acceptance
where all views and opinions are to be treated with respect and dignity sets an
attitude required to facilitate civil dialogue. As a classroom teacher this means
(1) remaining calm when people say things you dislike, and (2) accepting
when students reach different conclusions on a controversial issue than you
might have reached. Teachers need to clearly define and maintain classroom
expectations and boundaries. It is imperative that students understand and
adhere to the expectations in order to provide a safe and support environment
for healthy dialogue (van der Veen et al., 2021).

Using a diversity of teaching methods

The majority of teachers now recognise that different learning styles require
different approaches. Being flexible, adaptable and willing to try new ways of
imparting knowledge are more essential than they have ever been when it
comes to successfully accommodating a diverse group of learners. Learning
to critically review the success of a teacher’s planned lessons and how well
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they were received and understood by students will help with planning the
most engaging activities.

The teachers’ leadership is directly related to professionalism and pedagogical
competence, when the teacher smoothly teaches the students through discus-
sions with them:

We used very different methods. Since this is a school where the teaching is in Polish, ie.
the language of the national minority, they face the problem that it is difficult for them
to express their thoughts, because their vocabulary is significantly poorer, and for this we
used various methods, where they would practise speaking, learning to teach thoughts
orally, to put them together and explain them, because it was usually difficult to under-
stand what was meant. That's why we pretended to be one, chose a topic and started a
discussion. It took time for the student to formulate the idea, what he wanted to say and
how everyone wanted to say it. R23

The real key to developing a teaching strategy that reaches every type of
learner in your classroom is to communicate with students and understand
their needs as much as possible. Surveys, a suggestion box, getting to know
pupils and their interests on a more personal level and showing enthusiasm
in their interests will all help the teacher to develop lesson plans that engage
and excite every member of the class and encourage their personal learning
journey.

So why it is worth organising the students’ independent creative tasks?

I supplement them if | know anything about the matter, but otherwise they prepared
independently. I'm glad that they speak for me for three minutes. If they fall short of
those three minutes, | ask a question from that topic - something that is more related to
their experience. They tell me what they saw, what they heard. and I, I'm just happy that
they are talking, | quietly write down the mistakes they make without disturbing them,
and then | dedicate some kind of lesson, separate, where | analyse those mistakes. ‘Now,
children, you make such mistakes, let's pay attention. Next time, let’s watch so that there
would be no such mistakes! R9

We work so practically. If some observation is unclear, then we immediately start con-
ducting an experiment or some simple test. Sometimes it's enough for me, let’s see, let's
try to do this and that and then | invite volunteers from them. | try to do it. R22

Teaching methods are techniques that educators can use to facilitate the
teaching process and help students feel engaged and interested in the ma-
terial. Teaching methods are the broader techniques used to help students
achieve learning outcomes, while activities are the different ways of imple-
menting these methods. Teaching methods help students master the con-
tent of the course and learn how to apply the content in particular contexts
(Bidabadi et al., 2016).
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Teachers should identify which teaching methods will properly support a par-
ticular learning outcome. Its effectiveness depends on this alignment. To make
the most appropriate choice, the teacher should consider learning outcomes,
student needs and the learning environment (Aghamolaei et al., 2014; Kurt &
Sezek, 2021).

Teaching methods vary in their approach: some are more student-centred
while others are more instructor centred, and you will see this reflected in the
chart. The teacher needs to choose methods that will best guide her/his stu-
dents to achieve the learning outcomes teacher set. The teaching approach,
teaching methods and activities all work together (Hirsh et al., 2022).

Tab. 6: Teaching approach, teaching methods and activities

Teaching Teaching Definition/ Activities
Approach Method What students do
Lecture Instructor presenting ma- Demonstration, model-
terial and answering stu- ling, questions (con-
dent questions that arise. vergent), presentation,
Students receive, take in slideshow, note-taking
and respond
Interactive A lecture that includes Multiple-choice items,
Lecture 2-15 minute breaks for solving a problem,

student activities every
12-20 minutes.

comparing and filling in
lecture notes, debriefing
a mini case study, pair-
compare, pair-compare-
ask, reflection/reaction
paragraph, solve a
problem, concept map-
ping activities, correct
the error, compare and
contrast, paraphrase the
idea, answer knowledge
and comprehension
questions
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Teaching Teaching Definition/ Activities
Approach Method What students do
Directed Class discussion that fol- Direct, specific, or
Discussion lows a pre-determined open-ended questions
set of questions to lead that are connected to
students to certain realisa-  learning outcomes and
tions or conclusions, orto  include varied cognitive
help them meet a specific  processes
Teacher- learning outcome
Centred

Direct Instruc-
tion

Lecturing, but includes
time for guided and inde-
pendent practice

Create mind/concept
maps, free writes, one-
sentence summary, one
minute papers

Guided Inst-
ruction

Direct and structured
instruction that includes
extensive instructor mode-
ling and student practice
time

Showing and explaining
examples, model strate-
gies, demonstrate tasks,
classify concepts, define
vocabulary, scaffold
steps

Just-in-Time
Teaching

Instructor adjusts class
activities and lectures to
respond to the misconcep-
tions revealed by assessing
students’ prior knowledge

Warmups, Goodfors,
Conceptual questions
(usually a quiz) to moti-
vate students to do the
readings

Experiential
Learning

Students focus on their
learning process through
application, observation
and reflection

Debates, panel discus-
sion, press conference,
symposium, reflection
journals, lab experi-
ments

Case-based
Learning

Students apply course
knowledge to devise one
or more solutions or re-
solutions to problems or
dilemmas presented in a
realistic story or situation

Case study analysis,
collaborative scenario-
based discussions
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Teaching Teaching Definition/ Activities
Approach Method What students do
Inquiry-ba- Students learning or ap- Worked examples, pro-
sed or Inquiry  plying material in orderto  cess worksheets, ana-
Guided Lear-  meet a challenge, answer  lyse data sets, evaluate
ning a question, conduct an evidence, apply findings
experiment, or interpret to a situation or problem
data and synthesise resolu-
tion(s), answer probing
questions about a given
research study, ask and
answer “What will hap-
pen if ...?" questions
Problem-ba-  Student groups conduc- Review and critique re-

sed Learning

ting outside research on
student-identified learning
issues (unknowns) to de-
vise one or more solutions
or resolutions to problems
or dilemmas presented in
a realistic story or situation

search studies, work in
groups/teams to solve
a specific open-ended
problem, labs

Project-based
Learning

Students applying course
knowledge to produce so-
mething; often paired with
cooperative learning

Group work/team pro-
ject - design or create
something - e.g. piece
of equipment, a product
or architectural design,
a computer code, a mul-
timedia presentation, an
artistic or literary work,
a website, research
study, service learning

Role Plays
and Simula-
tions

Students acting out roles
or improvising scripts, in

a realistic and problematic
social or interpersonal situ-
ation. Students playing out,
either in person, or virtu-
ally, a hypothetical social
situation that abstracts key
elements from reality

Real-life situations and
scenarios, debates,
interviews, frame simu-
lation

123



Teacher Leadership In School For Student Learning

Teaching Teaching Definition/ Activities

Approach Method What students do

Student- Fieldwork and  Students learning how Internships, assistants-

Centred Clinicals to conduct research and hips, community ser-
make sound professional  vice, shadowing
judgements in real-world
situations

Teacher support for students in learning

Teachers need to understand subject matter deeply and flexibly so that they
can help students create useful cognitive maps, relate ideas to one another,
and address misconceptions. Teachers need to see how ideas connect across
fields and to everyday life (Shulman, 1987).

Interpreting learners’ statements and actions and shaping productive expe-
riences for them require an understanding of child and adolescent develop-
ment and of how to support growth in various domains - cognitive, social,
physical, and emotional (Andrew & Schwab, 1995). Teaching in ways that
connect with students also requires an understanding of differences that may
arise from culture, family experiences, developed intelligences, and approach-
es to learning. Teachers need to be able to inquire sensitively, listen carefully,
and look thoughtfully at student work (Darling-Hammond, 1997).

Teachers need to know about curriculum resources and technologies to con-
nect their students with sources of information and knowledge that allow
them to explore ideas, acquire and synthesise information, and frame and
solve problems. And teachers need to know about collaboration: how to
structure interactions among students, how to collaborate with other teachers,
and how to work with parents to shape supportive experiences at school and
home (Denton & Peters, 1988).

Acquiring this sophisticated knowledge and developing a practice that is dif-
ferent from what teachers themselves experienced as students requires learn-
ing opportunities for teachers that are more powerful than simply reading and
talking about new pedagogical ideas (Shulman, 1987). Teachers learn best by
studying, doing, and reflecting; by collaborating with other teachers; by look-
ing closely at students and their work; and by sharing what they see. This kind
of learning cannot occur in college classrooms divorced from practice, or in
school classrooms divorced from knowledge about how to interpret practice
(Stigler & Swevenson, 1991).

Self-determination and social support offer two definitions for teacher sup-
port. The self-determination view suggests that teacher support occurs when
students perceive cognitive (Skinner et al., 2008), emotional (Skinner and Bel-
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mont, 1993), or autonomy-oriented support from a teacher during the stu-
dents’ learning process (Wellborn and Connell, 1987). According to Ryan and
Deci (2000), individuals do work and complete tasks based on their values,
interests, and hobbies, but others close to them can influence their related
emotions and motivations. Teacher support includes three dimensions: sup-
port for autonomy, structure, and involvement. Support for autonomy is teach-
er provision of choice, relevance, or respect to students. Structure is clarity
of expectations and contingencies. Involvement is warmth, affection, dedica-
tion of resources, understanding the student, or dependability (Skinner et al,,
2008). Research applying this definition of teacher support has found that it
can influence anxiety, depression, hope, and other emotions among students
(Reddy et al., 2003; Skinner et al., 2008; Van Ryzin et al., 2009).

In the social support model, teacher support can be viewed in two ways:
broad or narrow. The broad perspective, based on Tardy’s (1985) social sup-
port framework, defines teacher support as a teacher giving informational,
instrumental, emotional, or appraisal support to a student, in any environment
(Tardy, 1985; Kerres Malecki and Kilpatrick Demary, 2002). Informational sup-
port is giving advice or information in a particular content area. Instrumental
support is giving resources such as money or time. Emotional support is love,
trust, or empathy. Appraisal support is giving evaluative feedback to each stu-
dent (Malecki and Elliott, 1999). The narrow perspective views teacher sup-
port in the form of help, trust, friendship, and interest only in a classroom
environment (Fraser, 1998; Aldridge et al., 1999).

Teacher support enhances a teacher’s relationship with a student. Specifically,
teachers who support students show their care and concern for their students,
so these students often reciprocate this concern and respect for the teacher by
adhering to classroom norms (Chiu and Chow, 2011; Longobardi et al,, 2016).
When teachers shout at students, blame them, or aggressively discipline them,
these students often show less concern for their teachers and fewer cooper-
ative classroom behaviours (Miller et al,, 2000). The teacher’s leadership is
inseparable from providing support to students in learning:

Openly expressing support to the students commenting on it verbally. We usually check
with each other, did we understand correctly, or is this what s/he meant? This is the
encouragement to speak. | always encourage them that everything is fine or correct.
Expression also depends on trust in the teacher. If they do not trust the teacher, it closes
in itself and will not get much expression. Then they simply do not communicate and
speak anymore. R23

The teacher’s support is related to academic emotions which refer to the
emotional experience of learning (and teaching), including enjoyment, hope-
lessness, boredom, anxiety, and anger (Pekrun et al., 2002), which can affect
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students’ learning outcomes (Dong and Yu, 2007). Researchers have gener-
ally divided academic emotions into two categories: positive academic emo-
tions (PAEs) and negative academic emotions (NAEs); however, they disagree
about how to delineate their boundaries. According to Pekrun et al. (2002),
PAEs include relief, hope, enjoyment, and pride, while NAEs include shame,
anxiety, boredom, anger, and hopelessness. Other researchers also include
calmness and contentment in PAEs or depression and fatigue in NAEs (Dong
and Yu, 2007; Soric, 2007). PAEs may also include excitement, happiness, and
other indicators (Dong and Yu, 2007), while NAEs may include sense of threat,
fear, and others (Dong and Yu, 2007). Based on the literature, the current
study defines PAEs as including interest, hope, enjoyment, pride, calmness,
contentment, and relief; and NAEs as including shame, anxiety, anger, wor-
ry, boredom, depression, fatigue, and hopelessness. For a fuller picture, the
measurement of academic emotions should include both PAEs and NAEs.
Several studies have implied that culture may influence the association be-
tween teacher support and students’ academic emotions. For example,
Karagiannidis et al's (2015) study of students from Greece showed a strong
correlation between teacher support and PAE indicators, but only a weak cor-
relation between teacher support and NAE indicators. In contrast, King et al’s
(2012) study of students from Philippines found a weak correlation between
teacher support and PAE indicators but a strong one between teacher support
and NAE indicators.

The link between teacher support and students’ academic emotions might dif-
fer by the latter’s (Klem and Connell, 2004; Frenzel et al., 2007). For example,
past studies found that the relation between teacher support and indicators of
PAE was lowest among middle school students and highest among universi-
ty students, relative to elementary and high school students (Aldridge et al,,
2013; Liu et al,, 2016). Meanwhile the link between teacher support and indi-
cators of NAE was strongest for middle school students (Taylor, 2003; Huang
et al, 2010; Martinez et al., 2011).

Female students tend to receive more teacher support than do male students
(Lutz, 1996; Baumeister & Sommer, 1997), and several empirical studies have
shown gender differences in the link between teacher support and indicators
of students’ academic emotions, such as interest, depression, anxiety (Van Ry-
zin et al., 2009; Sylva et al,, 2012; Nilsen et al., 2013).
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Teacher-student partnership

In the broadest sense, students as partners (SaP) involves students as active
participants in their own learning in the classroom and engaged in all aspects
of university efforts to enhance education (Healey et al, 2014). It draws at-
tention to the quality of the relationship between learners and teachers at
school while signalling that the relationship should aspire to be a partner-
ship. In practice, SaP is a collaborative, reciprocal process through which all
participants could contribute equally, although not necessarily in the same
ways, to curricular or pedagogical conceptualisation, decision-making, im-
plementation, investigation or analysis (Cook-Sather et al,, 2014). In theory,
partnership practice ‘challenges traditional assumptions about the identities
of and relationships between, learners and teachers’ by calling into question
taken-for-granted roles that define what it means to be the student and the
teacher, as students take on greater responsibility and autonomy (Matthews,
2017). Students as partners in teaching and learning (SaP), is a pedagogical
approach which implies students and teachers working in collaboration, as
partners, to improve teaching and learning experiences (Mercer-Mapstone
et al, 2017). So, the teachers’ leadership is inseparable from the partnership
with students, which is implemented by making it possible for the students to
propose ideas and implement them in the classroom:

We actually agreed with the children from the first days at school that if | want to pro-
pose something, | can suggest it or simply advise or offer help. R20

Considerable attention has been given to the terms ‘partner’ and ‘partnership;
especially considering the traditionally unequal relationship that develops be-
tween teachers and students, a relationship in which teachers assume the role
of experts who take on the responsibility of sharing their expertise with stu-
dents. For example, Bovill et al. (2014) describe student-teacher partnership
as a reciprocal process through which all participants have the opportunity to
contribute equally, although not necessarily in the same ways, to curricular or
pedagogical conceptualisation, decision-making, implementation, investiga-
tion, or analysis. They suggest that in order to be successful, learning should
be based on three principles: respect, reciprocity, and shared responsibility in
learning. These principles fundamentally reshape the relationship that is cur-
rently established between teacher and students. Both teachers and students
see each other as peers, as people who can meaningfully (albeit in diverse
ways) contribute to the process of teaching and learning. Teacher leadership
emerges by involving the students in decision-making by encouraging them
to make suggestions:
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The ideas themselves in certain questions or, or inquiries, can we do it? Wow, today we
also had a conversation with the kids. We have art class on Fridays and | asked the kids
what kind of lessons they would like? What they would like to do? And expressed opin-
ions and voted on what they would like to do. And this is how they decided what they
would do in art class. R20

If students experience a ‘transmission model of teaching, they apply passive
learning through standardised tests which discourages curiosity and inquiry
(Cook-Sather et al,, 2014, p. 17). In such schools students are treated as con-
sumers and education is a product, which teachers deliver to students. This
practice comes from a flawed understanding of education as a one-way pro-
cess in which teachers have knowledge that can be seamlessly transmitted
to students. Such an attitude towards education encourages students’ passive
behaviour, as well as establishing clear power structures in the relationships
between teachers and students in which teacher has all the expertise and, con-
sequently, all the power to make decisions about students’ education. As a re-
sult, students’ perceived powerlessness in their education shows a lack of their
taking responsibility for their own education (Manor et al., 2010). The students
as partners model questions this premise, suggesting that understanding of
how learning happens should change. Teachers and students have something
to teach and learn and it is our shared responsibility, as teachers and students,
to exchange our knowledge. While teachers know what to teach, students
might know better how they learn; hence, they can and should play an active
role in the decisions about what and how to learn (Cook-Sather et al., 2014).
Teachers as leaders give the students the freedom to choose the learning ma-
terial:

I try to use the same music pieces. Bring them, search for them on the Internet, what
they like. We can definitely find a particular piece. There are programme pieces that we
have to learn, this is a large form and some kind of étude, so that the technique works.
But also students could play something entertaining and something that they like. |
encourage it. R24

Furthermore, student involvement in the process of course and curricular de-
velopment fosters more responsibility for and engagement with learning in
students. Students as partners start viewing education differently and take on
a more active role, becoming more engaged with learning as they develop
a greater sense of responsibility (Cook-Sather and Alter, 2011; Manor et al,,
2010; Werder et al,, 2012). The students as partners model offers an oppor-
tunity for faculty and students to work together towards one goal instead
of one working for another (Cook-Sather et al, 2014). Students as partners
views partnership as a process of engaging with rather than doing to or doing
for students (Matthews, 2016). Through partnership, done correctly, students
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start to understand learning as a dialogic experience that is divergent and dif-
ference-driven and question the hierarchical dynamics inherent in contempo-
rary education systems that make it difficult for students to be active learners
(Werder et al,, 2012). Both teachers and students come to value the equality
that comes with partnership and that enables all participants to have a voice
in the decision making process. The teacher’s leadership is discovered through
creating an atmosphere of equal relations in the classroom:

I always show that students should not be afraid to ask or to be afraid that maybe
something will appear funny to someone. In order to convey the material and encourage
students to think. | recognise that while talking I could make some logical mistakes. So,
I am asking students to listen to me and stops sometimes and say when | am saying not
right there. This is the kind of openness, the kind of contact | try to maintain with students
in order not to build walls. We are colleagues, with students [who] are like-minded. R31

There seems to exist a tension, though, between the policies at the institution-
al and supra-institutional levels that aim to assure the quality and standards
of education through continuous assessment. systems of quality assurance
require courses to be validated and reviewed on the basis of clear intend-
ed learning outcomes and assessments (Bovill & Bulley, 2011). Healey et al.
(2014) recognise the important role of institutions and professional organ-
isations in setting guidelines and standards for educational goals and out-
comes. In contrast, the pedagogical philosophy rooted in the principles of
partnership between students and teachers is process-oriented and, as such,
undetermined and unpredictable. Drawing from scholarly literature on stu-
dent-teacher partnerships, Healey et al. (2014) highlight the following values
underpinning the teaching-learning practice:

e Authenticity: all parties have a meaningful rationale for investing in part-
nership, and are honest about what they can contribute and the parameters
of partnership.

e Inclusivity: partnership embraces the different talents, perspectives and ex-
periences that all parties bring, and there are no barriers (structural or cul-
tural) that prevent potential partners getting involved.

e Reciprocity: all parties have an interest in, and stand to benefit from, work-
ing and/or learning in partnership.

e Empowerment: power is distributed appropriately and all parties are en-
couraged to constructively challenge ways of working and learning that
may reinforce existing inequalities.

e Trust: all parties take time to get to know each other, engage in open and

honest dialogue and are confident they will be treated with respect and
fairness.
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e Challenge: all parties are encouraged to constructively critique and chal-
lenge practices, structures and approaches that undermine partnership, and
are enabled to take risks to develop new ways of working and learning.

e Community: all parties feel a sense of belonging and are valued fully for the
unique contribution they make.

e Responsibility: all parties share collective responsibility for the aims of the
partnership, and individual responsibility for the contribution they make.

Cook-Sather et al. (2014) identify respect, reciprocity, and responsibility as the
three guiding principles of student-teacher partnerships:

e Respect: Respect is an attitude. It entails taking seriously and valuing what
someone else or multiple others bring to an encounter. It demands open-
ness and receptivity, it calls for willingness to consider experiences or per-
spectives that are different from our own, and it often requires a withholding
of judgment. The key to these types of exchanges is respect, honesty, and an
ability to expose yourself to new and different perspectives.

e Reciprocity: Respect and reciprocity are closely connected. While respect
is an attitude, reciprocity is a way of interacting. It is a process of balanced
give-and-take; there is equity in what is exchanged and how it is exchanged.
While reciprocity is essential for a successful partnership, it does not mean
that students and teachers get and give exactly the same things in pedagog-
ical partnerships. Indeed, partnerships invite teachers and students to share
differing experiences and perspectives; those differences are part of what
can make partnerships so rich and diverse.

e Responsibility: Partnership changes both students’ and teachers’ orienta-
tion towards more responsibility. When it happens, students assume some
responsibility for teaching, while teacher - for learning. When both students
and teachers take more responsibility for the educational project, teaching
and learning become ‘community property’ (Shurlam, 2004a), with students
recognised as active members of that community and collaborative partners
equally invested in the common effort to engage in, and support, learning.
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Teacher shared learning leadership with students

Shared leadership has extensive historical underpinnings in the organisational
literature, it remains poorly understood (Pearce & Conger, 2003). In charting
thematically the change from emphasis on an individual leader to recognition
of the potential of shared leadership, Fletcher and Kaufer (2003) traced three
shifts in leadership thinking. The first shift describes leadership as distributed
and interdependent. Rather than a set of attributes or behaviours found in
formal, hierarchical leaders, leadership is a set of practices or tasks that can,
and should, be carried out by community members at all levels of the school
(Kouzes & Posner, 2002; Spillane, Halverson, & Diamond, 2001). The second
shift points to leadership as embedded in social interaction. Leadership is cre-
ated by leaders and followers together (Burns, 1978). It is a dynamic, multidi-
rectional, collective activity that takes place in and through relationships and
webs of influence among individuals who have common interests and goals
(Drath & Palus, 1994; Wenger, 1998). The third shift emphasises leadership
within a process of learning - undertaken by individuals and by groups - that
results in greater shared understanding and positive action (Argyris & Schon,
1996). Leadership for learning calls attention to the importance of individu-
al skill development (e.g. instructional strategies, self-awareness) and group
process and relational skills (e.g. approach to conflict, openness, and vulnera-
bility). The teacher’s shared leadership in the classroom is observed when s/
he shares leadership with students by creating opportunities for the students
to make learning choices:

Part of the things | teach are still related to creativity. And there are such dry, ungrateful
topics in the subject content. | let the students search for those topics themselves, to find
what work they would like to do, what to learn. But what motivates those students the
most is the practical work. R1

In schools with high quality teaching and learning, teachers interact regu-
larly with their colleagues: their teaching team, grade level team, members
of their subject department, or the entire school faculty and administrative
staff (Marks & Printy, 2003; Printy & Marks, 2004). Through their discussions
and shared experiences, teachers establish a purpose for their work together,
they develop clarity about what is valued and what their focus for the future
is, and they establish ways of working together (Wenger, 1998). In effective
schools, teaching is a social practice, not an individual one, and interaction
with school colleagues is a primary source of teacher learning. To benefit from
learning opportunities within the school and provide opportunities for teacher
leadership, relationships among administrators and teachers must be open
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and equitable. Teachers create through shared leadership an atmosphere in
the classroom where students develop an understand the benefits of learning:

We were learning how to calculate with excel. | said: ‘Look, here you are going to count,
you will be able to apply various functions, won't you, to calculate the average, percent-
age and the like! And the student said to me: ‘Teacher, | will already teach, | will be able
to help my mother to calculate some data’ It was so amazing to me that he already saw
the benefit, that not only he would be able to learn something himself, but also will help
his mother, and that mother would be very proud of him. R1

Implementation of learning quality through student
engagement

Implementation quality refers to how well a programme has been delivered
as intended. Implementation quality is a multidimensional construct and,
therefore, should be measured as such.

In measuring implementation quality, implementation of five core dimensions:
dosage (e.g. quantity of programme delivered); fidelity/adherence (e.g. how
many core components were delivered as prescribed); quality of delivery (e.g.
how well the facilitator delivers the programme); participant responsiveness
(e.g. how participants respond to or are engaged with an intervention); and
programme differentiation (e.g. how unique the programme characteristics
are compared to other programmes). The implementation dimensions should
be seen as interrelated but conceptually distinct indicators; therefore, it is nec-
essary to determine the combined effect of these dimensions in order to fully
understand the overall implementation quality.

The teacher implements leadership in the classroom through the pursuit of
quality learning. This is implemented by promoting the competition of stu-
dents’ learning:

Another such revelation is when they sometimes want to race. And they just start with
what is faster, but | try to what is better, at least somehow. But it is clear that according to
everyone's abilities, because one can work quickly, but it will not be of the same quality. |
am for that balance that we have to find, that balance that it is not always that fast work,
that it must be good, complete and appropriate. R1

In this process the teacher must adapt to the students’ abilities:

That self-expression that | want ... as | said, there are no disabled children, students are
just in the wrong place or they experience the wrong thing. Perhaps, | need to discover
that. And all the time emphasise the benefits of the final result. | need to understand that
it will be good, that the benefit here will be and that the students will do it. R1
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Engaging students is seen as crucial for student learning in various environ-
mental settings, educational stages, and school subjects (e.g. Bergdahl et al,,
2020; Raes et al,, 2020). Student engagement, i.e. students’ involvement in
their own learning activities, can be regarded as a product of individual and
class influences. Student engagement is known to be fostered in classroom
learning environments with supportive teachers and peers, challenging goals
and authentic tasks (Shernoff et al,, 2016). Recently, many emerging technol-
ogies (e.g. Internet of Things, Big Data Analytics, Augmented Reality, Virtual
Reality) have been proposed for transforming traditional classrooms into in-
teractive smart classrooms that can be effective, efficient, and engaging when
it comes to supporting instructors and stimulating student learning (Mem-
os Minopoulos et al, 2020). However, the reality is that these cutting-edge
technologies are unavailable in most learning environments. Smart classroom
learning environments (SCLEs) refer to interactive face-to-face learning envi-
ronments that adopt the active learning process and integrate advanced dig-
ital technologies to enhance students’ learning experience (MacLeod, Yang,
Zhu, & Li, 2018). Compared with the traditional lecturing approach, a me-
ta-analysis of technology-enabled learning environments showed that smart
classroom-based instruction significantly affects students’ learning outcomes
and will be more effective with a larger class (Shi et al., 2020).

Maintaining student engagement, especially in technology-based learning en-
vironments, seems challenging, however, due to in-class distractions and dis-
engagement that lead to poor academic performance (Bergdahl et al., 2020).
Moreover, mobile technologies might trigger situations in which students face
more challenges. Students in secondary education especially reported using
mobile devices to escape from boring classes more frequently when they were
in lower grades (Bergdahl et al.,, 2020). Understanding lower levels of second-
ary school students’ engagement is especially important and failure to do so
may lead to ineffective teaching and learning with technologies. With regard
to positively affecting student engagement, investigating classroom process
quality can be considered important because several variables of classroom
process quality have been found to influence students’ learning outcomes (e.g.
Olivier et al., 2021). The core mechanism behind classroom process quality is
instructional quality, which involves three global dimensions: cognitive acti-
vation, supportive climate, and classroom management (Klieme et al.,, 2009).
Based on these dimensions, the classroom process quality is the interactional
patterns between teachers and students in class. The teacher’s contribution
to creating a supportive climate in smart classrooms is essential, but whether
teachers are really engaged with creating such a climate and how they at-
tempt to do so is known to be dependent on their beliefs (Chand et al., 2020).
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Classroom process quality has become much more important for secondary
school students to be engaged in learning, but its measurement has been
problematic. The majority of studies up to now have either focused on instruc-
tional quality or on technology usage as crucial indicators when evaluating
technology integration in diverse contexts. However, this falls short of cover-
ing all aspects of teaching, learning, and technology in combination (Knezek
& Christensen, 2016). The transition from traditional classroom learning envi-
ronments to smart classroom learning environments presents significant im-
plementation challenges. Both the global factors of instructional quality and
specific teaching practices (i.e. the use of technology) could affect student
engagement. Teachers’ and/or students’ background variables could result in
variances in classroom process quality and student engagement.
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7 Teacher Leadership In Creating
Opportunities For Students To Implement
Their Ideas For Better Learning
Achievements

Teacher leadership in providing opportunities for students to realise their ide-
as for the best learning achievements is made up of teacher expertise, teacher
adaptability, open atmosphere in the classroom and encouragement of stu-
dent creativity. Each of these aspects has its own unique content.

Teacher leadership may be associated with student learning indirectly through
school process variables such as school capacity and school climate (Sebas-
tian et al., 2016; Sebastian et al,, 2017). Based on a sample of 198 elementary
schools in a western state in the US, Hallinger and Heck examined the direct,
mediated, and reciprocal effect that teacher leadership has on student learn-
ing growth in math and reading (Hallinger & Heck, 2010a, b; 2010b; Heck
& Hallinger, 2009, 2010a, 2010b). Teacher leadership boosts student learning
by building the school capacity for academic improvement. Additional stud-
ies also showed that there were statistically indirect pathways from principal
leadership to teacher leadership, to learning climate and student achievement
growth in both primary schools (Sebastian et al.,, 2016) and high schools (Se-
bastian et al,, 2017).

Teacher expertise

Teachers describe the teacher’s expertise as the ability to inspire students for
mutual help and reinforcement, the teacher’s ability to distribute tasks in the
classroom in a differentiated way, the application of inclusive teaching/learn-
ing methods in organising class activities, the learning support provided to
the student and the use of personal experiences to inspire students to learn
through the teacher’s ability to inspire students to help each other:

A student, whether s/he has leadership qualities or not, that s/he shows her/his leader-
ship so that s/he inspires others, perhaps. Perhaps it would help students with learning
difficulties to benefit from that leadership as well. R6
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Teachers play a vital role in creating an environment that supports students’
learning. They often do this through their support for students’ autonomy
(Schuitema et al,, 2016). Teachers enable students to identify with self, per-
sonal interests, and values by supporting their freedom of choice (Ferlazzo,
2015). By supporting students’ choices and interests, teachers help students to
develop personal interest, involvement, and ownership of their work, which
aid in motivation (Johnson, 2017). Teachers also help students to learn by
increasing their responsibility and participation in own learning through let-
ting them create their own goals and objectives (Theobald, 2006). Research
conducted on the nature of the relationship between students’ perception of
social support and autonomy support from their teachers, and self-regulat-
ed learning and achievement, showed a significant correlation between the
students’ perception of their teachers’ autonomy support and self-regulated
learning (Johnson, 2017).

Connecting to the personal world of students is another way that teachers
support their students’ learning (Thoonen et al, 2011). Teachers connect
learning to the personal world of their students by making learning tasks
more relevant through relating instructions to students’ experiences (Ferlazzo,
2015). Students who understand the relevance for learning a particular con-
cept, and what that learning implies for their everyday living, will generate
interest (Theobald, 2006). A study explored the use of four classroom practices
- process-oriented instruction, differentiation, connecting to students’ world
(relevance), and cooperative learning - in order to determine their relation-
ship to students’ motivation (Thoonen et al., 2011). The findings revealed that
connecting to the personal world (relevance) of students had a positive out-
come on students’ motivation (Johnson, 2017). Students need to see the links
between what they do in class and how meaningful it is to their lives (Martin
et al, 2002).

Teachers who build positive relationships with their students are more like-
ly to influence their drive to learn (Ferlazzo, 2015). Building trust in a rela-
tionship takes time. Teachers should take time to know their students and
their interests (Theobald, 2006). To achieve this trust, teachers should be open
minded and occasionally share their own stories of success, struggles, failures,
and achievement (Bain, 2004). Satisfaction of individuals’ basic need for rela-
tionship promotes intrinsic behaviour that can lead to students’ motivation to
learn (Schuitema et al,, 2016). Building relationships with students can be dif-
ficult; however, being positive and encouraging can contribute to students’ in-
trinsic motivation (Ferlazzo, 2015; Theobald, 2006). Research conducted into
the relationship between students’ perception of social support and autono-
my support from their teachers, and self-regulated learning and achievement,
concluded that the students’ learning, performance in school, and social and
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emotional well-being were all affected by the relationship with their teach-
ers (Johnson, 2017). The early establishment of a willingness to work with
students one on one can build the nature of the teacher-student relationship
(Stearns, 2013). Teachers' positive, caring, and trusting relationships with their
students can instigate students to learn.

The level of teachers’ interest in their teaching affects students’ motivation to
learn. Teachers who are energetic and enthusiastic about their subject or task
generally attach positive feelings and importance to how they teach (Schiefe-
le & Schaffner, 2015). Students observe what their teachers do in class and
how they act. A teacher who displays interest and positive feelings about a
subject can reflect those positive feelings toward students, thus increasing
their motivation to learn the subject (Theobald, 2006). Students’ motivation
to learn maybe affected by the teachers’ outlook, interests, and enthusiasm in
their subject (Zhang, 2014).

The teacher’s ability to distribute differentiated tasks in the classroom is the
component of her/his leadership for students’ creativity:

Now a lot of attention is paid to that differentiated education. When | assign differenti-
ated tasks especially in the lower classes, some kind of homework or some other task,
everyone chooses according to their abilities. Whether they want to draw a certain thing,
whether they want to describe it, whether they want to illustrate. This really works. It
helps to discover artists. R8

Differentiation refers to a wide variety of teaching techniques and lesson
adaptations that educators use to instruct a diverse group of students, with
diverse learning needs, in the same course, classroom, or learning environ-
ment. Differentiation is commonly used in ‘heterogeneous grouping’ - an ed-
ucational strategy in which students of different abilities, learning needs, and
levels of academic achievement are grouped together. In heterogeneously
grouped classrooms, for example, teachers vary instructional strategies and
use more flexibly designed lessons to engage student interests and address
distinct learning needs - all of which may vary from student to student (Ab-
bott, 2013). The basic idea is that the primary educational objectives - making
sure all students master essential knowledge, concepts, and skills - remain the
same for every student, but teachers may use different instructional methods
to help students to meet those expectations. Teachers who employ differenti-
ated instructional strategies will usually adjust the elements of a lesson from
one group of students to another, so that those who may need more time or a
different teaching approach to grasp a concept get the specialised assistance
they need. Meanwhile, those students who have already mastered a concept
can be assigned a different learning activity or move on to a new concept or
lesson (Differentiating Instruction ..., 2018).
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When teachers differentiate instruction, they might give some students an
entirely different reading (to better match their reading level and ability), give
the entire class the option to choose from among several texts (so each stu-
dent can pick the one that interests them most), or give the class several op-
tions for completing a related assignment (for example, the students might be
allowed to write a traditional essay, draw an illustrated essay in comic-style
form, create a slideshow ‘essay’ with text and images, or deliver an oral pres-
entation) (Abbott, 2013).

Differentiation plays into ongoing debates about equity and ‘academic track-
ing’ in public schools. One major criticism of the approach is related to the
complexities and difficulties entailed in teaching diverse types of students in a
single classroom or educational setting. Since effective differentiation requires
more sophisticated and highly specialist instructional methods, teachers typi-
cally need adequate training, mentoring, and professional development to en-
sure they are using differentiated instructional techniques appropriately and
effectively. Some teachers also argue that the practical realities of using differ-
entiation - especially in larger classes comprising students with a wide range
of skill levels, academic preparation, and learning needs - can be prohibitively
difficult or even infeasible (Differentiating Instruction ..., 2018).

Application of inclusive teaching/learning methods in organising classroom
activities means teachers’ leadership for student creativity and learning
achievements:

.. various methodologies are used in the lesson. Digital, various technologies - not just
teaching a lecture, but some kind of activity, where students could get involved in activi-
ties, in groups, individual activities. R31

Teachers are key players in fostering student engagement (Garcia-Reid et al,,
2005). They work directly with the students and typically are the most influen-
tial in a student’s educational experience. Creating a culture of achievement in
their classroom, developing interactive and relevant lessons and activities, and
being encouraging and supportive to students are all ways in which teachers
can foster student engagement in the classroom. One method of enhancing
student engagement is to cultivate a culture of achievement in the classroom
where instruction is challenging, students feel comfortable asking questions,
and students are expected to do their best. For instance, a teacher might cre-
ate an end-of-the-year academic goal for a classroom as a whole or a specific
goal for each individual student. In order to show mastery of the goal, students
must complete a research project or an oral presentation.

Teachers need to select a goal that is challenging but attainable and find crea-
tive ways for students to work toward achieving the goal. Monitoring student
progress throughout the school year also will keep students focused academ-
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ically and invested in their learning. When students feel challenged, they are
less likely to be bored and disengaged (Akey, 2006). Teachers should aim to
create a culture in the classroom where learning is ‘cool, and asking ques-
tions is not only okay but expected. It may take some time to develop this
type of environment, but it can be done by setting clear, high, consistent yet
attainable expectations for all students. High quality instruction - one that is
rigorous, aligned with content standards, and uses instructional strategies to
meet the academic needs of all students - also is a key factor in promoting
a culture of engagement and achievement in the classroom (Weiss & Pasley,
2004) through teachers’ leadership.

Instructional strategies such as collaborative and experiential learning as well
as designing an accessible and relevant curriculum have been shown to great-
ly increase student engagement in learning (Heller et al., 2003). Examples of
these instructional strategies that might support student engagement include
the following: group activities and assignments, long-term projects, hands-
on activities, differentiated instruction, lessons and activities that draw from
students background, interests, and academic needs. Students learn more and
retain more information when they actively participate in the learning pro-
cess and when they can relate to what is being taught (Akey, 2006). Drawing
connections between information taught and real life - such as everyday life,
social issues, and personal concerns of the age group of students - is highly
effective in engaging students in the lesson (Heller et al., 2003). The teacher
implements her/his leadership by providing help to students:

A teacher is a curator and assistant. S/he is not the boss who controls the learn-
ing process, but s/he is the person who tries to help students to discover her/his
strengths, find out her/his gaps and help students to achieve academic results. R23
You can already help him realise his dream or some kind of verbal idea with all kinds
of advice, find additional literature or some links somewhere, online or similar ... Well, in
the end, how to do it technologically. This is where we always work creatively and really
let it go. R7

Student engagement is positively correlated to teacher support (Garcia-Re-
id et al,, 2005). Students who noted that their teachers were supportive and
cared about their success were more likely to be engaged in the classroom
and perform well academically (Heller et al,, 2003). Students who do not feel
confident in their ability to succeed are not likely to attempt to do the work
(Akey, 2006). Building a student’s confidence is not about falsely telling stu-
dents how great they are. Instead, it is about assessing student weaknesses
and strengths and developing ways to address them at developmentally ap-
propriate yet rigorous levels. Additionally, acknowledging student academic
growth and improvement is another way to build student confidence. It is

145



Teacher Leadership In School For Student Learning

crucial for teachers to create collaborative, supportive environments with high
but achievable standards because it greatly effects students’ engagement in
school and learning (Akey, 2006). By leading and using personal experiences
teachers inspire students to learn creatively:

There are students who openly say that they don’t know where to go. One of the alter-
natives, that maybe | will like it, maybe | won't like it. Those students are harder to help.
And for those who | already know that they came to learn, then they are motivated. R31

When it comes to sharing personal experiences when teaching, sometimes
teachers face a dilemma in determining how much of their lives to share with
their students. Storytelling in the classroom can be powerful, and students
enjoy getting a glimpse ‘behind the curtain’ (Barile, 2023).

Teachers experience the adaptability through flexibility when they understand
the students’ learning attitude, are empathetic to the students’ moods and
experiences, take into account the students’ learning needs and then adjust,
change, and reorganise the lesson structure ad hoc:

| used to come up with a story, there was a song and words, and that kind of pro-
gramme, which is different for two-year-olds, and from three to six years old. | practically
teach them all the same. | think of a topic for that week. | think that, for example, | used
to start the first lesson in one way, but sometimes children change the whole educational
process in such a way that | look at it. For example, that fifth lesson is already completely
different for the student. If I listen, | only allow the self to change, or not, even sometimes
the same structure of the lesson, it's not that | am stubborn here. | can achieve that goal
in completely different ways. R24

Experiences of change, novelty, and uncertainty are common to all humans.
These include major events such as beginning school, moving out of home,
and starting a new job. They also include more everyday events such as a
change in job role, having to think of alternative transport when a flat car
battery strikes, or having unexpected guests join for dinner. The extent to
which we are able to adjust our thoughts, actions, and emotions in order to
successfully respond to these types of situations is known as adaptability. This
involves adjusting the way we think about the situation to consider different
options, undertaking different actions to better navigate the situation, and
minimising emotions (like anxiety or frustration) that may be unhelpful or
distracting (Collie et al,, 2018). Just as general life is full of changing, new, and
uncertain situations, so are our working lives - and especially the working
lives of teachers. For example, at work teachers regularly encounter a diverse
range of learners to whom they must respond appropriately, face unexpected
situations in the classroom or shifts in timetabling that they need to navigate,
interact with with new colleagues, students, and parents, integrate new and
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changing knowledge from professional learning into their teaching practices.
All of these situations require teachers to adapt in order to successfully nav-
igate them. Adapting may involve adjusting lesson pacing to better engage
students, minimising frustration when a lesson is not going according to plan,
or adapting one's approach to collaboration to work well with a new col-
league (Collie & Martin, 2017).

Flexible pedagogical strategies are those that place the student at the centre
of the pedagogical process and have become an important part of the suc-
cess of any educational experience. They are designed to help teachers tailor
their teaching to the needs of all students, regardless of their learning style
or ability level. Flexible teaching strategies help create an inclusive learning
environment in which all students feel supported and respected. An example
of a flexible teaching strategy is differentiated teaching. This strategy consists
of adapting teaching to the individual needs of each student. For example, a
teacher might assign different activities to different students based on their
individual learning styles or abilities. This can help ensure that all students
can access the material and progress in their learning. Another example of
a flexible teaching strategy is the use of technology. Technology can be used
to provide students with additional support and resources, such as online tu-
torials or interactive activities. Technology can also be used to offer students
personalised instruction, allowing them to learn at their own pace and in their
own way (Martin et al., 2015).

The principle of flexibility in teaching is an important concept that centres
have been incorporating into their educational project. This principle encour-
ages teachers to be open to different approaches to teaching, to be willing to
modify their procedures based on the needs of their students, and to be crea-
tive in their approach. In addition, it means being open to trying new teaching
methods, such as technology-based tools or different types of assessments,
to ensure that students are engaged and learning. Flexibility in teaching also
involves being able to adjust the pace of instruction to suit the needs of the
students, as well as being able to adjust the content of the lesson to maintain
the attention and motivation of the different components of the same lesson.
In short, the principle of flexibility in teaching is essential to create an effective
learning environment adapted to the individual needs of each student (Collie
& Martin, 2017).

Flexible strategies are essential for any content area. By offering students dif-
ferent ways to learn and understand the material, teachers can ensure that all
students have an equal opportunity to succeed. Here are some strategies that
can be used in any content area to create a more engaging and fruitful learn-
ing environment (Collie et al., 2018).
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First, teachers must use a variety of teaching methods to keep students in-
terested. This could include the incorporation of multimedia, such as videos,
audio recordings and interactive activities. In addition, teachers should offer
students the opportunity to practise the material in a variety of ways, such as
through group work, individual projects, or hands-on activities. By offering
multiple learning pathways, teachers can ensure that all students are able to
understand the material. Second, teachers must use scaffolding techniques
to help students expand their knowledge. This can include guided practice,
breaking down complex concepts, and feedback. In addition, it is very inter-
esting and effective to offer students the opportunity to apply the material
to real life situations (Martin et al., 2015). Teachers often use lectures or dis-
cussions, laboratory experiments, or small group work to carry out flexible
content teaching strategies. For collaborative teaching, it is key to have spaces
and furniture that allow correct communication between students.

Flexible peer learning teaching strategies can be an effective way to engage
students in the classroom. Teachers can create an environment that encourag-
es creativity and critical thinking by allowing students to collaborate and learn
from each other. Here are some guidelines for applying flexible peer learning
strategies in the classroom. First, it is important to create an environment that
encourages collaboration. This can be achieved by providing students with
an open forum to discuss ideas and ask questions. In addition, it is important
to provide students with the necessary resources to facilitate learning. This
could include providing access to online materials, allowing students to work
in groups, or providing a variety of activities to choose from. It is important
that students are responsible for their learning. This happens by providing
feedback on the group’s progress, setting expectations for the group, and pro-
viding opportunities for individual reflection (Martin, 2008). Teachers leaders
are convinced that their adaptability is directly related to the learning expec-
tations of students, which they need to know:

It is very important for students’ results that their expectations match what they get in
lessons. Since | am a teacher, today | started a new module, so | started the lesson with
the question: what was the purpose of your coming to school? What do you want, what
do you hope to learn? R31

A student-teacher relationship in the classroom is a positive relationship be-
tween the teacher and the student in efforts to gain trust and respect from
each other. This relationship may consist of getting to know your students
better, providing choice and encouraging the students to become stronger
learners everyday. By doing this teachers are showing respect to their stu-
dents, valuing their individuality and being polite. Having a positive relation-
ship with your students helps them become more successful in the classroom
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as well as makes your classroom a safe and welcoming environment for all
(Coristine et al,, 2022).

Encouraging students’ creativity

Teachers claim that they encourage the students’ creativity by being open to
students’ input:

Well, maybe the thing itself is so grateful for technology education. It's actually for chil-
dren, we have something there, topics where you need to familiarise yourself with the
tools, how to use them safely, and something else. But when we start to produce, students
are always given the opportunity to come up with their own idea. Something | want to
do, don't you? R7

There are many tips and tricks that can be used to build a strong student-teach-
er relationship. One way that a strong student-teacher relationship can be cre-
ated is by making it apparent that the teacher cares about the students. This
can be done by talking with students. Another way could be by listening to
students, this can be done by hearing their opinions, taking into account their
interests, and by learning each student’s unique learning style. The teacher
can develop mutual trust with students, such as providing them with choices
and always having their best interests in mind. The teacher always has to be
respectful and fair with every student. The teacher can ensure this by not pick-
ing favourites, and having the same correct behaviour for each student. Fur-
thermore, the teacher can get to know students and their families by paying
attention to students during class, offering them opportunities to talk or share
what they want about their families and by giving students positive words
of encouragement and constructive criticism (6 Ways to Build Strong Teach-
er-Student Relationships with SEL, 2022). This creates trust with students, as they
know they can rely on the teacher to be honest. Teacher leaders encourage
students to take responsibility for learning by developing independence for
their creativity in learning:_

Maybe next time it's a pity that the students don't take advantage, they somehow wait
for me to give the command, because there are all kinds of things, but | always encour-
age it. In fact, so that they themselves think what is useful for you today. Maybe home-
made, homemade or a gift. Somewhere for dad or mom, or something that would be
practically applicable and they would try those technologies themselves and that kind of
creativity and personal freedom is really great for him. R7

Student choice makes students active participants in their education, thereby
increasing levels of engagement. Such autonomy is generally associated with
greater personal well-being and satisfaction in educational environments as
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well as in terms of academic performance (Coristine et al., 2022). When stu-
dents are in charge of their own learning, they feel a sense of belonging - the
classroom becomes a space defined by them. And paradoxically, in providing
greater autonomy for students, teachers are more important than ever, be-
cause only a skilled teacher can set up the scaffolding for this kind of learning
experience and thoughtfully guide students through each step of the process.
Like adults, students feel valued and respected when an experience challeng-
es them, reflects their interests, and allows their voices to be heard. And when
they are the authors of their own stories, they attend to each moment because
they care deeply about the rising action, the falling action, and the resolution
- the triumphs and the lessons are their own (Pandolpho, 2018). Teacher
leaders create opportunities for students to reveal their talents:_

I think that a lot of things come from the heart, you feel that talent is hidden somewhere.
If she let it reveal itself, it's a lot of fun for him. Indeed. R19

Teachers can play a major role in the discovery of the hidden talents in their
students as they observe them and know their strengths and weaknesses.
Teachers can sense a latent talent in a student much better than the student’s
parents, relatives, or friends, and can encourage the student to spend more
time in developing the gifted skills.

Teachers can discover the latent talents in their students by various ways such
as Ways to Discover Latent Talents in Students (2023):

e Observing a student’s hobby. The teacher can discover latent talent in a
student by observing their hobbies and their aptitudes in those hobbies.
People usually tend pick up those hobbies in which they are talented. Peo-
ple having natural talents in a skill tend to be drawn towards similar hobbies
and find their calling in that. However, they tend to abandon those hobbies
as they age for other practical and pragmatic options, often on the advice of
their parents or relatives. Teachers can identify the talents of a student from
their hobbies and can counsel them to pursue their hobbies in a serious
manner.

e Asking them about their passions and interests. Teachers can get a whiff of
a student’s talents by asking them about their passions and interests. They
can get honest replies from younger students and can observe them while
the students are engrossed with their passions. Passionate students often
lose track of time and are totally oblivious to happenings around them when
they are immersed in an activity that they truly love. Teachers can get an
idea about their talents when they see the students involved with their pas-
sions.
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e Organising various competitions and shows. Teachers can discover the la-
tent talents of their students by organising various competitions and shows
and encouraging them to participate in those. They should convince the
students not to get bogged down with competition and to enjoy the con-
tests. The objective of these contests should not be to intensify a feeling
of competition or rivalry among the students but to help them discover
their hidden talents and gifts lying within them. Similarly, teachers can also
organise some shows and exhibitions, such as science exhibition, arts and
crafts exhibition, that will encourage students to participate in them and
showcase their talents.

e Arranging a group outing and encouraging them to express themselves
freely. Children are usually spontaneous when they are outdoors and are
provided with some downtime. They are not apprehensive about being
judged thus feel free to express themselves. It is not surprising to see a ret-
icent and shy student, voicing some melodious songs without feeling any
inhibitions. In these outings, children tend to open up and leave their seri-
ous garb behind. To discover a latent talent of a student, allow them to laugh
heartily and express themselves freely.

e Organising extracurricular Olympiads. Teachers can also spot the latent tal-
ents of students by organising extracurricular Olympiads such as a Maths
Olympiad, Science Olympiad, etc. Students tend to prepare themselves best
and give their best performance for these Olympiads.

An atmosphere of openness in the classroom

For teachers the atmosphere of openness in the classroom is a leadership
context in which the teacher takes into account the opinions and ideas of the
students and together with them implements the ideas in learning:_

I always ask my students, even though they are first graders, what they would like.
Then we try to agree together on which ideas are acceptable to us, if we would like
it that way, and if it is clear that most students agree, then | help those students to
implement that idea to the end. R20

First of all, in order for the students to implement their ideas, the teacher must be
a good listener, and | am one. To listen even then means that the combined forces
of the generations will strive to implement that idea. R34

Poor teacher-student relationships result from the instructor’s lack of aware-
ness. Some students require tailored educational approaches, since they do
not respond to learning in the same way as others. When a teacher fails to
regard an individual student’s educational needs, relationship problems be-
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tween teachers and students arise (Coristine et al,, 2022). Each student’s ability
to learn and interact with teachers is influenced by their personality, family
backgrounds, mental processes, learning styles, priorities, maturity levels, and
academic ambitions (Tucker, 2021). When possible, teachers should treat each
student as an individual who deserves one-to-one attention and specialised,
concentrated education. In addition, a poor student-teacher relationship will
develop if the teacher’s main or only priority in the classroom is academics
(Tucker, 2021). In correspondence with academics, students need to feel cared
for and have the chance to feel strong emotions. Teachers are responsible for
building relationships with students that are not surface level or academically
focused. Students should feel that their teacher is someone they can trust and
communicate freely with. The lack of empathy displayed by an educator can
result in a poor student-teacher relationship (Coristine et al., 2022). The teach-
er creates a culture of equal discussion and communication in the classroom:

In this case, | usually let the students talk, share their ideas or simply write down sugges-
tions, discuss something, discussion and dialogue - this is my best tool to achieve some
kind of result and get out of the student how he can present his idea and what steps he
sees to implement it, and then decide what the teacher her/himself can help him with
and what steps he can advise or guide. in which direction. R23

The fact that | should not look at any person as inferior to you, even a child, well, let's say,
three years old, as | remember myself, maybe not three years old, but let’s say five. These
children are even smarter now than when we were at that age. | look at every child only
as one who lived in this world for a shorter time, but definitely not as stupid and who
can't teach me something. R28

Student-teacher relationships are highly essential in an effective classroom.
Specifically, student-teacher relationships are important for students in their
short term and long term education (Coristine et al., 2022). Student-teacher
relationships are important in the short term because they create a thriving
classroom environment, help students develop self-worth and improve stu-
dent mental health (Buffet, 2019). These positive relationships may decrease
behavioural problems and promote academic success. Student-teacher rela-
tionships help foster the academic success of students. With this being said,
student-teacher relationships assist students in the short term. These relation-
ships support students for the specific year they spend in that educational
setting with the educator (Buffet, 2019). Likewise, a positive student-teacher
relationship is very important in the long term because it gives students con-
fidence, as well as ensuring that they know that their ideas are valuable. In
turn, this allows students to carry this confidence throughout their future years
pursuing academics. Also, this confidence and recognition of self-worth can
be seen in social and emotional aspects of the students life. Another long term
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effect is that positive teacher relationships teach students that mistakes are an
indication that they are learning. Learning is ongoing and students are able to
identify this through the production of positive student-teacher relationships.
This type of relationship will foster confidence in the long term for the student
(Coristine et al,, 2022). The teacher listens and evaluates the meaningfulness
of the students’ criticism in the name of the quality of teaching by preserving
their creativity:

It seems to me that this is what you encourage here, that when you see that you react
to the children’s comments, to the children’s questions, because sometimes we teachers,
well, we don't like those children who are uncomfortable. Who ask a lot, who express
their opinion a lot, but in fact, this is what is most valuable. If a person asks, if a person
is interested. R24

One way to enhance students’ motivation and achievement is to make their
learning meaningful (Beni et al., 2019) by creating a meaningful learning en-
vironment that emphasises cognitive, social, and emotional aspects of learn-
ing, as well as fully engages a person. Researchers are constantly looking for
methods and tools that make learning meaningful for learners (Mystakidis,
2021; Polman et al,, 2021). It has been determined that learning motivation
is particularly enhanced by the experience of success (Filgona et al, 2020),
students’ belief in learning success, as well as their empowerment and promo-
tion of their autonomy (Bojovi¢ & Antonijevi¢, 2017). A meaningful learning
environment motivates students to make more efforts and leads to a better
transfer of knowledge from the classroom to the outside world (Wilson, 2020).
A meaningful learning environment links learning with students’ needs and
interests, motivates students to put in more effort, and allows them to ex-
perience the value of learning activities outside of school (Van Oers, 2009).
Researchers note that meaningful learning construction is related to teaching
methods such as inquiry and problem-solving, which encourage analysing
and relating existing information to new concepts (Hanani, 2020). As revealed
by the study conducted by Polman et al. (2021), when creating a meaningful
learning environment for primary school students in mathematics, teachers
consider educational contexts that activate students’ prior knowledge and
connect it to students’ personal worlds and values outside the school as im-
portant. As a way of strengthening meaningful learning, teachers use goal
setting for/with students, create cross-curricular and future-oriented contexts,
and share personal experiences in practice (Ustilaite et al.,, 2023). The teacher
recognises the limitations of his or her own knowledge and provides opportu-
nities for students to share their knowledge with him/her:
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If a student sometimes even knows more than |, because we, teachers, are probably
very afraid to admit that modern children sometimes even know more in the field of
technological knowledge. So what happiness is there when | ask, look here, | don’t pay
anything for this phone. Can you help me? It's again that show that, well, 'm handing
that leadership over to you, too. You're tougher than me in this place. R32

Students aren’t consumers of facts. They are active creators of knowledge.
Schools aren't just bricks-and-mortar structures - they’re centres of lifelong
learning. And, most important, teaching is recognised as one of the most
challenging and respected career choices, absolutely vital to the social, cul-
tural, and economic health of our nation. Today, the seeds of such a dramatic
transformation in education are being planted. Prompted by massive revo-
lutions in knowledge, information technology, and public demand for better
learning, schools nationwide are slowly but surely restructuring themselves.
Leading the way are thousands of teachers who are rethinking every part of
their jobs - their relationship with students, colleagues, and the community;
the tools and techniques they employ; their rights and responsibilities; the
form and content of curriculum; what standards to set and how to assess
whether they are being met; their preparation as teachers and their ongoing
professional development; and the very structure of the schools in which they
work. In short, teachers are reinventing themselves and their occupation to
better serve schools and students. Teachers today are encouraged to adapt
and adopt new practices that acknowledge both the art and science of learn-
ing (Lanier, 1997). They understand that the essence of education is a close
relationship between a knowledgeable, caring adult and a secure, motivated
child. They grasp that their most important role is to get to know each student
as an individual in order to comprehend his or her unique needs, learning
style, social and cultural background, interests, and abilities.

Teachers have to be committed to relating to youngsters of many cultures,
including those young people who, with traditional teaching, might have
dropped out - or have been forced out - of the education system. Their job is
to counsel students as they grow and mature - helping them integrate their
social, emotional, and intellectual growth - so the union of these sometimes
separate dimensions yields the abilities to seek, understand, and use knowl-
edge; to make better decisions in their personal lives; and to value contribut-
ing to society. They must be prepared and permitted to intervene at any time
and in any way to make sure learning occurs. Rather than see themselves
solely as masters of subject matter such as history, math, or science, teachers
increasingly understand that they must also inspire a love of learning (Poth,
2023).

In practice, this new relationship between teachers and students takes the
form of a different concept of instruction. Tuning in to how students real-
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ly learn prompts many teachers to reject teaching that is primarily lecture
based in favour of instruction that challenges students to take an active role
in learning. They no longer see their primary role as being the king or queen
of the classroom, a benevolent dictator deciding what’s best for the powerless
underlings in their care. They’ve found they accomplish more if they adopt the
role of educational guides, facilitators, and co-learners. The most respected
teachers have discovered how to make students passionate participants in
the instructional process by providing project-based, participatory, education-
al adventures (Poth, 2023). They know that in order to get students to truly
take responsibility for their own education, the curriculum must relate to their
lives, learning activities must engage their natural curiosity, and assessments
must measure real accomplishments and be an integral part of learning. Stu-
dents work harder when teachers give them a role in determining the form
and content of their schooling - helping them create their own learning plans
and deciding the ways in which they will demonstrate that they have, in fact,
learnt what they agreed to learn (Lanier, 1997). The teacher creates a culture
of reflection in the classroom:

Reflection is necessary in today's school, and it is not only the teacher’s reflection, it is also
the students’ reflection about their activities, about their results. R33

Student-teacher relationships have displayed many advantages in the class-
room. To start, students who share a positive relationship with their teach-
er develop stronger social-emotional skills. These students are more likely to
absorb an increased amount of academic knowledge (Positive teacher-stu-
dent relationships have cascading benefits, 2021). The result of a strong stu-
dent-teacher relationship is that it allows students to feel confident through
exploration and taking risks in their academic tasks. In short, students who
have a positive student-teacher relationship demonstrate a stronger perfor-
mance in the classroom (Positive teacher-student relationships have cascad-
ing benefits, 2021). However, one of the most important impacts of a positive
student-teacher relationship is the production of an environment that incor-
porates mutual respect. The teacher can produce a strong relationship with
a student by explicitly defining learning goals and expectations in a positive
manner. This could look different for groups of students or individual students.
The strong relationship will allow for teachers to be aware of their students’
learning, and adjust their learning goals and expectations as needed (Ad-
min, 2017). In the same manner, the teacher should allow opportunities for
students of all learning styles to participate in class discussions through oral
and written communication. In addition to academic advantages, positive stu-
dent-teacher relationships improve mental health and assists students in de-
veloping self-worth (Admin, 2017). Often, students look up to their teachers as

155



Teacher Leadership In School For Student Learning

mentors. With this in mind, students are likely to feel pride when the educator
encourages them in their learning and social interactions. Social competence,
problem-solving abilities, autonomy, and a feeling of a bright future or pur-
pose are protective elements that boost resilience; these all can be developed
in a supportive teaching atmosphere (Bondy et al,, 2007). As noted, students
benefit from positive student-teacher relationships. Likewise, educators ben-
efit as well. While creating strong relationships with their students, educa-
tors are strengthening their own interpersonal and professional skills (Admin,
2017). By strengthening their interpersonal communication skills, teachers are
more likely to respond effectively to stressful situations. Teachers are able to
form relationships with parents and co-workers. Students and teachers equal-
ly benefit from the creation of positive student-teacher relationships.

A teacher’s leadership is successful when s/he creates opportunities for stu-
dents to realise their own ideas - this inspires students to enthusiastic learning,
motivates them to strive for more and better, which is directly related to their
educational achievements.

In this context, the teacher’s ability to listen, to hear students’ ideas, opinions,
expectations, the organisation of the classroom environment, based on a cul-
ture of open dialogue and equal communication, mutual critical reflection and
efforts to listen to individual rites, saturation of the classroom environment
with mutual care and respect are of particular importance. Therefore, teacher
expertise, when we talk about student achievement, focuses on the teacher’s
ability to bring students together for mutual cooperation, concentration, care
and help and support for each other; teacher professionalism in the ability
to form differentiated tasks for students in the lesson; teacher excellence in
applying teaching and learning methods that involve students in learning and
encourage them to take responsibility for it and enable self-regulated learn-
ing; and the teacher’s use of a personal life example to inspire learning learn-
ing, become essential characteristics of a teacher’s expertise.

A teacher’s leadership in using students’ ideas for their successful learning,
related to learning achievements, is directly related to his/her ability to flexibly
adapt to the classroom and support students’ creativity. Teacher support for
student creativity includes openness to recognising students’ contributions to
learning, encouraging students to take responsibility for their own learning
and, as a result, develop personal learning independence, creating an atmos-
phere where students’ talents are seen, recognised and respected.

The atmosphere of openness in the classroom is directly related to teaching
leadership, and here it is important that the teacher reacts positively to the
students’ opinions about learning and tries to implement the students’ sug-
gestions, using them to improve the students’ achievements; for the teacher
to create a culture of open discussion and open communication in the class-
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room, for the teacher to appreciate the meaningfulness of students’ criticism
in the name of improving the quality of teaching, for the teacher not to hide
the limitations of his or her knowledge, and to allow students to contribute to
increasing the teacher’s knowledge, and for the teacher to create a culture of
daily reflection in the classroom.
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8 Teacher Leadership While Supporting
Students To Create Meaning Of Learning

The term ‘meaningful learning’ does have some nuance to it. Still, a common
theme among all definitions is that learning new material is possible when it
relates to the learner’s existing experience. The idea of meaningful learning is
to help students, whether they are in elementary school or community col-
lege, use their knowledge and personal experience to understand complex
ideas and problem-solving. This way, learning is robust and transferable to real
life, online, and professional contexts, and they gain the experience and skills
that are actually valuable when creating their professional careers (Ramassa,
2023). From the research findings emerged essential factors that together cre-
ate the content of teacher support for students to create meaning of learning:
teaching/learning co-creation (Katz, 2021), personalised learning (Ramassa,
2023), and teacher’s didactic accuracy (Webb et al,, 1995; Wurdinger & Carl-
son, 2010).

Teaching and learning co-creation

The teacher’s help for students to create the meaning of learning is manifested
through the co-creation of learning, didactic purposefulness of the teacher,
personalised education of students, and creativity of the teacher.

Tab. 7: Teaching/learning co-creation: categories and subcategories

Subcategory Category

The teacher gives students freedom for reasoned creativity =~ Teaching/learning
co-creation

Teacher encouragement for students to experiment while
learning from mistakes

Encouraging students to discover for themselves ‘what is
important’

Teaching students to reason when planning learning

Learning progress planning based on individualised mutual
feedback
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Subcategory Category

Encouraging students to seek practical meaning

Motivating students to learn from others’ experiences
through collaboration

Making sense of a person’s knowledge and abilities in tea-
cher-student conversations

Co-creating with students is a process by which students collaborate with
teachers in designing their own learning experience. With an emphasis on
student perspectives, it is based on constructivist learning theory, which says
learners construct knowledge and meaning from lived experiences rather than
from passively taking in information. Implicit in the concept of co-creation is
a recognition that teaching is not a one-way process flowing from teacher to
student. Meaningful learning opportunities are made possible by honouring
student voices (Katz, 2021). Co-creation of teaching/learning involves teach-
ing and learning that is co-created through the collaboration of the teacher
and students in everyday learning in the classroom. Teachers believe that they
contribute to the meaning-making of students’ learning through the freedom
to create by presenting students with their own authentic arguments.

I allowed their freedom to develop to the maximum. Well, for example, | said, you can
even prove to me that God does not exist, but what matters to me is your validity. What
keeps you hooked. And in the true sense of the word, | saw how cool, interesting topics
are among the students, like how photography affects a person, or even photography
today. The whole world of Instagram is reducing photography itself. It was very interest-
ing to listen to the podcasts. Then some guys brought up the issue of free will very nicely.
Some said that man has free will, others about horoscopes. It was very, very important
for someone from the class that they were talking about the relationship between men
and women. R14

One question to consider is how students are co-creating for equity. As stu-
dents create, the goal is not to replicate existing systems, processes or resourc-
es. Co-creation should create opportunity and space for students to advance
social justice in their learning. A powerful form of co-creation is open peda-
gogy, where students are invited to openly license their contributions in the
class. An option for openly co-creating with students is developing renewable
assignments. These are assignments resulting in the production of materials
that have a value beyond the students’ own learning, such as content tutorials
for future classes. The students are then invited to openly license and publicly
share their work with the global community. Co-creating with students can
range from an individual assignment to entire curricula. While this may initial-
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ly seem daunting, any space in the syllabus, course or curriculum that provides
students with choices provides a start for co-creation (Katz, 2021).

A growing body of research suggests that students learn more deeply and
perform better on complex tasks if they have the opportunity to engage in
more ‘authentic’ learning - projects and activities that require them to employ
subject knowledge to solve real-world problems. Studies have shown a posi-
tive impact on learning when students participate in lessons that require them
to construct and organise knowledge, consider alternatives, engage in de-
tailed research, inquiry, writing, and analysis, and to communicate effective-
ly to audiences (Newmann, 1996). For example, a study of more than 2,100
students in 23 schools found significantly higher achievement on intellectu-
ally challenging performance tasks for students who experienced this kind of
‘authentic pedagogy’ (Newmann et al, 1995). The research highlighting the
benefits of authentic learning, together with a growing interest in providing
students with more engaging, thought-provoking learning opportunities, has
prompted teachers at all grade levels to experiment with incorporating in-
quiry-based learning into their curriculum. But interest alone does not make
for effective implementation of new models. Indeed, ‘learning by doing’ has
a somewhat chequered track record, in part because teachers often lack the
information, support, and tools necessary to fully integrate and support this
alternative approach to teaching and learning (Barron & Darling-Hammond,
2008).

Making mistakes can be a valuable opportunity of meaningful learning. Mak-
ing mistakes in learning can be inevitable, but it can also be a valuable growth
experience. Everyone is likely to make a mistake at some point, but the stu-
dent can turn a mistake into a positive situation by using it as an opportunity
to learn and become better at her/his learning by not making the same mis-
takes again. Showing that student had learnt from her/his mistakes can also
increase her/his teacher’s trust in him/her and prove that s/he is willing to put
effort into improving him/herself. Learning from own mistakes and viewing
them as positive experiences can help increase the student confidence and
free him/her from the fear of failure (How To Learn From Your Mistakes ...,
2023). Such learning is related to discovery learning.

Discovery learning is a form of constructivist learning that emphasises stu-
dents acquiring knowledge on their own through active roles and direct expe-
rience. This approach doesn't rely on linear or final knowledge transmission;
instead, it encourages students to discover knowledge through their own curi-
osity. Discovery learning advocates active learning, where students construct
their own knowledge more naturally than other traditional methodologies,
such as linear knowledge transmission. Among its benefits are the promo-
tion of self-esteem and the reinforcement of creativity when finding solutions.
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This pedagogical strategy can be greatly facilitated by the advancement of
technology (Discovery learning: ..., 2023). Teachers are not inclined to provide
students with template examples and insist on one correct way of solving,
they are more inclined to encourage students to try and learn from mistakes
and discover for themselves what is important in a specific part of training, a
specific topic, a specific task, etc. However, teachers emphasise that teaching
methodology is important:

Methodology is important. | am in favour of the fact that the teacher should not be the
one who stands in front of the blackboard and pokes his finger: "You do this and that, but
allows me to try and experience the self. Because we use a lot of different experiments |
allow students to make mistakes so that they can see that if they do it like that, it won't
work. It means they have to do something different, to try. So, they are not afraid to learn
from mistakes. R3

Discovery learning should lead to meaningful learning, where students con-
struct their own knowledge. This methodology is based on the following
principles (Discovery learning ..., 2023):

1. Active knowledge acquisition and motivation. Self-acquired knowledge holds
a stronger place in learning and is better retained and personalising con-
tent increases student motivation by acknowledging their interests.

2. Investigation and experimentation. Both investigating and experimenting are
vital empirical dimensions of discovery learning. They facilitate the consol-
idation of knowledge and represent the natural way to acquire competen-
cies.

3. Content organisation. By making students the origin and driving force of
learning, they promote a better organisation of acquired knowledge in
their minds, making it readily available for future use.

4. Long-term retention. Throughout the process, experiences reinforce each
other over time, promoting effective information retention. This active
learning approach places responsibility on the student, aligning with the
learning-by-doing methodology.

Therefore, student learning is planned together with the teacher, providing

mutual arguments for specific steps in the learning plan.

We wrote plans. We tried to see what arguments we would use. R15

Did you reach those agreements that were there or not, and what might have hindered
it? Then setting other goals, maybe smaller, maybe bigger, depending on what the stu-
dents’ results are. R2

Teachers plan their learning progress with students, prioritising mutual feed-
back. The concept of feedback has a long history and is considered one of the
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most common features of successful teaching and learning. However, whilst
it remains one of the most powerful moderators of effective and meaningful
learning, research demonstrates its effects are also amongst the most variable
and that some types of feedback are more powerful than others. The recent
resurgence of interest in the use of feedback provides us with a welcome
opportunity to further identify factors that make it effective and revisit some
fundamental questions such as the nature and purpose of feedback, how it's
different at different levels of processing and learning, and how it interacts
with the attributes of the learner.

It is usually not a very fast process towards that goal, but step by step certain obligations
and agreements are made with the student: what must be done on student’s part, what
the teacher can do in that sense, and then there is a general agreement, and then accord-
ing to the possibilities the certain discussions are and where | agree with the student. R19

As part of the broader visual learning approach the feedback is best under-
stood as an aim to reduce the ‘gap’ between where a student ‘is’ and where
they are ‘meant to be’ (Hattie, 2012a). As such, feedback is information given
to the learner and/or the teacher about the learner’s performance relative to
learning goals. It should aim to, and be capable of producing improvement
in students’ learning. Feedback redirects or refocuses either the teacher’s or
the learner’s actions to achieve a goal, by aligning effort and activity with
an outcome. It can be about the learning activity itself, about the process of
activity, about the student’s management of their learning or self-regulation
or (the least effective) about them as individuals. This feedback can be verbal,
written, or can be given through tests or via information technology. More-
over, it can come from a teacher, student, someone taking on a teaching role
or from peers.

Individualised two-way feedback between the teacher and the student ena-
bles them to have a purposeful conversation about the student’s duties and
responsibilities regarding personal learning development and specific goals.
To meet a student’s needs, the teacher needs to get feedback as well as give
feedback - it's a two-way street. When students have the chance to tell you
what they need, they empower you to revise and rethink your instruction.
Such two-way feedback puts students - instead of the curriculum - in the
driving seat. For feedback to be received and have a positive effect we need
transparent and challenging goals (learning intentions), an understanding of a
student’s current status relative to those goals (prior knowledge and achieve-
ment), transparent and mutual understanding of the expected standard (suc-
cess criteria) and the commitment and skills of both teachers and students to
invest in and implement strategies and understanding relative to such learn-
ing intentions and the criteria for success.
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In considering the multidimensional nature of feedback Hattie (2012b) pro-
poses an accessible ‘model of feedback’ that outlines a range of dimensions
therein relating to the: focus of feedback (i.e. Where am | going? How am |
going? and Where to next?); levels of feedback (i.e. task, process, self-regula-
tion, self); frequency of feedback and types of feedback (e.g. disconfirmation
vs. confirmation, student error, rapid formative feedback, prompts and cues).
The model considers the dynamic between feedback and a student’s attrib-
utes (e.g. personality, culture, peer relationships). This spotlight will further
outline the focus and levels of feedback within Hattie's model - an additional
spotlight will go on to further inform the remaining dimensions.

One of the best ways the teacher can help students understand an idea is by
teaching them how to voice their questions as they acquire learning. This not
only gives the teacher a chance to address areas students don't yet under-
stand, but it also promotes rich possibilities for classroom discussion. Ques-
tions are an integral part of teaching, and encouraging questions in the class-
room needs to go beyond the awful ‘hands up’ approach if the teacher wants
her/his students to feel safe asking them. Too often, building a space where
questions are encouraged means making time for collaborative engagement
is essential. Not only does this help students, but it will help the teacher, too, as
s/he can see gaps in learning. Encouraging students to ask questions is about
giving them tools to ask for assistance when needed. This comes later - as
they’re trying to implement the new concepts (Najam, 2023). The teachers ad-
here to the attitude that it is important for students in every subject to under-
stand the usefulness of the acquired knowledge in everyday life, in practice.
Therefore, students are encouraged to ask questions that arise from the need
to know and/or understand the life meaning of the knowledge acquired dur-
ing the lesson, i.e. applicability, use, contribution to problem solving. Students
are taught to see the ‘space’ of an emerging problem, which is possible in any
context or situation.

| tell students all the time, they even sometimes ask me first, what's the point? And what
is the meaning of that? Because it is through that finding of meaning that we, no matter
what completely philosophical utopian project he creates, we can still think about what is
the practical meaning of it. And | actually think that we mostly create those things where
we see, where there is an empty space or some kind of problem. R27

Experiential learning is the process of learning by doing and a part of mean-
ingful learning. By engaging students in hands-on experiences and reflection,
they are better able to connect theories and knowledge learnt in the class-
room to real-world situations. Experiential learning opportunities exist in a
variety of course- and non-course-based forms and may include community
service, service-learning, undergraduate research, study abroad/away, and
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culminating experiences such as internships, student teaching, and capstone
projects, to name a few (Northern lllinois University Center for Innovative Teach-
ing and Learning, 2012). Teachers positively evaluate the application of the
concept of experiential learning in teaching/learning practice when working
with students in the classroom.

This is probably the most important stage of creating the meaning of learning, ie. lear-
ning from experience. This is when children understand that they will be able to put it
into practice while learning. They understand that it is important for future generations
when they understand that it is important in the world at large. | think that it is through
such questions that the meaning of learning exists and emerges. R29

When students participate in experiential education opportunities, they gain
a better understanding of course material; a broader view of the world and
an appreciation of community; insight into their own skills, interests, passions,
and values; opportunities to collaborate with diverse organisations and peo-
ple; positive professional practices and skill sets; the gratification of assisting
in meeting community needs; self-confidence and leadership skills (Northern
lllinois University Center for Innovative Teaching and Learning, 2012).

Learning by experience is an element of meaningful learning can help the stu-
dent to earn skills and gain knowledge to succeed in her/his career. It can help
the student determine what career path s/he might like to pursue and how to
pursue it. If the student is considering experiential learning, s/he may be cu-
rious about its benefits and how s/he can find learning opportunities. Learn-
ing by experience, also known as experiential learning or experienced-based
learning, means learning knowledge and skills through direct practice. This
entails individuals reflecting on the experience they've had to identify new
skills and industry knowledge that they can use in their professional role
(Moore, 2010).

There are four components involved in the experiential learning cycle, includ-
ing (Kolb, 1984):

1. Concrete experience: Professionals can learn by directly practising some-
thing they want to improve.

2. Reflective observation: After a direct experience, professionals may men-
tally review what they learnt.

3. Abstract conceptualisation: Considering the skills and knowledge they
gained from an experience, professionals can plan ways to use them for
specific duties of their role.

4. Active experimentation: Using their new skills and plans, professionals
might try new experiences where they can refine what they've learnt.

166



Teacher Leadership While Supporting Students

Teachers note that learning from experience provides opportunities for stu-
dents not only to realise the importance of the applicability of knowledge and
abilities in everyday life, but also to develop the understanding that they can
contribute to sustainable life in the present and future, i.e. their progressive
futuristic coherent thinking is being developed.

Cooperative learning skills are crucial for students’ meaningful learning espe-
cially as globalisation and technological and communication advances contin-
ue to increase the quantity of accessible information and the need for collabo-
ration. Cooperative learning opportunities aren’t new learning tools, but they
have never been more valuable than they are now. With less interpersonal
contact and collaboration during remote learning, students spent more time
in the digital world. The return to in-person classes gives the chance for co-
operative learning to guide their brains’ reconstruction and boost social and
emotional cue awareness. To qualify as doing cooperative work, rather than
individuals working in parallel in a group, students need each other to com-
plete the task. Students are expected to participate in tasks that are clearly
constructed and necessary for the group’s success. The learning objectives are
clear and connect to their interests, and students have prerequisite knowledge
and know how to seek help when they need it. The inclusion of belonging to
a group, where a student feels valued, builds resilience, social competence,
empathy, and communication skills. The interactive and interdependent com-
ponents of cooperative learning offer the emotional and interpersonal expe-
riences that boost emotional awareness, judgment, critical analysis, flexible
perspective taking, creative problem-solving, innovation, and goal-directed
behaviour (Willis, 2021). According to teachers, students need to find the
meaning of their own learning, so they encourage students to cooperate and
learn from each other in everyday classroom learning. However, in finding
meaning, cooperation between the teacher and the students, talking, and dis-
cussions play a key role.

<...> is the importance of cooperation, collaboration and communication with students.
And if we talk to them about certain things, it's very important that they discover them-
selves through cooperation. R29

As students get positive feedback in their groups, they become more active
and develop excellent communication skills. It's hard for teachers to give all
students one-on-one guidance every day. Cooperative groups can minimise
the student’s reliance on teachers and enhance improved behaviour manage-
ment, direct guidance, and progress feedback. Essential cognitive activities
and interpersonal dynamics only happen when students promote each other’s
learning. Group members can discuss the concepts being learnt, orally explain
how to tackle problems, connect present with past learning, and teach indi-
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vidual knowledge to teammates. Students become fully committed to each
other and their mutual goals through face-to-face learning. The nature of
cooperative learning creates interdependence and improves communication
skills and emotional sharpness. The cooperative learning structure also gives
the students full responsibility for conflict resolution and group decision-mak-
ing. The best thing about cooperative learning is that it equips students with
good interpersonal skills. It's more complex than individualistic or competitive
learning because students engage concurrently in teamwork and task-work.
Group members must know how to lead, build trust, manage conflicts, and
make effective decisions.

Challenging or targeted conversations are cooperative learning opportunities
that can teach everyone involved. The rewards exceed the risks if we prepare
for the safety of all involved, including the teacher. Conversation is a personal
act. In a professional context, this can be difficult and also rewarding. The
teacher is personally invested in the experience of critical conversations - not
necessarily on one side or the other of the topic. A fundamental component is
to convey the benefits of these discussions. Students need to be able to turn
to their teacher for support. They are developing their abilities to explore dif-
ferent, sometimes opposing, opinions and beliefs. Lack of experience requires
a safe and well structured educational experience (Arao & Clemens, 2013).
Teachers tend to follow the attitude that imparted and acquired knowledge
and abilities during lessons are interpreted through targeted conversations
between the teacher and students in the lessons. In order to make conversa-
tions inclusive, teachers use various media and draw students’ attention to the
content of listening, hearing, speaking. And the teacher purposefully connects
it with the topic of the lesson and specific competences acquired by the stu-
dents.

Trying with them to be on that show together, for example, after using the video, there
are again many children in the class, practically 30 per cent, who can just reach that
level and go to the final. It happens sometimes that it's a matter of luck. And then you
can start talking with them about what knowledge means and what it means when
you know something. When you are able to solve a problem, when you are able to find
answers to interesting questions, what is needed for you to be able to do what? It's about
such things. In fact, it is through conversations with children that the meaning of learning
emerges, and they begin to understand it themselves, how it should all be done. R29

A great deal of work has been done to specify the kinds of tasks, accounta-
bility structures, and roles that help students collaborate well. In Johnson and
Johnson's summary (1999) of forty years of research on cooperative learning,
they identified five ‘basic elements’ of cooperation: positive interdependence,
individual accountability, structures that promote face-to-face interaction, so-
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cial skills, and group processing. A range of activity structures has been de-
veloped to support group work, from cooperative learning approaches where
students are simply asked to help each other complete individually assigned
traditional problem sets, to approaches where students are expected to col-
lectively define projects and generate a single product that reflects the con-
tinued work of the entire group. Many approaches fall between these two
extremes. Some approaches assign students to management (Cohen, 19943,
1994b), conversational (O'Donnell, 2006), or intellectual roles in the group
(Cornelius & Herrenkohl, 2004; White & Frederiksen, 2005). When designing
cooperative group work, teachers should pay careful attention to various as-
pects of the work process and to the interaction among students. For example,
Slavin (1991, 1996) argues that it is not enough to simply tell students to work
together. They must have a reason to take part in one another’s achievement.
Teachers appreciate the cooperation of students and adhere to the attitude
that such cooperation provides opportunities for students to get to know
themselves and others, to learn from their own and others’ experience by
sharing it, transferring it and opening up to the experience of others. Teachers
also notice their own learning opportunities when they observe cooperative
students and discuss with them in the process. Here, one of the important
moments is to raise the question of the meaning of learning - acquired know!-
edge and abilities.

That's learning to learn, the meaning of speaking. We actually talk a lot in class. What is
the meaning? And why | need or don't need it at all. Maybe what my heart wants in the
true sense of the word, because if | do things only because they are needed and | don't
understand why to do what at all, the question would arise, and it is in those moments
that you have to listen and learn along with them a lot things for myself. R14

A number of social processes have been identified that help explain why co-
operative work supports individual learning. They include opportunities to
do the following: share original insights (Bos, 1937), resolve differing per-
spectives through argument (Amigues, 1988; Phelps & Damon, 1989), explain
one’s thinking about a phenomenon (Webb et al.,, 1995), provide critique
(Bos, 1937), and listen to explanations (Coleman, 1998; Shirouzu et al., 2002).
Learning should be fun and can happen anywhere, here are some ideas to
turn everyday moments into a learning adventure. Students’ learning is made
meaningful through examples of everyday life presented by the teacher, pre-
senting arguments about the use of acquired knowledge in everyday life - at
home, at work.

The meaning of learning is that we go through practical things. | say every time: we go
through ourselves. For example, at home we cook soups. That's wonderful. We say: this is
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the meaning, you will know how and what to cut, what to add, etc. You will know what
a carrot is, for example, or not, you will know if you learn about carotenes. The ninth
graders. And the twelfth graders will know something about the farm. This is already a
project activity. R26

Personalised learning

Personalised learning is becoming a popular way for students to learn in the
twenty-first century. Instead of everyone being taught the same lessons, per-
sonalised learning allows students to learn in the way that best suits their indi-
vidual needs and interests. Personalised learning is an educational approach
that tailors instruction to each individual student’s unique learning needs,
strengths, and interests. It is based on the idea that everyone learns differently,
and can reach their full potential when teaching is tailored to the individual’s
specific needs, rather than following a one-size-fits-all approach. Personalised
learning is an educational approach that aims to customise learning for each
student’s strengths, needs, skills, and interests. Each student gets a learning
plan that's based on what they know and how they learn best.

Tab. 8: Personalised learning: categories and subcategories

Subcategory Category
Motivating the student to learn through individualised Personalised
tasks learning

Individualised formation of learning goals

Individualised assessment of students’ learning consistency

Personalised learning can involve a variety of instructional methods, includ-
ing educational technology, but is primarily focused on creating personalised
learning plans and providing hands-on learning experiences. Personalised
learning plays an important role in helping the teacher make personal learn-
ing meaningful to students. It's about more than just making content available
online and allowing them to access it whenever they want; it's about provid-
ing learners with a personalised learning path that guides them through the
material at their own pace. It is a great way to engage students and help them
stay motivated (Nahas, 2022). Personalised learning can be applied to any
subject area and any language, and it works regardless of whether you are
teaching kids or adults. Teachers motivate students to learn through person-
alised assignments:
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<...>one should observe her/his immediate environment, what he likes, and it is through
that stimulation <...> to use the context s/he is familiar with <...> to engage and initiate.
But you should not start from the highest point. <...> you may know animals well. How
could we make digital graphics a classroom pet? Drag through the context. | think there
are some better ways. And it affects students. R27

Personalised learning helps students move at their own pace, take initiative
over their own education, and learn from each other. It also improves engage-
ment, knowledge retention, and the ability to apply what they've learnt in a
practical context. It's also important to consider how personalised learning
benefits learners in other ways. For example, it increases engagement by al-
lowing them to take part in discussions and activities that are relevant to their
interests, which can improve their knowledge retention because they will be
more likely to retain what they learn (Nahas, 2022). Teachers help students
make sense of learning by working with them on personalised learning goals:

In our practice, this is the work of class leaders, where there is individual student progress
and you have to discuss with each student, but you have to discover those learning goals,
because I cannot set one goal for the class as a whole. It automatically looks by student.
What s/he can do, where s/he can do it and how s/he can do it. R2

One learning goal for the whole class, according to teachers, is ineffective.
Personalised assessment of students’ learning consistency is acceptable to
teachers. They realistically share experiences that it is time-consuming but ef-
fective. The student is not stressed, and the teacher sees the student’s individ-
ual learning progress:

This is complicated. Because there are a lot of students and it is a very difficult situation
for each one, but basically trying to pay attention to that student during the lesson, to see
how they are doing, if they are taking those small steps towards the goal, if something
changes. R2
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Teacher creativity

The creativity of teachers is one of the key factors in helping students to per-
ceive the meaning of learning. The teacher’s creativity incorporates her/his
intelligence, abilities, skills, qualities, and professionalism.

Tab. 9: Teacher creativity: categories and subcategories

Subcategory Category

Integrating media into students’ learning to learn Teacher
creativity

Contextual and association-based teaching of students to learn

A teacher’s everyday learning through inquiry in the name of stu-
dent motivation

Use of interactive training

Experiential teaching/learning

Learning in context can help students appreciate the relevance of disciplinary
knowledge and skills, increasing their motivation and engagement. Mean-
while, learning that takes place outside the context in which knowledge and
skills are to be applied can limit or reduce a student’s capacity to transfer and
use that knowledge in the real world or in a new environment. While con-
textualising learning can present challenges for educators and designers of
learning experiences, leveraging context can enhance the learning experience
and learner outcomes. The principle of ‘Contextual learning’ explores how
bringing learning into context can make the experience more meaningful to
students. As part of the process of exploring content across different contexts
and seeing how it is relevant, a contextualised learning experience prepares
students for life outside the classroom. Students start to conceptualise how the
knowledge they have gained during their studies is relevant to their intended
profession, the workplace, other aspects of life, and the world more broadly.
Contextualising learning in this way allows a more seamless transition from
higher education to the world of work. Putting learning in context can make
the learning experience more engaging and internally motivating for the stu-
dent. This in turn can connect the learning experience more closely to life
outside the classroom, thus making it relevant and memorable and reducing
difficulty when applying new concepts to unfamiliar situations (Osika et al,,
2022). Teachers use contextual learning for students to help them experience
and make sense of learning:

Let's say I'm trying to learn that. There are theories and | once tried to present ways of
learning to learn, how to connect certain contexts that I learn with existing knowledge.
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Maybe if I'm learning some facts that are needed, then maybe the senses can be used.
For example, a smell, a taste, maybe some image matches. It's just a question of how
much they [students] take those techniques, the ones | try to give them. It's just the idea
here that I'm really trying to give as much as | can, so to speak. R14

Teachers associate contexts, associations, senses and applied teaching meth-
ods with the topics of a particular subject. This helps students to contextualise
and experience not only their learning process, but also learning subjects,
topics, acquired knowledge and abilities.

Teachers use experiential learning and see its benefits in professional and stu-
dent learning approaches. For students, teachers justify the meaningfulness of
the topics of the learning subject, talk about the use of acquired knowledge
and abilities, encouraging them to try, make mistakes or experience success
and learn from experience. Teachers engage in students’ experiential learning
by demonstrating, asking questions, and at the same time reflecting on their
teaching from a professional didactic perspective:

Another thing that works really well, and is highly encouraged, is the demonstration of
usefulness. And where can | apply that message? And how do | apply that, right? If we,
say, in a group activity, in an educational activity, we explore what leaves are like, then
I also go outside as a pedagogue after that, because we still have a daily rhythm. R15

Experiential education is a teaching philosophy that informs many methodolo-
gies in which teachers purposefully engage with students in direct experience
and focused reflection in order to increase knowledge, develop skills, clari-
fy values, and develop students’ capacity to contribute to their communities.
Experiential education is related to interactive education, when the student'’s
desire to learn, her/his curiosity, and involvement are awakened. For example,
students work in groups, and the teacher creates a context in which students
experience interactivity. Students are exposed to attractive learning tools, and
learning materials are presented in an attractive way. In this way, students
develop creativity, logical thinking, and sociability:

All kinds of tools <...> interactive alternatives that arouse the child’s curiosity, are tools
that are attractive to the child, the material is presented in an attractive way. There is
more context creation, surrounding things. The essential things are that encouragement
to go, reinforcement, showing that you are on the right path; go on or not and that
testimony will show what | will be able to do with that knowledge. | think these are the
essentials. R15

The teacher’s support and reinforcement play a very important role. However,
teacher support is rational - based on daily learning from contexts, situations,
experiences, i.e. by researching and through this finding arguments and ways
of motivation for students to learn:
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I am an English teacher, it is not difficult to motivate students, why is it necessary to
learn English? Although recently, when students come to really hear English, there is a
lot of it everywhere, sometimes we still need to find new tools to motivate them, that not
only speaking competence needs to be improved, but also writing competence and more
everyday words need to be learnt. R28

A teacher’s didactic accuracy

Meaningful learning is promoted by actively engaging students to learn by
doing. Learning by doing is a theory that places heavy emphasis on student
engagement and is a hands-on, task-oriented, process to education (Morris,
2019). The theory refers to the process in which students actively participate
in more practical and imaginative ways of learning. This process distinguishes
itself from other learning approaches as it provides many pedagogical ad-
vantages to more traditional learning styles, such those which privilege inert
knowledge (Lesgold & Nahemow, 2001). Learning-by-doing is related to oth-
er types of learning such as adventure learning, action learning, cooperative
learning, experiential learning, peer learning, service-learning, and situated
learning.

Tab. 10: Teacher’s didactic accuracy: categories and subcategories

Subcategory Category
Developing student independence by monitoring learning Teacher's didactic
progress accuracy

Empowering students through an enabling environment to
solve problems

Student learning together

Teaching based on practical life evidence

The use of scientific knowledge in everyday life is based on
teaching

Integral education

After every hands-on learning activity, encourage students to reflect on the
experience and process they used to create their own understanding. Here are
some examples of hands-on learning activities: group work, open-ended dis-
cussion activities, outdoor education, experiments, field trips, projects. onsite,
the teacher acts more like a facilitator and allows the students to take control
of assignments. Students engage in solo or group projects at home, then write
or record their reflections on the process (Ramassa, 2023).

174



Teacher Leadership While Supporting Students

A teacher’s didactic accuracy remains an essential professional tool in helping
students to understand the meaning of learning. Through didactic purposeful-
ness, the teacher contributes to the development of students’ independence
by monitoring their learning progress, engaging students through the envi-
ronment and enabling them to solve problems, bringing students together for
learning together, implementing teaching based on practical life evidence in
the classroom, proving to students the use of scientific knowledge in everyday
life, implementing integral teaching.

The teacher purposefully applies the methodology of independent learning.
In the first test, the new material is developed together with the student, and
after that the responsibility for independent learning is left to the student.
When presenting the learnt material to the teacher, the student evaluates it
and opens up to the teacher’s observations. In this way, the student’s respon-
sibility for independent learning is developed:

I try like this: they play me, | see, | say, this is wrong. We pass. | don’t know whether they
understand or not, but it is their task to do everything on their own. And then the next
lesson comes, they become independent. We then look at what they did and what they
didn't. If it doesn’t work out, we look at something again, but | always try to move on. R13

Teachers believe that it makes sense to engage the student through the home
environment by using terminology that is meaningful to the actualities of the
students’ lives, talking about relevant topics. This means that the interpreta-
tion of the subjects of the subject must be connected with the problematic
field and context of students’ everyday life. Then students consciously learn,
reflect, get involved in learning:

To engage the student through her/his environment, the home environment. Through
myself, because, for example, in adolescence, students are very fond of cosmetics, if we
are talking about girls, and they are led astray when you say ‘beauty’ It is these topics
that excite students. Boys, for example, if we are in order in terms of sexuality, well, may-
be not so much with beauty, but they like technology more, and if we say that it is not
the teacher who comes with the topic, but the student who will come and we will come
from the problematic question to exactly this topic and then reflect. R26

Teachers purposefully gather students for learning together in groups, teams.
According to them, students’ learning together provides opportunities for
them to understand subject topics through life experiences sharing case stud-
ies, discussions, solving tasks and making decisions. Teachers say that learning
together with students is bringing them closer to life:

First of all, it is good when we all learn together. | really emphasise, at least I do, the im-
portance of what they learn, where it will be applied in real life, because | remember an
example from my own experience at school when we were learning mathematics. <...> R3
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Teachers put a lot of effort into motivating students to learn by connecting
subject topics with their applications in everyday life. Such reasoning is in-
separable from the teacher’s creativity, because it forces the teacher to learn
from experience every day, observe, talk with students, raise questions and
encourage students to answer them, discuss them:

I try to personalise with the connection of life through various activities. And as far as
what | do in my own activities, in the learning process | link each lesson to actualise that
this is important for us in life. And in the end, I actualise with life that maybe somewhere
you will need to leave and you will need to be told somehow whether it will work out this
way or that way. More generally, according to the students, | help to motivate them so
that they discover the meaning of learning, and it is important for the class teacher <..>
we talked with the children, especially when some subjects were not successful and there
was definitely no motivation. | was trying to help you discover this, and why is it impor-
tant here, why should you still learn? We were just trying to find a connection to life that
we could use. And we tried this through such questions and they said that | would not
really use it or that | would not need it. Well, it wasn't very easy for me to convince him
that there must be some kind of law of physics, but then | remembered Newton when an
apple fell on his head. R28

We used to have more free lessons to popularise mathematics. | started to tell my fifth
graders about the fact that what they are doing now, how it develops into more complex
concepts of mathematics and where it is applicable. It's just, well, when they surf the
Internet that there are just vectors, well, vectors are everything and then they understand
these things more, maybe it doesn’t end with solving math problems. RS

Teachers realise that learning as a process is not easy for either students or
adults, so they demonstrate empathic understanding to students. Therefore,
examples of the everyday use of scientific knowledge have an impact on the
meaningfulness of students’ learning:

It seems to me that basically, since my research is related to this, | know that the change
is not to say that learning is easy, because it really is not. What is happening to us is com-
plicated. | didn't try to tell the students that, oh, the math here is very easy, and you will
understand it very easily. | used to say it's not complicated. That it makes sense because
we're behind the one who makes things and, and people who do math, they also make
certain things in life that you use. Because mathematics is a subject that | am thankful
for, where a lot of what we use in life is based on just optimisation, calculations. It's to
show them that, because maybe sometimes you don’t understand that just walking into
a store and seeing the layout of the goods, that it's calculated mathematically and why
it's done that way, again, it's some equations to solve, because when you're just looking
at the problem, it looks like maybe very reduced version. They are really like that, well,
we used to try to develop a discussion topic with them. R5
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Integral learning, according to teachers, motivates students to learn, because
the educational subject is presented to students through everyday life experi-
ences, examples, cases, contexts, problems:

I really liked to tell my students, both formally and informally. When they asked about
what mathematicians do, | really wanted to pay attention to that practical benefit, and
on the other hand, I really liked historical subjects - mathematics because the first math-
ematicians were also philosophers and how they saw meaning in it, infinity, how they
perceived even divinity in it in essence. This was more the case here for those older stu-
dents who are concerned with existential questions, it also arose when mathematics is
also really very related to those existential questions. R5

Integral education responds to the growing desire for learning that integrates
all aspects of the person: cognitive, emotional, physical, social, cultural, and
spiritual. It is about opening the mind, engaging the body, and freeing the
spirit to see and be seen. It also more fully facilitates internal transformation,
allowing one to reach their potential and put it to use in the world (Verma,
2008; Pal, 2019; Ashok, & Sindhuja, 2023).

Meaningful learning contains characteristics of intentional learning,* coopera-
tive learning,? active learning,® authentic learning* and constructive learning.®

1

Intentional learning initiates the behaviour to achieve the goal. It triggers the cognitive func-
tions of the learner to acquire skills and knowledge attainment and application. It makes the
consciousness in every learning process and aims for high quality of learning. In intentional
learning the learner is serious and often involving a lot of action in a short period of time to
learn difficult concepts (Kumar, 2023).

Students, when they cooperate during learning with one another, gain more clarity and know-
ledge on that learning. Students will start to engage themselves and be able to cooperate in
doing their tasks and activities with their friends. Co-operative learning improves affective
outcomes. It helps students master traditional skills and knowledge as well as develop the
creative and interactive skills (Kumar, 2023).

Meaningful learning requires active individual agency and conscious goal setting. Thus, pro-
cesses that are self-directed, goal oriented, purposeful and immersive are essential. Learners
are not passive listeners but play active roles in learning activities, actively manipulating ob-
jects and information and observing results from the learning activities (Kumar, 2023).

A characteristic of authentic learning experiences is that they are personally relevant to the
learner and situated within a proper social context. Meaningful learning requires meaningful
tasks that emerge from an authentic, or at least simulated, context or experience. Students
engage in authentic tasks and problems rather than memorising abstract concepts and ideas;
solving real-life problems. Authentic learning is related to the real world activities and complex
problems (Kumar, 2023).

Constructivism is the theory that says learners construct knowledge rather than just passive-
ly take in information. As people experience the world and reflect upon those experiences,
they build their own representations and incorporate new information into their pre-existing
knowledge (schemas). Constructionist learning is the creation by learners of mental models
to understand the world around them. Constructionism advocates student-centred, discovery
learning where students use what they already know, to acquire more knowledge. Constructi-
vism is an important learning theory that educators use to help their students learn. Construc-
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Our research adds personalised learning® to the description of meaningful
learning. Both teachers and students get opportunities to interact with ex-
perts in a subject. It gives them useful exposure in terms of learning new field
thing. It provides students with motivation and inspiration for reaching the
top in the learning. The teacher has to maintain a conducive environment in
the classroom and provide students with experiences through their own ex-
periences. To promote meaningful learning in the classrooms, teachers should
help students to regulate their own emotions and motivation, categorise and
label students according to their performance and make ability-grouping, pro-
mote dialogue and discussions among students to build multiple perspectives,
and not ignore diversity in the classroom by implementing the personalised
learning the classroom.

tivism is based on the idea that people actively construct or make their own knowledge, and
that reality is determined by your experiences as a learner. Constructivism can help students
take a more active role in their learning, giving them a forum to ask questions and take part
in discussions about a subject presented to them. This is opposed to a more passive approach
where students are expected to listen to a lecture and absorb information (Cakir, 2008).

6 Personalised learning is an educational approach that aims to customise learning for each stu-
dent’s strengths, needs, skills, and interests. Each student gets a learning plan that's based on
what they know and how they learn best. The term personalised learning, or personalisation,
refers to a diverse variety of educational programs, learning experiences, instructional ap-
proaches, and academic-support strategies that are intended to address the distinct learning
needs, interests, aspirations, or cultural backgrounds of individual students. Personalised lear-
ning is generally seen as an alternative to so-called “one-size-fits-all” approaches to schooling
in which teachers may, for example, provide all students in a given course with the same type
of instruction, the same assignments, and the same assessments with little variation or modi-
fication from student to student. Personalised learning is intended to facilitate the academic
success of each student by first determining the learning needs, interests, and aspirations of
individual students, and then providing learning experiences that are customised - to a greater
or lesser extent - for each student. To accomplish this goal, schools, teachers, guidance coun-
selours, and other educational specialists may employ a wide variety of educational methods,
from intentionally cultivating strong and trusting student-adult relationships to modifying as-
signments and instructional strategies in the classroom to entirely redesigning the ways in
which students are grouped and taught in a school (The Glossary of Education Reform, 2023).
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9 Teacher Leadership In Promoting Student
Motivation To Learn

Teacher leadership can be conceptualised as an intentional and relational ac-
tion aimed to guide others towards a shared goal: to improve educational
practice (Espinosa & Gonzalez, 2023). Improving teaching and learning is
the purpose and focus of teacher leadership, first and foremost for the benefit
of the students (Brooks et al.,, 2019). Although the influence between teacher
and learner is reciprocal, in the teaching-learning process it is the teacher, not
the learner, who takes on the role of the leader, creating a relational asymme-
try between the two (Espinosa & Gonzalez, 2023). This personal relationship
between the teacher and student can be seen as an educational alliance for
learning, with the biblical alliance serving as a reference point (Harris, 2002).
Pedagogical leadership influences student learning mediated by teaching
practice; learning not only cognitive but affective and linked to social behav-
iour and values (Schott et al, 2020). Teacher leadership in the classroom is
associated with the formation of the value and character of the students (Su-
santo et al,, 2019), with the student commitment to ethical goodness (Prick-
ett, 2016). Teaching or pedagogical leadership can be characterised by the
teacher’s ability to develop a good relationship for student learning (Lumpkin
et al, 2014). Teacher-student relationships is critical for students’ emotional
well-being, motivation, and academic success (Pekrun et al.,, 2017).

A collaborative leadership culture is more than merely leading a scheduled
meeting, sharing lessons, or sitting through common planning-time sessions
taking notes. Collaborative leadership requires transparency, honesty, integri-
ty, dependability, accountability, and educators’ commitment to shared goals
(Matthew, 2018).

Motivation is not only important in its own right; it is also an important pre-
dictor of learning and achievement. Students who are more motivated to learn
persist longer, produce higher quality effort, learn more deeply, and perform
better in classes and on standardised tests. Motivated students are much more
likely to achieve their potential and find success. Motivation is an essential
ingredient in effective teaching and learning. It not only yields more positive
behaviour in students, but it also contributes to a greater sense of wellbeing.
Understanding how to motivate children and young people in education is
crucial, if we are to provide them with the best possible start in life.
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Motivation is what ‘moves’ us. It is the reason we do anything at all. For teach-
ers, a lack of motivation has long been one of the most frustrating obstacles to
student learning. While the concept of motivation may intuitively seem fairly
simple, a rich research literature has developed as researchers have defined
this concept in a number of ways. Social scientists and psychologists have
approached the problem of motivation from a variety of different angles, and
education researchers have adapted many of these ideas into the school con-
text. While there is a great deal of overlap between motivation theories, re-
searchers differ in their identification of the underlying belief systems leading
to motivational variation. Some theorists emphasise belief in oneself and one’s
competency, others prioritise goal orientation, and a third group argues that
the difficulty of the task shapes individual motivation. This resource will pro-
vide an introduction to various theories of motivation, explain the importance
of motivation for learning, and outline several practical strategies that teachers
can use to support and promote student motivation.

The teacher’s leadership in the classroom is based on cooperation with the
students in promoting students’ motivation to learn:

e When the teacher and students solve problems that have arisen together on
the basis of mutual dialogue:
| tried to find solutions together with older students. Those students who were written off,
they had a lot of gaps, because they were a low-achieving class for many years, from
which nothing would come. They had loopholes from ancient times, and they sometimes
became clear to me, that we have not been learning this subject since some time ago.
That's when we tried to explain with them how to learn at least that level, how what they
imagine should be done in order for us to learn. R5

A student-teacher relationship in the classroom is a positive relationship be-
tween the teacher and the student in efforts to gain trust and respect from
each other. This relationship may consist of getting to know your students bet-
ter, providing choice and encouraging the students to become stronger learn-
ers everyday. By doing this teachers are showing respect to their students,
valuing their individuality and being polite. Having a positive relationship with
your students helps them become more successful in the classroom as well as
makes your classroom a safe and welcoming environment for all (Christine et
al, 2022). From a cognitive elaboration perspective (O’Donnell, 2006), inter-
acting with others may encourage students to engage in cognitive restructur-
ing, through which they restructure their own knowledge and understanding.
This occurs when students elaborate on their thinking during conversations
with others. Specifically, explaining the material to others may promote learn-
ing by encouraging the explainers to rehearse information, reorganise and
clarify material, recognise their own misconceptions, to fill in gaps in their
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own understanding, to strengthen connections between new information and
previously learnt information, to internalise and acquire new strategies and
knowledge, and to develop new perspectives and understanding (Bargh &
Schul, 1980).

In the process of formulating an explanation, students may think about the
salient features of the problem and generate self-explanations that help them
to internalise principles, to construct specific inference rules for solving the
problem, and to repair imperfect mental models (Chi, 2000). This process may
help them develop a better awareness of what they do and do not under-
stand (Cooper, 1999). In addition, tailoring explanations to the difficulties of
other students may push helpers to construct more elaborate conceptualis-
ations than they would otherwise. Receiving explanations may help students
to correct their misconceptions and to strengthen connections between new
information and previous learning (Wittrock, 1990), as well as to bridge their
previous knowledge to the new information (Rogoff, 1990). Giving and re-
ceiving non-elaborated help (such as the answer to a problem without any
accompanying explanation of how to solve it), on the other hand, is expected
to have fewer benefits, because it may involve less cognitive restructuring or
clarifying on the part of the help-giver and may not enable help-receivers to
correct their misconceptions or lack of understanding (Webb, 2009).

e Encouraging students’ creativity as they learn to listen to each other’s ideas:

Children enthusiastically observe the work done by other students. When one used a bal-
loon, another used a bottle, the third used a straw, the fourth used something else. And
then you see that those answers and telling the students you see how it is, that there are
no wrong answers. All the students can come up with, and it's very rare that they don’t
move that situation. Everyone comes up with one way or another. R29

The framework of achievement goal theory highlights personal and contextu-
al aspects of goals, thus the learning environment in the classroom may form
students’ perceived goal orientation, and their goal orientation may gener-
ate learning behaviours and outcomes (Peng et al., 2013). Students’ motiva-
tion here has the mediating effect of learning goal orientation in linking the
creative learning environment and student creativity (Schuitema et al, 2014).
Students learn in a group and classroom, interactions among each other are
embedded in broader social networks. Then the ties among students within
social networks improve the quality of information received (Hommes et al,,
2012). It represent students’ relationships with their teachers and classmates
within the class environment (Chow & Chan, 2008), which make impact on
students’ learning outcomes. When students share their knowledge, they tend
to utilise the knowledge-based resources in the classroom and after class to
facilitate their learning activities (Yeh et al., 2012).
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Students’ learning requires various types of knowledge and information
(Amabile, 2012), thus improving students’ learning is based on knowledge
management, which involves the converting knowledge and creating new
knowledge (Van Den Hooff & De Ridder, 2004), and the process of sharing
relevant information, ideas, suggestions, and expertise with others (Bartol &
Srivastava, 2002). The learning environment may directly boost students’ mo-
tivation. A learning environment in class is characterised as valuing ideas, indi-
cating that students are not only allowed but also encouraged to take sensible
risks and make mistakes during the learning process (Mishra 2018). Therefore,
students are supported in reaching their learning potential (Chan & Yuen,
2014). A learning environment in a classroom involves students’ listening to
each other’s ideas, thoughts. Listening is often something we take for granted.
It is common that people often hear what is being said, but hearing is a lot
different to listening.

To listen, teachers need to make a conscious effort not to just hear what stu-
dents are saying but to take it in, digest it and understand (Worthington,
2008). Not only does listening enhance a teacher’s ability to understand better
and make the teacher a better communicator, it also makes the experience
of speaking to the teacher more enjoyable to students. Listening is an act
of empathy, when the teacher is trying to see the world through student’s
eyes, and to understand her/his emotions (Petress, 1999). That's not going to
happen if the teacher is judging the student as s/he is talking. The ability to
properly listen can be influenced by a number of things that could be going
on in teachers’ own lives, or bad habits we have picked up (Willis, 2018).
More than ever, it is easy to become distracted by something, or by teachers’
own thoughts which disengages them from what is being said (Devito, 1995).
Some of the reasons why teachers don’t properly listen are: being wrapped up
in their own thoughts, being distracted by something, the teacher has already
formulated a response, or something conflicting with the student’s opinion
(Azmi et al, 2014).

Listening plays an integral part in communicating, and the differences from
actively listening can be seen in multiple facets of our lives and development.
Active listening helps to: learn and understand things better in a learning, so-
cial and professional environment, become better at socialising, build stronger
relationships by making students feel valued, improve problem solving skills,
and absorb information better (Canpolat et al., 2015).

e Encouraging students’ creativity by providing them with opportunities to
conduct experiments based on simulating real situations:

The enthusiasm of students is when the task is creative. When they need to use all their
creativity to create some product or they move from the virtual environment, what con-
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nects us, from the environment, makes that model into a small model, that is trans-
formed the real space into the space where is modelling the situation itself. R29

An important part of learning creativity are experiments. Simple experiments,
particularly hands-on experiments, have an important role. These experi-
ments allow the creation of new and/or alternative experiments (Jeffrey &
Craft, 2004). Experiments based on simulations help students develop the
knowledge, skills, and dispositions needed for success in the world at large
(De Jong et al, 2013): they provide a safe playing field for students to try
new roles, skills, and responsibilities (Tomandl et al,, 2015). Simulations have
proven to be an important tool to developing many aspects of global com-
petence. They motivate students through real-world, relevant events (Moore
et al, 2013). Simulations also compel students to combine content knowledge
with critical thinking and reasoning skills (Kirschner et al,, 2006). Role-playing
is an element of social experimentations with simulations within the class-
room. Thus role-playing exercises may be part of the human condition. Ex-
perts believe that when children play, they often take on the role of someone
older - often a parent or a professional. Child development specialists explain
that this is simply a way for children to make sense of the world (Zoupidis et
al, 2010). Practising different outcomes makes people, however young, un-
derstand variables, and makes them more comfortable in different situations
(Lateef, 2010).

It may sound like a cliché, but role-playing exercises that have an international
or global dimension help students find commonalities and respect differences.
Working with unfamiliar partners or on international conflict resolutions also
helps students understand the local-global connection, as well as delve into
roots of tradition and conflict (Kilgour et al., 2015). Schools have used simula-
tions for a long time. School newspapers and drama clubs, just to name two
examples, mimic the practices of professional institutions as a way for students
to learn how to strive for professional-level benchmarks (Campos et al., 2020).

e Encouraging students’ learning to learn through self-selected tools for deci-
sion-making when performing tasks:
If you don't tell them what to take, there are many remedies. It is connected with the fact
that there is the competence of being able to learn, because when you need to be able to
choose, to choose a tool, to discover information about what it is, to be able to transfer
from one situation to another. R29

In the world of work (industry, military), the term ‘collaborative’ usually means
a group task in which no one member of the group can solve the task alone
(Wagner, 2008). Collaborative problem solving involves two different con-
structs - problem solving and decision-making (Wagner, 2010).
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The assumption is that collaboration for a group task is essential because some
problem-solving and decision-making tasks are too complex for an individual
to work through alone or the solution will be improved from the joint capac-
ities of a team (Schmitz & Winskel, 2008). People vary in the information,
expertise, and experiences that they can bring to bear in order to jointly solve
a particular problem. More specifically, collaborative problem solving requires
that people share their resources and their strategies in order to reach a com-
mon goal via some sort of communication process (Mohammed & Dumville,
2001).

Whether in an individual or group task, the group can be either face-to-face or
virtual. In both cases, some technology is often used to facilitate collaborative
problem solving and decision-making. Generally, collaborative problem solv-
ing and decision-making have two main areas: the collaborative (e.g. com-
munication or social aspects) and the knowledge or cognitive aspects (e.g.
domain-specific problem-solving strategies) (Salas et al,, 2008; Wildman et
al, 2012). These two areas are often referred to as teamwork’ and ‘task-work’
(West, 2000). The primary distinction between individual problem solving
and collaborative problem solving is the social component in the context of a
group task. This is composed of processes such as the need for communica-
tion, the exchange of ideas, and shared identification of the problem and its
elements (Wooley et al,, 2010).

e Providing opportunities for students to experience success in learning:

Enthusiasm for learning is probably recognised especially when the child experiences
success, if the child does not experience that success constantly, then he no longer sees
it. R2

It reminds us of the fact that, let’s say, about the same result, if the child then managed
to experience success, if you strengthen the child, then it also happens that there is a step
back, if you can again, that's how it happens, there are often those failures. R2

Traditionally, a teacher in any discipline tells a student what is ‘wrong’ with
their work and gives them reason to correct it. Often, those reasons are based
within reward/punishment systems designed to make students focus on their
failures (Henderson, 2023)). By definition, a student who needs ‘special’ edu-
cation is failing in some way that a typical educational approach can't remedy
(Galvis & Carvajal, 2022). So when a student is sent into the special education
system, it's because of failure. Good teachers don't focus on their students’
failures simply because there are too many of them (Alyahyan & Distegor,
2020). Focusing on success allows them to inspire their students and motivate
them (Galvis & Carvajal, 2022).

The fascinating thing about focusing on success is that lagging skills almost
always come along for the ride. The teacher is aware of the lagging skills and
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takes them into account, but does not ask the student to focus on them (Hogh
& Miiller-Hilke, 2021). Focusing on success, it turns out, is a more effective
way to teach all students. Focusing on success doesn't mean ignoring your
students’ mistakes, but it does mean appreciating their successes and motivat-
ing them to do more (Henderson, 2023).

State-mandated standards and curriculum can give parents the false impres-
sion that their student should always achieve in the centre of some designated
‘typical’ student (Chung-Jen Wang & Hsin-Yun Hsieh, 2022). The truth is, all
students learn at different rates. Focusing on success allows students with lag-
ging skills to feel motivated and successful in their areas of strength (Alyahyan
& Diistegor, 2020). Focusing on success doesn’t mean giving students empty
praise (Hogh & Miiller-Hilke, 2021). And it doesn’t mean ignoring their mis-
takes and lagging skills. It does mean giving them the energising feeling of
making positive forward motion. And that’s what learning is all about (Chung-
Jen Wang & Hsin-Yun Hsieh, 2022).

e Creating an atmosphere in which students experience the joy of learning:

What was it like to ask about the meaning of learning before, if s/he no longer sees that
meaning and the student needs to be given the opportunity to be happy, to receive some
kind of assessment, and from that comes out, let’s say, the same enthusiasm. R2

When we reached the goal that they set themselves, then, of course, they are very enthu-
siastic, very happy that they understand something, that they can do what they couldn't
do before. Yes, it was just that most of the time they showed that they were happy. RS

The research on joy in learning is related to psychology, sociology and ethics.
Joy can be understood in relation to desire and interest (Williams & Bauer,
2006), socio-emotional aspects (Sriprakash, 2009) and to entertainment (Ka-
zanci & Okan, 2009) with the focus on how students are influenced by their
will, ability, feelings and morals. Central aspects here are socio-emotional as-
pects, creativity and motivation (Kazanci & Okan, 2009). Meyer and Turner
(2002) outline the emotions intertwine with the interaction in the classroom.
The teachers’ way of interacting with the students when giving instructions
and the students’ attitudes and behaviour were understood as important for
the motivation to learn and experiencing the joy of learning.

Teachers showing their feelings and beliefs when giving instructions can
also enhance students’ motivation to learn and then children feel the joy of
learning. The relationship between emotions, motivation and cognition is ex-
pressed in their research. Beliefs and attitudes seem to contribute to inter-
actions between the teacher and students, and among students themselves
in the classroom. Seifert (2004) is emphasised on the teacher’s function of
being supportive and helpful in the interaction with the student in order s/he
would experience the joy of learning. In this way, the teacher can contribute to

187



Teacher Leadership In School For Student Learning

the student’s self-confidence, and thereby stimulate motivation and learning.
Tobin et al. (2013) draw attention to the dialogic relationship in the teach-
er-student interaction by focusing on content and words of conversations.
Learning is stimulated when conversations flow through the involvement of
both students and teachers and when characterised by humour. The study
showed that students or teachers exercising power through making other ac-
tors passive spectators can counteract learning. The use of drama is cited as
a means to elicit humour and laughter in teaching. However, the researchers
emphasise that it is not the activity itself but the presence of laughter and joy
that contributes to learning and a high quality of teaching (Cronqvist, 2021).
Meyer and Turner (2002) highlighted that teachers’ values have an impact on
relationships, feelings and learning. For example, justice is the basis for joy in
learning (Ehrhardt-Madapathi et al., 2018). Erhardt-Madapathi et al. (2018)
problematised the concept of justice, which can be understood in different
ways. The findings about fairness in pedagogy and in the interaction between
student child and teacher indicate that the experience of justice is subjective.
Educational aspects of justice such as encouraging learning through appro-
priate tasks and relevant support can entail that the teacher must give more
attention to students with a lower level of joy of learning. Thus students who
are sensitive to justice aspects can feel unfairly treated, which affects their joy
of learning.

¢ Encouraging students to reflect on personal learning:

If one time you are lucky, you experience success, sometimes you forget to praise or some-
thing else, because it happens or not at all, or you don't focus on that child, etc. It really
happens that you have to go back, one step at a time. Well, in that sense, to remind you
that it was like that and that it suited you, and you liked it. R2

Reflection deepens learning. The act of reflecting is one which causes us to
make sense of what we've learnt, why we learnt it, and how that particular
increment of learning took place. Moreover, reflection is about linking one
increment of learning to the wider perspective of learning - heading towards
seeing the bigger picture. Reflection is equally useful when our learning has
been unsuccessful - in such cases indeed, reflection can often give us insights
into what may have gone wrong with our learning, and how on a future occa-
sion we might avoid now-known pitfalls. Most of all, however, it is increasingly
recognised that reflection is an important transferable skill, and is much val-
ued by all around us, in employment, as well as in life in general (Lucy, 2006).
Reflection enables learners to generalise the main ideas, principles, and ab-
stract concepts from experience (Kolb, 1984). The process of reflection includes
debriefing and reframing to expand students’ beliefs and understanding, using
journaling as a form of reflection to help students develop conscious aware-

188



Teacher Leadership In Promoting Student Motivation

ness, and using prompts and feedback to guide students’ reflection (Roskos,
Vukelich, & Risko, 2001). Clark and Brennan (1991) thought that reflective
dialogue can facilitate learners to create knowledge and generalise practical
examples into explicit knowledge. In reflective dialogue, students ‘integrate
and generalise accepted arguments. They recapitulate actions and draw les-
sons from their experiences’ (Schwarz, Dreyfus & Hershkowits 2004, p. 170),
and help students draw conclusions. Knowing what you know and what you
do not know is one of the most important skills a person can have. The many
difficulties we have in ascertaining our own knowledge.

We are often overconfident in our understanding of material, biased in our
self-assessment of knowledge, and blind to gaps in our knowledge (Dunlosky
& Metcalfe, 2008). Flavell (1979), Kaplan et al. (2013) focus on the mental
processes that influence understanding and memory. Based on this research,
teachers should take pains to encourage students to reflect on and evaluate
what they have learnt, processes falling under the umbrella term ‘metacogni-
tion. Metacognition, is knowledge and cognition about cognitive phenome-
na consists of assessing task goals and requirements, evaluating the status of
learning goals, planning a strategy, applying the strategy, and reflecting on
and adjusting the strategy as needed (Flavell, 1979). In this definition, there
are components to metacognition of which the key element is a reflection
on one's own thinking processes. The more teachers help students reflect,
the more likely students will become self-regulated learners using cognitive
skills that will enhance many facets of life tried many different ways to foster
metacognitive skills in the classroom (Major et al,, 2016).

Training students to focus on their learning helps. Usually teachers concen-
trate on covering content in class and assume students should know how to
study. To students, ‘studying’ often means rereading the textbook or notes, in-
stead of practising the many activities encompassed under the metacognition
umbrella. In general, students who are prompted to self-explain their learning,
essentially unpacking the process of their own learning identifying barriers
and insights, have greater knowledge gains than students who received no
prompt (Azevedo & Cromley, 2004). Even something as easy to do as asking
students to explain a concept from the readings to a classmate/neighbour, fos-
ters metacognition (Dunlosky et al., 2013). There are many possible activities
to choose from for addressing students’ metacognition at a pedagogical level.
In one of the most comprehensive reviews of study techniques, Dunlosky et
al. (2013) rated the effectiveness of ten learning techniques most commonly
found to influence learning. The researchers found that activities that helped
self-reflection of knowledge showed the highest utility. One of the most useful
activities was practice testing, also called practice retrieval, which forces stu-
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dents to assess what they know and do not know, consequently enhancing
self-reflection.

e Creating an educational environment for students to experience the free-
dom of learning:
When students feel free, when they don't feel something, well stressed, you do your work
very joyfully. This, | think, is what shows that they like it, and how, what kind of work do

you respond to the most, | will second it here again, probably the experiential activity for
themselves, when they can try something themselves. R3

The freedom for students to learn, explore, and challenge ideas while building
and sharing their own opinions is the foundation of what is called academic
freedom. The freedom to learn protects students from unfair treatment by
instructors based on the student’s opinions and beliefs (Daly, 2010). Freedom
for students is necessary for effective learning of students for many reasons
(Daly et al., 1995; Evans et al.,, 1995; Mitchell et al., 1997; Nelson, 2003; Misco
& Patterson, 2007):

e Freedom to think and voice preferences: students need the freedom to
share their thoughts about what they like and don't like, plus the freedom
to speak up when something isn't working well or preferences aren't being
met. If a class doesn't give students the freedom to express their thoughts
and preferences, then they won't be able to do what’s best for them.

e Choice of work: if students are expected to complete certain tasks without
choice, then the tasks may become uninteresting or fall below the level of
the student’s skill set. The more freedom you give students when assigning
their own work, the more likely they are to find something that is rewarding
and meaningful for them.

e Freedom of movement: sometimes students need to move around during
class to stay focused, remain calm, or prevent themselves from acting out
inappropriately. If students aren't allowed freedom of movement, then they
may become restless, begin misbehaving or become distracted more easily.

e Freedom to focus on topics of choice: students need the freedom to learn
about what is interesting for them, rather than being forced to research or
complete tasks which are outside their interests or skill sets. Imagine you
had only one hour each week to play video games - wouldn't it be frustrat-
ing if that time were taken up with something you didn't really want to do?

e Freedom from bullying: sometimes students are bullied or harassed by oth-
er students. If they aren't able to leave the situation, they won't be able to
learn effectively. Even if a teacher is supervising class, sometimes students
bully each other when they feel safe, such as during independent work time,
or when the teacher is helping another student.
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e Freedom to think out loud: when students are asked to solve problems or
come up with creative ideas of their own, they need the freedom to express
themselves even if they make mistakes. Students need the space to exper-
iment without fear of being ridiculed by others. If you had a problem and
needed to solve it, wouldn't you want the freedom and encouragement to
think out loud and express your ideas?

e Freedom from overwhelming work: if students are overwhelmed with tasks
or assignments, then they may become stressed and frustrated. Even if a
task isn't that difficult for them, they won't be able to focus on learning ef-
fectively when they are overwhelmed. If you were asked to do something
which wasn't that difficult, but was simply too much or too long for you to
complete in one night, wouldn't you want the freedom to prioritise and
balance your workload?

e Freedom to make mistakes: students need the freedom to experiment with
new skills without fearing they will be ridiculed by teachers or peers if they
make a mistake. If students are afraid of making mistakes when learning
new skills, then they won't feel like they can do their best work until after
they've become comfortable with the skill. How do you think it would affect
your learning performance if every time you made a mistake, your teacher
yelled at you?

e Freedom to ask for help: if students don't feel like they can come to teachers
when they're stuck on something, then learning won't be effective because
the students won't get the guidance and support that is necessary for them
to learn. Asking questions isn't a sign of weakness - it's simply what all
learners need to do to learn effectively.

e Freedom from over-testing: when students feel that they are being tested
too much or too frequently, then this takes away from the time that should
be used for learning and practising new skills - which makes learning less
effective because it’s difficult to recall everything a student has been tested
on using rote memory. If students were frequently tested on the material,
then they would need to spend time reviewing that information rather than
learning new things, making it difficult for them to learn effectively.

e Supporting students’ learning initiatives:

Sometimes | think that those activities, as | mentioned, don’t have to be very complicated
either. For example, we had a topic about speed and about looks about speed and some-
how there was such a gap of time that we ended up earlier than planned. Didn't want
them to fool around there. We decided to do this, I say: 'Ok, let’s take a piece of paper,
fold the airplane and verbally let the one fly faster! Well, let's make such a competition.
The next day, there was a camp, they say: “Teacher, we can do it again today' They really
liked it (he speaks with great enthusiasm), but the point is that if he liked this one at all,
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but that they started to see whose plane flies most likely the way he folded it here. "You

7

can teach me how to fold here, how you bend, because | see yours is better than mine.
And they also started to cooperate. Started learning eventually. But this is about the one
who starts to fly faster, isn't it? It's just that they got really hooked, even though there was
such a ten-minute activity to keep them busy, it really worked out. R3

Creating a supportive and understanding learning environment for student in-
itiatives is particularly important when discussion activities deal with sensitive
issues in relation to mental health and wellbeing. In order to provide a safe
and engaging learning environment for students, it is important for teachers
to (Heflin & Macaluso, 2021):

e collaborate with students to develop a group agreement that sets the pa-
rameters for class discussions;

e reflect on their own role in discussions - acting as a facilitator of the conver-
sation to help to generate many viewpoints;

e value all student contributions and make this known;

e use a range of questioning techniques which open up discussion rather than
trying to get to a quick right answer;

e recognise that some students may not feel comfortable sharing;

e explore ways of dealing with this such as using think, pair, share activities;
e explore ways to ensure that all students get an opportunity to speak.

e Creating an atmosphere of experimentation for students in learning:

Sometimes without much planning and thinking, sometimes you manage to get them
very interested. And sometimes | need to plan, prepare, but that's not what | like the
most, as far as | can tell, the most interesting thing for all children is experiments. This is
the magic word. Only fairy experiments. They are insanely willing. It happens to be the
cosmos at all and the words are endlessly wanting there. Those experiments are such
that | changed the colours there. They pull out their phones there, start taking pictures,
filming, saying: 'l want to show my friends here’ You can see that it really worked and
they like it very much. R3

Curiosity and experimentation are essential skills for learning, creativity, and
problem-solving. They help students explore new ideas, test different ap-
proaches, and discover new possibilities.

e One of the simplest and most effective ways to foster curiosity and experi-
mentation is to ask open-ended questions that invite students to think, won-
der, and share their opinions. Open-ended questions are those that cannot
be answered with a yes or no, or with a single word or fact. They require
students to use their imagination, reasoning, and prior knowledge to re-
spond (McDonald, 2019).
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e The other way to foster curiosity and experimentation is to provide students
with choices and challenges that allow them to exercise their autonomy,
creativity, and problem-solving skills. Choices and challenges are oppor-
tunities for students to make decisions, express their preferences, and take
risks (Atsbury, 2016).

e A third way to foster curiosity and experimentation is for the teacher to
model these skills. Students learn by observing and imitating others, espe-
cially those they look up to and trust. By showing the teacher’s own curios-
ity and experimentation, you can inspire and influence students to do the
same (Li & Wong, 2018).

e A fourth way to foster curiosity and experimentation is to celebrate these
skills as positive and desirable outcomes of learning. Students need to feel
recognised, appreciated, and encouraged for their curiosity and experimen-
tation, not just for their performance or results. By celebrating these skills,
teacher can reinforce their importance, boost students’ confidence, and fos-
ter a growth mindset.

e A fifth way to foster curiosity and experimentation is to create a safe and
supportive environment that allows students to express themselves, make
mistakes, and learn from others. Students need to feel comfortable, respec-
ted, and valued for their curiosity and experimentation, not judged, critici-
sed, or discouraged.

By creating a safe and supportive environment, a teacher can reduce students’
fear of failure, increase their willingness to take risks, and enhance their col-
laboration and communication skills (McDonald, 2019). A sixth way to foster
curiosity and experimentation is to involve students in real-world problems
that are relevant, meaningful, and engaging for them.

Real-world problems are those that connect to students’ lives, interests, or
experiences, or that address current issues or challenges in the world. They re-
quire students to apply their curiosity and experimentation skills to find solu-
tions that are effective, ethical, and sustainable (Li & Wong, 2018).

Lessons that incorporate experimentation and student choice can transform
the learning experience for students. In these lessons students grapple with
complex tasks and set their own goals, and in doing so, develop important
transferable skills like time management and how to work well with a team, as
well as develop problem-solving strategies. They also learn about the impor-
tance of self-reflection, grit, and continued exploration based on their findings
(Magee & DeWald, 2018).
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e Encouraging students’ courage in learning:
I don't know the other correct answers, how to do yet how to solve situations there, but

basically you see those eyes, really shining eyes, and let's say, well, the questions that
arise and, for example, here | say, what was with the same podcasts. R14

Courage is a daily practice, especially in the classroom. Courage is confidently
acting in accordance to your beliefs, despite fear, difficulty, or opposition. That
can seem like a heavy notion for a classroom full of students, but it's incredibly
relevant as students grow into young adults. Teaching students to have cour-
age in the classroom not only increases engagement and academic achieve-
ment, but it also helps students learn how to handle adversity. A teacher may
not think that students handle many adversities, but they do - they try new
things every day at school. The teacher can effectively inspire courage in the
classroom by teaching students what it means to be courageous and what it
looks like in real-life situations (Dunagan, 2019).

Courage does not need to be a big affair, it can be as small as raising the hand
to ask a question. Sometimes courage is quiet, meaning there is not always an
applause at the end. It is essential for teachers and parents to encourage, rec-
ognise, and celebrate when students show courage, because they might not
realise they're doing it. Students also need to learn how to voice their opinions
and respectfully disagree with others, which can come in handy when the
time comes for them to stick up for what they believe in (Martin, 2011). Teach-
ing courage to students can be done in a variety of ways. One way is to share
stories of people who have faced challenges and overcome them. This can
help students see that courage is not about being fearless, but about taking
action even when we are afraid.

Another way to teach courage is to provide opportunities for students to prac-
tise it. This could involve setting up mock challenges or ‘courageous’ tasks for
students to complete. As they work through these tasks, they can reflect on
what they felt and why they were successful. Finally, it is important to encour-
age students to be compassionate towards others. When we see someone
else facing a challenge, we can offer them support and understanding. This
helps create a community of courage that can inspire and encourage every-
one (Birden, 2020).

e Rewarding students for learning:

When they receive an award. The other one also works very well when there is some kind
of competition and | come there, for example, what kind of bag is there, what kind of
awards are there. There is especially a medal or something, so here it is and they go like
this, we say, just don't blow your nose. This is recognition. A modern student needs the
visual forms in order something to feel, touch. R15
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In educational settings, rewarding has been known as a way to improve stu-
dent performance and motivation (Baranek, 1996). For example, a teacher
may give a student a medal for getting the highest score in an examination.
In another aspect, rewards are used to promote and manage behaviour and
learning. For example, a teacher may give a student a treat for entering the
classroom quietly in the hope that this will increase the chances that the stu-
dent will enter the room quietly next time.

However, many of these rewards used in classrooms are only delivered to
the students who have the highest achievement or ranking, who always win
games and classroom activity competitions, and who achieve academic suc-
cess in the classroom. When giving rewards focuses almost solely on these
groups of students, it may adversely affect other students’ learning. The other
students are probably demotivated when rewards are not used in effective
ways. Therefore, ‘effective rewarding’ is considered as an essential tool to gain
motivation and a key role to drive and increase students’ motivation and de-
velopment in learning and it can lead students to have positive and desirable
behaviour in the classroom (Ching, 2012).

Rewards are normally referred to as any contingency that may deliver a con-
sequence such as an activity, event, or any object that may be associated with
an increase in the future likelihood of a defined behaviour in similar situations
In the field of behaviourism, rewarding was initially shown and developed by
B.F. Skinner in the 1950s. The theory works on the premise that if reinforce-
ment is delivered after a certain behaviour is performed, then the strength of
the behaviour is increased (Hulac et al,, 2016). In other words, reinforcement
is any stimulus given after a behaviour that increases the chance of the behav-
iour recurring. For example, many teachers use the principles of operant con-
ditioning when they give out stickers, treats, and praise. Moreover, rewards
in the field of language teaching and learning were discussed in the sense
of learner motivation theories. In the field of motivation, extrinsic motivation
occurs when a person completes an activity because it leads to getting an
external reward.

A student who is promised a trip to the movies after cleaning her/his room
is said to be extrinsically motivated. Generally, the majority of rewards given
in the classroom are extrinsic motivators, however, students will learn most
when they are engaged by intrinsic motivation. The students who are intrin-
sically motivated show a number of behaviours that allow them to perform
accordingly with their academic abilities (Payne, 2015). For example, students
who are intrinsically motivated become involved in a task and get a feeling of
enjoyment (Arkoosh et al., 2009).

However, researchers are concerned about the extent to which extrinsic re-
wards could decrease intrinsically motivated behaviour when rewards are re-
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moved. Receptivity to self-development is increased by teaching people con-
structive thought processes and by highlighting the value of its characteristics.
One characteristic is discussed as goal orientation. This aspect affects how
students perceive the goal setting of the class. Goal orientations are individual,
trait-like differences that influence motivation and classroom achievement in
students and adults (Baranek, 1996).

The use of rewards may motivate students to achieve for an individual reason
which impacts the way they engage in and respond to their learning situa-
tions. For example, students focus on being rewarded while performing im-
portant tasks until they are completed, basing one’s actions on clearly defined
goals, and starting and finishing tasks in a timely fashion. So, they do not give
up easily to accomplish a goal, especially when the goal is important to their
identity or sense of self-worth. This will lead to the internalisation of the desire
for positive consequences. Thus, external goals are internalised, and behav-
jour is self-determined. People will be intrinsically motivated when they have
a sense of self-competence and they believe that they control their own learn-
ing and behaviours (Ching, 2012). Perhaps one of the most significant factors
in the use of rewards is how they are perceived by teachers and students. The
majority of teachers who use rewards believe that elementary school teachers
should use rewards. Many teachers from this study explained that rewards
help motivate students to exhibit good behaviour and some mentioned that
rewards motivate children to do their best work (Payne, 2015).

Teachers who used rewards for behaviour management also tended to use
rewards for academic achievement, with the highest frequencies of rewards
being verbal or written praise and prizes (Cameron et al,, 2005). Payne (2015)
shows that how pupils perceive the use of rewards and sanctions has been
found to impact their sense of belonging in their school, and this in turn can
affect both academic performance and social behaviour. Similarly, pupils’ at-
tachment to school is greater when teachers care, use praise and treat pupils
in a way that is perceived to be fair (Arkoosh et al., 2009).

e Encouraging students’ curiosity to learn through the questions they ask the
teacher and each other:

It's very easy to recognise it because there are immediate emotions. There are smiles and
cheers immediately. And when are we going to do it here? Are we going to do it here
now? And can we take this home?’ (imitating the enthusiastic tone of the students). It's
just from their phrasing of words like that and in the end you can see when a person
smiles, when his eyes smile, it's really somehow, well, recognisable. R3

Maybe I'll give a short answer here, because I've already talked a lot about problem-ba-
sed teaching, and they then experience that, motivation arises for them, motivation arises
in their non-traditional environments. R29
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It's no secret that curiosity makes learning more effective and enjoyable. Cu-
rious students not only ask questions, but also actively seek out the answers.
While it might be no big surprise that we're more likely to remember what
we've learnt when the subject matter intrigues us, it turns out that curiosity
also helps us learn information we don’t consider all that interesting or im-
portant.

Once the subjects’ curiosity had been piqued by the right question, they were
better at learning and remembering completely unrelated information (von
Stumm et al,, 2011). So if a teacher is able to arouse students’ curiosity about
something they’re naturally motivated to learn, they’ll be better prepared to
learn things that they would normally consider boring or difficult. For instance,
if a student struggles with maths, personalising maths problems to match
their specific interests rather than using generic textbook questions could help
them better remember how to go about solving similar maths problems in the
future (Stenger, 2014).

The teacher should avoid giving dry lectures where you explain everything.
Instead, the teacher must try designing the classes so that s/he is posing
questions, either implicitly or explicitly and to be sure to leave openings for
students to participate and ask questions about what they're learning (Blue,
2022). Studies conducted by Kashdan et al. (2018) found that individuals trig-
ger curiosity in different ways, such as through joyous exploration, deprivation
sensitivity, stress tolerance, social curiosity, and thrill-seeking. Joyous explora-
tion refers to the enjoyment of an individual’s desire to find new information
and knowledge that leads to development and learning (Kashdan et al., 2018).
This desire is closely linked to motivation within the individual to strive and
conduct behaviour to achieve what it has not yet known. In the context of
learning, joyous exploration can be enhanced through the support of teaching
and technology assistance (Hochberg et al.,, 2018).

Teachers stimulate students’ exploration by linking the need to design prod-
ucts with issues or problems in their daily life. When a student is given the free-
dom to explore with the teacher’s supervision, the student’s ability to develop
his idea is wider as the student has the desire to build the product he wants to
produce. Social curiosity forms a sense of belonging in an individual. Previous
studies showed that individuals with social curiosity tend to obtain good infor-
mation, understanding, and interaction (Hartung and Renner, 2013).

This causes the formation of togetherness and intimacy, which is required in
exploration, especially in pairs or group activities. Individuals with social curi-
osity are based on their need to know the minds and actions of others through
observation, asking questions, listening, or getting information from other
parties. Therefore, learning activities that promote collaboration or discussion
can provide space and opportunities for students to express their desire to the
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teachers and their peers through questioning and their behaviour regarding

of what they want to know.

e Providing opportunities for students to be co-creators of curriculum:
I think that enthusiasm, that's what they get the most when you let them really choose
and film what we can do, where we call those reserve lessons. When | let the children
themselves create that educational content, what they would like, what they would like

to organise and do, and try to become teachers themselves or present certain projects. It's
actually a lot of enthusiasm when you let your children’s creativity shine. R28

The teachers view their role in curriculum implementation as an autonomous
one. They select and decide what to teach from the prescribed syllabus or
curriculum. Since implementation takes place through the interaction of the
student and the planned learning opportunities, the role and influence of the
teacher in the process is indisputable (Bovill, 2013). Students are also a critical
element in curriculum implementation.

While teachers are the arbiters of the classroom practice, the learners hold the
key to what is actually transmitted and adopted from the official curriculum.
The official curriculum can be quite different from the curriculum that is actu-
ally implemented. The student factor influences teachers in their selection of
learning experiences, hence the need to consider the diverse characteristics of
learners in curriculum implementation (Chaudhary, 2015). Engaging students
as partners in the classroom allows for co-creation of teaching, learning and
assessment in real-time as classes unfold. Outside of the classroom, engaging
students as partners involves co-designing curriculum and assessment before
or after semester (Deeley & Bovill, 2017).

e Organising open and honest communication with students:

When | teach them, I directly say, if it's bad, then | say that it’s bad. It's not as bad as it
should be. It's ‘mhm; the other one is crying again, but | don’t pay much attention. And
then for two weeks, it was better here, but it could be even better, improved. Well, then
after those two weeks is fine. R13

Open and honest communication in the classroom is a non-negotiable for the teacher
and students. Without open communication, tasks can go uncompleted, students can
become disengaged, and classroom learning culture can get lost (Fashiku, 2017).

Having a system of open communication at school and in a classroom will
open the door for feedback. The teachers and students will feel more con-
fident about coming forward. Open communication refers to the ability of
individuals to freely convey their thoughts and ideas to each other. Within
the school and classroom the open communication could be fostered by ac-
tively promoting teachers and students to share their feedback and opinions
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(Bender, 2005). Open communication encourages teachers and students to
communicate their feelings, challenges, and feedback confidently.

This behaviour is a better alternative to the passive, aggressive, passive-ag-
gressive, or non-verbal cues that teachers and students resort to when they
want to express a disagreement or avoid confrontation (Hollingworth et al,,
2017). The point is, open communication is an approach that values every
teacher’s and student’s unique perspective, helps them see things differently,
and improves collaboration (Kohler, 2022). So creating a culture of inclusion in
a classroom is vital to engage students into learning. And students can handle
barriers with cultural knowledge, awareness, and understanding - all of which
are hallmarks of open communication (Salamondra, 2021).

e Making students’ learning meaningful by creating life-relevant tasks based
on good experiences:
You give them that external motivation verbally, and then you stimulate their internal
one. Here, | think it is essential that they feel that there is a good example to encourage,
those who study and try are encouraged. The tasks are interesting. Activities are mean-
ingful and relevant to their lives. R4

Deep meaningful learning is the higher-order thinking and development
through manifold active intellectual engagement aiming at meaning con-
struction through pattern recognition and concept association. It includes in-
quiry, critical thinking, creative thinking, problem-solving, and metacognitive
skills. It is a theory with a long academic record that can accommodate the
demand for excellence in teaching and learning at all levels of education. Its
achievement is verified through knowledge application in authentic contexts
(Mystakidis, 2021). Meaningful learning experiences mean those that the stu-
dent selects and chooses from her/his prior learning experiences, for their
positive or negative impact.

These experiences are the most relevant from the student’s point of view, for
whatever reason, and are connected to their needs or interests (Gonzalez-Ce-
ballos et al.,, 2021). Deep learning originates from the research on the mental
processing strategies by Marton and Séljé in Sweden (Marton & Séljo, 1997).
In a series of experiments, they examined students’ approaches to learning
when prompted to reply to comprehension questions after reading a text.
They discovered two distinct behaviours; some students strove to store iso-
lated facts without any reflection (surface approach). Others processed them
critically and attempted to connect the new information with existing know!-
edge (deep approach). A student employing deep learning approaches di-
rects his/her own learning, attempts to comprehend the learning content and
procedure, and modifies accordingly his/her beliefs, behaviour and values
(Marton & Saljo, 1997).
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At the opposite end of the spectrum, a student with a surface approach is rath-
er apathetic towards the studied domain, driven by exam pressure or stress,
and hence opts for rote memorisation of facts. Beyond these two orientations,
there is evidence of another, superseding pragmatic dimension towards short-
term performance dictated by course assessment requirements, namely a
strategic approach to learning (Miller & Parlett, 1974). Deep learning happens
through active student engagement and especially in meaningful construc-
tion activities (Hay et al., 2008). Deep learning is associated with polymorphic
thinking (i.e. creative, critical, reflective, and caring) (Valtanen et al.,, 2008) and
problem-solving processes and capabilities (Dolmans et al.,, 2016).

The notion of in-depth learning should not be confused with deep learning
computational processing techniques used for data analysis and representa-
tion in the field of artificial intelligence (Mystakidis, 2021). Meaningful learn-
ing construction is linked with teaching methods such as inquiry and problem
solving, resulting in the ability to identify and analyse the underlying structure
and connect existing with new concepts (Mystakidis et al, 2019). Educators
who intend to offer meaningful educational experiences to their students are
invited to contemplate and design teaching and learning around the following
attributes: active, constructive, intentional, authentic, cooperative, or relation-
al (Kostiainen et al.,, 2018):

e Active: learning is an active cognitive procedure where the student is the
protagonist. This dimension signals the active participation of students by
interacting with content and the learning environment, and engaging with
a subject matter so as to make a personal cognitive contribution.

e Constructive: students are expected to construct continuously their own
meaning by interpreting and reflecting on observed phenomena, content
and the results of their actions.

e Intentional: students are encouraged to exhibit individual ownership, agen-
cy, be self-directed, set goals consciously and commit emotionally.

e Authentic: meaningful learning requires tasks linked to an authentic expe-
rience or simulated, realistic context so that they become personally signifi-
cant and transferable.

e Cooperative/relational: human learning is a social process involving stu-
dents and teachers. Group collaboration and peer conversation occur natur-
ally in knowledge-building communities. Additionally, engaged, passionate
teachers contribute significantly to the emotional involvement of students.

Meaningful learning depends primarily on course design linking theory and
practice with strong experiences, where both teachers and students feel free
to express their positive or negative emotions (Delotell et al.,, 2010).
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e Using teaching methods for student engagement and surprising:

With younger children, for example, when writing with six-year-old pre-schoolers, they
write such scribbles, dictations, they dictate letters, syllables. In the spring they start
dictating the words. But the teacher changes her clothes every time there. She becomes
a completely different person and she has such glitter, and with those glitters she covers
all their leaves there. They know that it will happen. It's not that children have to do
something like in the circus every time. Not really, but you learn to know them, to be
able to surprise and involve them. This is perhaps the teacher’s way. The teacher must be
able to do that. R4

These are unconventional teaching methods - or learning, if you prefer -
drawn from the experience that fulfils teaching-learning activities (Bel-Ann
Ordu, 2021):

e Learning by doing. Dewey’s (1938 a, b) famous formulation of the ‘Learn-
ing by Doing’ theory is a surprisingly versatile and effective unconventional
teaching method (Bruce & Bishop, 2002). At its base are the ideas of getting
close to the object of studies, and of purposefully engaging in a conscious
learning process that involves reflection and self-assessment. This makes it
so that students can learn almost anything ‘by doing’ - even the most theo-
retical subjects - if the student has the right mindset.

e Critical pedagogy. Critical pedagogy is there to remind us that education
should not involve dutiful memorisation of pre-established content - it
should rather prioritise actual understanding and reflection of content that
is relevant to the lives of the students themselves - and to the society they
live in. Henry Giroux (1988, 2020), one of the main theorists of critical ped-
agogy, goes as far as to consider teaching an inherently political act - and
schools places where students ought to learn to analyse and critique the
power relations and structural issues of their society. In practice, critical ped-
agogy can take many shapes - from reading and commenting on the news
together, to interesting debates, to studying critical voices from the past and
the present. Quite any professional choice in the scope of critical pedago-
gy, really, will not fail to result in some inspiring unconventional teaching
methods.

e Travel to learn. Learn to travel, travel to learn because we couldn't refrain
ourselves from including it here. Study trips, if well done, can be an incred-
ible learning opportunity, to the extent of sometimes being life-changing
experiences. Travelling creates the perfect context for effective learning.
Travelling places the learner in close contact with their object of studies,
they allow to go beyond theory and form new skills, memories and opin-
ions, make the whole process engaging and exciting. Things learnt on a trip
stick in a person’s memory together with the vivid flashes of the places s/he
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saw, the people s/he talked to, and the unique sensations of such an intense
experience. Most importantly, they most often expose the learner to the
relevance of what you are studying - inescapably proven by the situations
you meet and witness the self.

e Investigations. Investigations are in fact investigative researches that go be-
yond the pure consumption of second-hand content and extend to experi-
encing the topic the student is studying hime/herself - or to getting close
to whoever does. Naturally, this goes very well with study trips: imagine
finding oneself in a foreign country and learning about the local culture not
by reading about it in books or on the internet - but by meeting the people
who share that culture and getting an insight into their lives. But investi-
gations don't necessarily entail foreign settings and exotic topics: thinking
about investigating the causes of climate change in the local countryside,
for example - or any other topic that's appropriate for a learning situation.

e Collective learning. An unconventional teaching method that is quite often
overlooked is as simple as it sounds - to make learning a collective respon-
sibility, rather than an individual one. For the teacher, this will mostly mean
promoting group work and experimenting with similar ideas, such as group
exams and tests. Team-based pedagogy: teams of around 10 students are
together about taking decisions over their own education, for example, and
they only go for exams after making sure that everyone in the group is pre-
pared for it. This trains everyone’s social and collaborative skills, and opens
the space for a number of activities that would otherwise not be possible -
such as organising big scale events and travelling together safely.

e Applying information and communication technologies in lessons:

It is clear that the enthusiasm was really great when we used those information technol-
ogies. Later on, at first | brought tablets, the whole closet applauded, they hugged and
kissed each other, such joy was here for the very first year. Later we will study and watch
YouTube and play games. Well, | really had to form the opinion that a tablet computer
is a textbook of the 21st century. This is not free time here, not only for free time. So after
half a year, | observed their enthusiasm. That’s where enthusiasm comes in. R27

ICT integration in education generally means a technology-based teaching
and learning process that closely relates to the utilisation of learning technol-
ogies in schools. Due to the fact that students are familiar with technology
and they will learn better within technology-based environment, the issue of
ICT integration in schools, specifically in the classroom, is vital (Ghavifekr &
Rosdy, 2015). This is because the use of technology in education contributes
a lot in the pedagogical aspects in which the application of ICT will lead to
effective learning with help and support from ICT elements and components
(Jamieson-Procter et al.,, 2013).
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It is right to say that almost all ranges of subjects, starting with mathemat-
ics, science, languages, arts and humanities and other major fields, can be
learnt more effectively through technology-based tools and equipment. In
addition, ICT provides the help and complementary support for both teachers
and students where it involves effective learning with the help of the comput-
ers to serve the purpose of learning aids (Jorge et al., 2003). Computers and
technology do not act as replacements for quality teachers, but instead they
are considered as add-on supplements, needed for the better teaching and
learning. The need for ICT integration in education is crucial, because with the
help of technology, teaching and learning is not only happening in the school
environment, but also can happen even if teachers and students are physically
at a distance.

However, ICT integration is not a one-step learning process, but is a continual
process of learning that provides a proactive teaching-learning environment
(Young, 2003). Technology-based teaching and learning offers various inter-
esting ways, which includes educational videos, stimulation, storage of data,
the usage of databases, mind-mapping, guided discovery, brainstorming, mu-
sic, and World Wide Web (www), that will make the learning process more
fulfilling and meaningful (Finger & Trinidad, 2002). On the other hand, stu-
dents will benefit from ICT integration where they are not bound to a limited
curriculum and resources; instead, hands-on activities in technology-based
courses are designed to help them to stimulate their understanding about the
subject. It also helps teachers to design their lesson plans in an effective, cre-
ative and interesting approach that would result in students’ active learning.
Previous research proved that use of ICT in teaching will enhance the learning
process and maximise students’ abilities in active learning (Jamieson-Proctor
et al, 2013). Hermans et al. (2008) have identified three main stages for ICT
to be highly valued and regarded by the teachers; integration, enhancement
and complementary.

The integration approach is about implementing the right use of ICT in a
particular subject area that involves complex concepts and skills to improve
student’s achievement and attainment. Besides, the review of curriculum is
also needed, so that only related ICT resources and appropriate software will
be installed for the main aims and objectives of curriculum to be achieved. The
enhancement approach is about using ICT to give greater emphasis on the
topic introduced. For instance, Microsoft PowerPoint can be used to present a
topic in a very innovative and creative way, that will lead into discussion and
exchanging ideas and thoughts. Finally, the complementary approach is when
the ICT is used to aid and support the student’s learning. This approach allow
students to be more organised and efficient in which they can make notes
on a computer, submit their work by email from home as long as they meet
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the deadline, and search for information from various sources provided online
to fulfil the task given to them. Teachers' readiness and skills in using ICT are
playing an essential role in the use of ICT in education. Teachers need suffi-
cient ICT skills to implement the technology and to have a high level of con-
fidence to use it in a classroom setting. Besides, teachers require insight into
the pedagogical role of ICT, in order to use it meaningfully in their instruction-
al process (Ghavifekr & Rosdy, 2015). According to Winzenried et al. (2010)
teachers who have gone through ICT training are more effective in teaching
by using technology tools as opposed to those that have no experience in
such training. A school in Ireland reported that teachers who did not develop
sufficient confidence avoided using ICT. A similar case happened in Canada,
where some teachers admitted they were reluctant ICT users because they
were worried they might get embarrassed that the students knew more about
the technology than they did (Ghavifekr & Rosdy, 2015).

A collaborative leadership culture is more than merely leading a scheduled
meeting, sharing lessons, or sitting through common planning-time sessions
taking notes. Collaborative leadership requires transparency, honesty, integri-
ty, dependability, accountability, and educators’ commitment to shared goals.
A school or district that supports collaborative leadership must be fostered
and supported by administration for lasting success (Matthew, 2018). An im-
portant role in the promotion of students’ learning motivation is played by the
creation of an educational connection between them:

e Creating an atmosphere of open dialogue in the classroom:

And the other thing is that I accept everyone. | have even said: my door is open to anyone
who wants to. There have been situations where students from Russian and geography
classes run to me, that's it. Well, it’s just not fun for me in front of my colleagues, some-
times there are situations like that. R14

| tried to create such an atmosphere where they could express their opinion, and if they
think it's difficult or scary or something like that, it takes time, especially if there are
older children and you're just coming to teach them. They have some kind of confidence,
comfort, so they can say what they feel, help themselves, but they tell me it's fun, it's not
interesting, this subject is scary, and then we try to make it not so scary. R5

Oh, well, if they are small, then they say and in general it depends a lot on the class. |
have noticed that if there are generally very strong students in the class, they often avoid
showing emotions. Maybe this is just my very personal experience. When | worked in the
district, they were sincere and they said: ‘But this is some nonsense, teacher, you need
our help to understand. R10

One of the challenges of open dialogue in the classroom is the teacher’s lack
of control: What if a student says something unacceptable? What if some stu-
dents are misinformed? Another challenging aspect of open discussion is the
teacher’s ability to create a safe and judgment-free environment in which all
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students feel free to express their opinions. In this case, ‘judgment-free’ refers
to a teacher’s judgment of her students’ character just as much as to students’
judgements about their peers (Mercer, 2008; McKenney, 2017).

Classroom dialogue is a spectacular tool for student learning. A great discus-
sion is one of the best ways to engage students, monitor student learning, and
to create student enthusiasm. Many teachers, however, find that dialogue and
discussion fall apart in their classrooms, particularly at the elementary and
junior high levels.

Many times, conversations and dialogue in classrooms lag because of a lack
of good questions. If a question is too simple or has only one right answer,
students will have difficulty engaging in deeper discussion. Teachers need to
prepare a list of questions on topics of choice to spur student dialogue when
students falter and run out of their own ideas to share.

While it may seem like the teacher is waiting forever for a student response,
giving students time to think before they speak is a critical component of a
good classroom discussion. Students, particularly younger students, may re-
quire more time to put together a response than an experienced adult. The
teacher needs to be patient, and try to give several seconds of time before
prompting with a new question or follow up question.

While it is possible to attempt a classroom discussion on any topic, topics with
a strong level of student interest are more likely to generate discussion and
dialogue in the classroom. The teacher needs to choose current events, topics
of debate, or sections of reading that students can really engage in. Strategies
such as the Socratic seminar and debate are best fuelled by topics where stu-
dents may have multiple viewpoints and ideas.

Often, teachers don't want to release control of the classroom to the students.
However, great student dialogue is based on student freedom. The teacher
needs to let students question one another and share their opinions freely.
Setting ground rules helps to maintain good classroom behaviour such as not
interrupting others and active listening. Keeping too tight control on the dia-
logue, however, stifles student freedom and enthusiasm. While teachers can
and should guide the conversation with probing questions, the teacher needs
to let students explore the topic and their own thinking without needing to call
on each student and maintaining complete control.

Using student conversation and dialogue to encourage learning can be a re-
warding experience for both students and teachers. Great dialogue encourag-
es critical thinking, social skills, and deep exploration.
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e Creating an atmosphere of safety when talking about sensitive topics in the
classroom:

I make it possible for them to be as open as possible. For the most open about what hurts
him or not, about where they are today...R14

Some students may even see themselves as being judged smart or not smart
(Dweck, 2008). Students with this mindset are less likely to become involved
with learning that involves risk, including making mistakes; when they do
make mistakes, rather than correct them, they try to hide them (Nussbaum &
Dweck, 2007). These learners will benefit from opportunities to learn in psy-
chologically safe learning environments.

Changing what a person knows requires critical reflection. In turn, critical re-
flection requires a trustful atmosphere where people can make mistakes with-
out worrying about suffering negative consequences (Brookfield, 1995). When
the teacher cannot create a safe learning environment, s/he must always be
aware of the alternatives, including learners being lost in groupthink because
nobody is willing to take the risk of asking questions or sharing knowledge
that can make all the difference. In fact, groupthink may be the very reason
why change is often difficult, as learners both young and old protect them-
selves from unfamiliar concepts and the possibility of looking bad.

Teachers and other professionals may feel like they are imposters when they
are in a group of like professionals (Brookfield, 1995). This means that the
teacher may not ask questions or provide input that may be outside what
others may be thinking because s/he does not want others to think that the
teacher slides through the system somehow, and is not really supposed to
be there in that learning session. The teacher may begin with explaining the
imposter syndrome and what it means. The safe learning environment is espe-
cially important for students. Negative learning experiences can affect future
learning, and teachers need only reflect on our own experiences to realise
how true this is. All students need to be safe. Teaching should be adapted
to the student with tenderness and affection, with reward instead of punish-
ment, and with a goal of meaningful learning, rather than rote memorisation
(Cremin, 1957). A threatening learning environment can cause the brain to
(Jensen, 2008, pp. 43-44):

e Lose its ability to correctly interpret learning clues from the environment.

Stay with tried and true behaviours.

Lose its ability to index, store, and access information.

Become limited in its responses.

Lose ability to perceive relationships and patterns.

Become less able to use higher-level thinking.
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e Lose long-term memory capacity.
e Overreact to stimuli in a phobic-like manner.

In an unsafe learning environment, the student is more aware of the need
for survival and protection of self from embarrassing or humiliating situations
than on learning. Increasingly psychological safety becomes more important
as we move through our educational journey.

e Paying attention to the students’ abilities and shaping the tasks accordingly:
That's when | would like them to be the most enthusiastic, so that we, students of different
abilities, can feel great in those activities, because according to different abilities they
can discover what they are good at, let’s say to deliver or perform some activities, etc.
In fact, what they like, what is close, what you allow to plan together. Of course, maybe
you adjust it a little, but because it's such an invisible hand, you don’t give it away. This is
definitely the most enthusiastically welcomed thing by children. R28

Different students have their optimum learning method. Some will learn pret-
ty fast when they read texts, while others prefer to listen to the teacher. There
is yet another group of students that will need a practical demonstration for
whatever they have learnt to stick. The teacher is left with the difficult task of
finding the balance that will be favourable to every student (Poedjiastutie &
Oliver, 2017).

Students’ needs can be classified into different domains of learning, and these
needs are never one-dimensional. The three domains that there is general
agreement about are (Smets et al., 2022):

e the cognitive (thinking),
e the affective (social/emotional/feeling), and
e the psychomotor (physical/kinesthetic) domain

The affective is often subdivided into affective (feeling/emotion) and social.

The learning need of students is usually a product of diverse factors including
socioeconomic factors, individual learning history, and background language.
A student who is taught in a language that is not their primary language has
an increased chance of encountering more difficulty than a student learning
in their mother tongue (Lim, 2022). There are students who are highly gifted
or talented: they may be gifted in a single subject or across several areas and
tend to score high on achievement tests. Most gifted students benefit more
from a learning method that encourages the use of higher thinking skills, in-
dependent study, and faster-paced learning. This explains why the first task of
every teacher is to know their students (Smets et al., 2022). One of the key fac-
tors that can transform gifts to talent is the student’s educational environment.
Every teacher is likely to have a range of students in their class. The teacher
needs to make sure to carry all the students along, and to divide the lesson
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into different sections to accommodate the various learning preferences that
each of the students may have. This strategy is perfect if the teacher is new to
the students, and has not had time to get to know them on a personal level
(Nasution et al,, 2021).

Unfortunately, there are teachers that are hostile to students with one or an-
other form of disability, when we all know that it is important to treat all stu-
dents with dignity, as well as giving them the opportunity to enjoy all the ben-
efits of education in a supportive environment (Poedjiastutie & Oliver, 2017).
If the teacher has a student with any form of disability, the first step is to make
necessary adjustments to accommodate them in that class. Such adjustments
should be geared towards helping students with disabilities to participate in
training and learning just like their counterparts without disabilities. Before
making such adjustments, the teacher should determine the nature of the stu-
dent’s disability, if there has been any previous adjustment, and the student’s
preferred adjustment (Lim, 2022).

A teacher’s leadership in motivating students for learning in a classroom is
based on the following aspects:

e solving problems that have arisen together on the basis of mutual dialogue;
e encouraging students’ creativity as they learn to listen to each other’s ideas;

e encouraging students’ creativity by providing them with opportunities to
conduct experiments based on simulating real situations;

e encouraging students’ learning to learn through self-selected tools for deci-
sion-making when performing tasks;

e providing opportunities for students to experience success in learning;
e creating an atmosphere in which students experience the joy of learning;
e encouraging students to reflect on personal learning;

e creating an educational environment for students to experience the freedom
of learning;

e supporting students’ learning initiatives;

e creating an atmosphere of experimentation for students in learning;
e encouraging students’ courage in learning;

e rewarding students for learning;

e encouraging students’ curiosity to learn through the questions they ask the
teacher and each other;

e providing opportunities for students to be co-creators of the curriculum;
e organising open and honest communication with students;
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e making students’ learning meaningful by creating life-relevant tasks based
on good experiences;

e using teaching methods which engage and surprise students;
e applying information and communication technologies in lessons;

e creating an atmosphere of safety when talking about sensitive topics in the
classroom;

e paying attention to the students’ abilities and shaping tasks accordingly.

Teacher leaders are characterised by their ability to lead others in every role
they hold at their school. Teacher leadership produces intermediary outcomes
that improve teaching and learning, such as creating positive learning rela-
tionships between teachers and students and among students, establishing
classroom routines and expectations that effectively direct student energy,
engaging the student in the learning process, and improving curricular, in-
structional, and assessment practices, which ultimately result in high levels of
student learning and achievement.

Teacher leadership is leading within and beyond the classroom. Teachers
can be leaders as they model best practices. Other teachers and students are
watching what they’re doing, so really, it's this idea that they're influencers.
The influence of teacher leadership on student motivation can be explained
that a good relationship between teachers and students is a factor that has a
direct impact on student motivation. Teachers who have good leadership will
hold certain values in carrying out their profession, have good discipline val-
ues, be hardworking, dedicated to the institution, and committed to develop
together with colleagues. Teachers who teach with certain values will affect
the comfort and motivation of student. Teacher leadership is the characteris-
tic of teacher professionalism in the classroom that has a mission to produce
and improve student learning outcomes effectively. This shows the ability to
influence others. Teacher leadership, as an interpersonal influence, is carried
out in a situation and directed through the communication process in pursuit
of certain goals or objectives.
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